
The impact of Indian education courses on
the instruction of teachers in North Dakota

Item Type text; Thesis-Reproduction (electronic)

Authors Kulas, Cheryl Rose Marion, 1944-

Publisher The University of Arizona.

Rights Copyright © is held by the author. Digital access to this material
is made possible by the University Libraries, University of Arizona.
Further transmission, reproduction or presentation (such as
public display or performance) of protected items is prohibited
except with permission of the author.

Download date 26/05/2023 10:25:29

Link to Item http://hdl.handle.net/10150/277238

http://hdl.handle.net/10150/277238


INFORMATION TO USERS 

The most advanced technology has been used to photo
graph and reproduce this manuscript from the microfilm 
master. UMI films the text directly from the original or 
copy submitted. Thus, some thesis and dissertation copies 
are in typewriter face, while others may be from any type 
of computer printer. 

The quality of this reproduction is dependent upon the 
quality of the copy submitted. Broken or indistinct print, 
colored or poor quality illustrations and photographs, 
print bleedthrough, substandard margins, and improper 
alignment can adversely affect reproduction. 

In the unlikely event that the author did not send UMI a 
complete manuscript and there are missing pages, these 
will be noted. Also, if unauthorized copyright material 
had to be removed, a note will indicate the deletion. 

Oversize materials (e.g., maps, drawings, charts) are re
produced by sectioning the original, beginning at the 
upper left-hand corner and continuing from left to right in 
equal sections with small overlaps. Each original is also 
photographed in one exposure and is included in reduced 
form at the back of the book. These are also available as 
one exposure on a standard 35mm slide or as a 17" x 23" 
black and white photographic print for an additional 
charge. 

Photographs included in the original manuscript have 
been reproduced xerographically in this copy. Higher 
quality 6" x 9" black and white photographic prints are 
available for any photographs or illustrations appearing 
in this copy for an additional charge. Contact UMI directly 
to order. 

University Microfilms International 
A Bell & Howell Information Company 

300 North Zeeb Road, Ann Arbor, Ml 48106-1346 USA 
313/761-4700 800/521-0600 





Order Number 1339273 

The impact of Indian education courses on the instruction of 
teachers in North Dakota 

Kulas, Cheryl Rose Marion, M.A. 

The University of Arizona, 1989 

Copyright ©1989 by Kulas, Cheryl Rose Marion. All rights reserved. 

U M I  
300 N. Zeeb Rd. 
Ann Arbor, MI 48106 





THE IMPACT OF INDIAN EDUCATION COURSES 

ON THE INSTRUCTION OF TEACHERS IN NORTH DAKOTA 

by 

Cheryl Rose Marion Kulas 

Copyright (6) Cheryl Rose Marion Kulas 1989 

A Thesis Submitted to the 

COMMITTEE ON AMERICAN INDIAN STUDIES 

in Partial Fulfillment of the Requirements 

for the Degree of 

MASTER OF ARTS 

In The Graduate College 

THE UNIVERSITY OF ARIZONA 

1989 



1 

STATEMENT BY AUTHOR 

This thesis has been submitted in partial fulfillment 
of requirements for an advanced degree at the University of 
Arizona and is deposited in the University Library to be made 
available to borrowers under rules of the Library. 

Brief quotations from this thesis are allowable 
without special permission, provided that accurate 
acknowledgment of source is made. Requests for permission 
for extended quotation from or reproduction of this 
manuscript in whole or in part may be granted by the 
copyright holder. 

SIGNED: 

APPROVAL BY THESIS DIRECTOR 

this thesis has been approved on the date shown below: 

Oats' Vine Delor^r^Jr. 
Professor of Law and/Political Science 



2 

ACKNOWLEDGMENTS 

I wish to extend my utmost regard and respect to my 
advisor and chairperson of my committee, Dr. Vine Deloria, 
Jr. to whom I am deeply indebted for his guidance and faith 
in me. A very special thanks is extended to Dr. Clarence A. 
Bina Director of Special Projects, DPI for suggesting a study 
which would contribute something of worth to Native American 
people. I thank him for his incisive observations that added 
qualities beyond my own capacity and for his tireless support 
and cooperation in making this study possible. I thank Dr. 
Richard Landry for the time spent in making suggestions 
pertaining to the survey. My sincere appreciation to Dr. 
Leigh Jeanotte and his wife Holly, for helping me through yet 
another degree in so many ways. 

I would like to acknowledge Jon and Jennifer Kulas, 
my family and friends who endured the rigors of this task and 
stood by me through it all without complaint. 

Mitaku ye O'yasin 



3 

TABLE OF CONTENTS 

List of Illustrations it-

List of Tables g 

Abstract .6 

CHAPTER 

I. BACKGROUND OF THE STUDY 7 

Need for the Study 
Purpose of the Study 

II. REVIEW OF RELATED LITERATURE 14 

Historical Overview of Indian Education 
The Federal Role In Indian Schooling 
Cross-Cultural Education Efforts 
Indian Education in North Dakota 

III. METHODOLOGY 65 

Procurement of the Available Data 
Instrumentation 
Determining the Analysis Characteristics 
Procedures 

IV. FINDINGS 71 

Reporting the Data 

V. SUMMARY/INTERPRETATIONS, RECOMMENDATIONS, 
AND AREAS FOR FURTHER STUDY 84 

Summary 
Interpretations 
Recommendations 
Areas for Further Study 

APPENDIX A: OVERALL RESULTS IN PERCENTAGES 94 

LIST OF REFERENCES 102 



4 

LIST OF ILLUSTRATIONS 

Illustration 1. Percentage of Teachers Graduating 
By Institution 1984-1988 75 

Illustration 2. Percentage of Teachers Taking 
Indian Studies Courses by 
Institution 1984-1988 75 



LIST OF TABLES 

TABLE I. TEACHER ATTITUDE TOWARD THE NATIVE 
AMERICAN INDIAN STUDIES COURSE. 

TABLE II. PLANNING AND USE OF NORTH DAKOTA 
NATIVE AMERICAN INDIAN STUDIES 
COURSES 

TABLE III. APPLICATION OF THE NATIVE AMERICAN 
INDIAN STUDIES COURSE TO 
MULTICULTURAL EDUCATION 

TABLE IV. UNDERSTANDING AND ADAPTATION OF 
INSTRUCTION TO NATIVE AMERICAN 
VALUES AND LEARNING STYLES 



6 

ABSTRACT 

The educational disadvantages of the Native American 

Indian student throughout history have been a source of 

academic concern. This paper addresses the historical and 

contemporary aspects of Indian education. The contemporary 

context of the study examines the efficacy and impact of pre-

service instruction of a Native American Indian Studies 

course on the teachers in North Dakota. One thousand, three 

hundred and sixty-nine (1,369) teachers receiving instruction 

in the course from 1981 through 1988 were surveyed. The 

survey focused on five key areas: teacher attitudes about the 

course, planning and use of the course in the classroom, 

application of the course to multicultural education and 

application of Native American values and learning styles. 

The findings suggest that the course is not having a positive 

effect on the attitudes of heightening teacher sensitivity 

toward stereotypes and there is an apparent indifference to 

adjusting curricula to reflect cultural diversity. 
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CHAPTER I 

BACKGROUND OF THE STUDY 

Introduction 

The educational disadvantages of Native American Indian 

students has been the subject of substantial studies for over 

100 years. A review of relevant literature indicates 

numerous recent reports on Indian Education problems, and a 

number of critics and historians have concluded that of these 

no report has had a greater impact on Indian education than 

the Meriam Report. The Meriam Report provides an accurate and 

substantive analysis of the problems impeding the education 

of the Indian student. The findings of this study provided 

Congress and the Bureau of Indian Affairs the basis for 

formulating policies affecting educational reform in the 

1930's and 1940's. The significance of this document is the 

recognition and need in the American educational system for 

multicultural education within the context of teacher 

training and curriculum. However, some sixty years later, 

the substantive recommendations of the Meriam Report have 

not been implemented. It is the author's contention that the 

recommendations of the Meriam Report are as applicable 

today as they were then. 
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Early non - Indian educators of the Indian saw as a goal 

the ultimate assimilation of the Indian student into the 

larger mass society. Consequently, early educational policy 

"schooled" the Indians away from the practice of their 

religion, language and values, hence, culture. 

Many writers agree, historically and in a contemporary 

times, that Indian education has been a reflection of 

pervasive monocultural instruction, generally English in 

language and culture, and generally as a unilateral process.1 

The billions of dollars invested on Indian education have 

been largely aimed at creating better schools and programs 

for students with lesser consideration given to the influence 

of the teacher on the student. The role of the teacher on 

the Indian student has been undervalued. To illustrate this 

point, the Waxes, who studied education at Pine Ridge, and 

Parmee, who studied the Apache noted that because the values 

of home and school are so different, the child must choose 

between being a good Native American and being a good 

student. In stressing this point, the white teachers are 

considered critical in their roles as socializers, not as 

incidentals who come into the child's life after his 

personality is completely formed.2 The Coleman report found 

that the deficiencies of Native American children in school 

work were most strongly related to language problems, 
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cultural deprivation, and negative self-concept.3 There is 

little disagreement that children who speak a language other 

than English often do poorly on verbal tests. The 

unfortunate aspect of this, is that those in the field of 

education do not view correct English simply as conformity to 

middle-class verbal norms, but tend to equate it with 

intelligence. This link between the speaking of standard 

English and concepts of intelligence affects both teacher 

expectations for students and students' feelings about 

themselves.4 

The Meriam Report, in concluding that the most 

fundamental need in Indian education is a change in point of 

view, stressed that it is imperative to raise the 

qualification of teachers. The team of experts who were 

employed to prepare the report concluded 

The national government could do no better 
single thing for Indian education than to insist 
upon the completion of an accepted college or 
university course, including special preparation for 
teaching, as the minimum entrance requirement for 
all education positions in Indian schools or with 
Indian people.5 

Multicultural education and cross-cultural education 

have emerged in part as a response to the imperatives of the 

Meriam Report and in part to the social and historical events 
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leading to educational inequality in the United States. 

Since its conception, multicultural education has been 

viewed by many educators as the cure for racial, ethnic, 

cultural misunderstanding and social conflicts.6 

While multicultural education may not address all of 

societies' ills, the need for multicultural education, 

nonetheless, remains an educational and social reality 

demanding serious attention. 

Need for the Study 

Indian education in the United States, and particularly 

in North Dakota, has historically been and remains today a 

function of the United States government under the authority 

of its special "trust responsibilities." These 

responsibilities were explicity and implicity established 

through treaties. Since statehood, the Department of Public 

Instruction, has been the organizing agency charged with the 

general supervision of the elementary and secondary schools 

in the state of North Dakota. Like most states, North Dakota, 

in discharging its educational responsibilities, requires 

certain teacher preparation requirements for certification. 

These certification requirements have not historically 

attended to the native American culture nor Native American 

school children's needs. 
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Since the 1920's, the number of Indian students 

attending public schools has gradually increased so that by 

1988, ninety percent of all Native American Indian students 

are attending public schools.7 In North Dakota Native 

American Indian children constitute 8,000 of the State's 

total elementary and secondary school enrollment.8 

The demand for an "Indian voice" in the 1970's resulted 

in part in a national policy for Indian self-determination 

and education legislation, such as the Indian Education Act 

of 1972 and the Indian Self-Determination and Education 

Assistance Act of 1975, drew parental involvement to Indian 

education. This voice eventually was heard in North Dakota. 

In July 1979 the North Dakota Teachers Professional 

Practices Commission (TPPC) conducted hearings to take 

testimony on Indian education issues focusing on teacher 

certification. The State Indian Affairs Commission, along 

with a number of professional Indian educators, testified 

before the TPPC to advocate and support the inclusion of 

Indian studies in the requirement for teachers 

certification. The substance of these hearings were 

formalized in House Concurrent Resolution 3041 which was 

presented to the North Dakota legislature on January 4, 1979. 

H.C.R. 3041 affirmed that "a majority of the non-Indian 

teachers [in North Dakota] are unaware of the cultural, 
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psychological, sociological, and economic differences and 

needs of their Indian students." The provisions of HCR 3041 

eventually became a part of State Regulation 67-02-03-04 

which now requires "that all teachers certified... shall 

have...college credit ..in Native American Studies."9 

Purpose of the Study 

Since 1987 and in some senses since the integration of 

the multicultural course requirement as part of teacher 

certification in North Dakota, a number of indicators brought 

into question the efficacy of the Indian Studies requirement. 

First, the Bureau of Indian Affairs in 1988 released a 

report indicating that the achievement scores of Native 

American students were far below those of their 

counterparts.10 Second, a Special Report conducted for the 

Education Advancement Task Force of the State Department of 

Public Instruction, "Planning for North Dakota's Second 

Century" revealed that race as well as stereotyping were not 

educational priorities of North Dakotans. The surveys 

respondents also indicated that North Dakota schools in the 

future must meet the needs of an increasingly diverse 

population (emphasis added).n And finally, the North Dakota 

Indian Education Association at its spring 1989 Board of 

Directors meeting requested that the Department of Public 
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Instruction monitor the North Dakota Indian Studies courses 

at the teacher degree granting colleges and universities. The 

Deans of the North Dakota Association of Colleges of Teacher 

Education (NDACTE) and the Teachers Professional Practices 

Commission (TPPC) agreed that an assessment of the outcomes 

of the Indian Studies course was in order. 

In light of the various studies and group pressures, a 

study of the impact of an Indian studies course seemed 

critical to establish or restablish confidence in the Indian 

Studies curriculum at the teacher degree granting 

institutions. 
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CHAPTER II 

REVIEW OF LITERATURE 

The movement toward a multicultural emphasis in public 

education in the United States had its genesis in the 1920's. 

The Progressive Education Movement which gave impetus to 

multicultural curriculum was predicated upon the increasing 

social complexities of American culture brought on by 

immigration and by a belated recognition of Native American 

culture. 

The change created in American society, by this 

phenomenon made Americans citizens of the world where 

economic, political and social needs were closely interwoven 

and interdependent. While it may be an unsettling idea to 

those who need a nineteenth century sense of American 

history, the United States never was a monocultural society. 

A recent social critic, writing on the necessity of 

multicultual education, asserted that "with increasing 

complexity and interdependence of economic, political, and 

social affairs... a single national culture is no longer 

acceptable as a feasible concept for educational processes 

and interpersonal behavior." 1 Much of what was taught had 



15 

been predicated upon the fallacious assumption that Americans 

had a common set of values to which each person should 

conform. 2 Similarly, others looking at the American 

education scene at mid-Century concluded that in the American 

social system of value, the problem of indoctrination must be 

addressed.3 Contemporarily, Americans live in a culturally 

pluralistic society where monoculturalism is no longer a 

tenable proposition for educational growth. A review of the 

literature on American Indian education affirms the view 

that the Native Americans had complex civilizations, 

developed a high degree of art and handicraft and lived under 

recognized, freely functioning governments. 

The late Gerald Wilkinson, Cherokee, and Executive 

Director of the National Indian Youth Council in an article 

on the educational problems in the Indian community said: 

The history of Indian people is not taught as 
Indian history but as the history of Indian/white 
relations. This approach gives the impression that 
Indians would have no past at all if it had not been 
for the European invasion.4 

Indeed, one writer asserts "the outside observer would 

conclude that the past of the Native peoples of the United 

States would be an obvious and necessary part of historical 

studies in American schools. "5 Yet, it has only been within 
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the last twenty years, from the 1970's to the present, that 

the history of Indian people has been a "topic" of curriculum 

content, and then only minimally. 

Those teaching Indian and non-Indian children about 

American Indian culture are unaware of ethnocentric and 

stereotypical views arising out of profound ignorance and 

lack of information on Indian history. A dilemma arises for 

all school children when the national creed of equality, 

freedom, and brotherhood contrasts with the harsh local 

realities of attitudes of prejudice, fear, and misconceptions 

about people who are different.6 The inconsistencies between 

the stereotypical and the "typical" attitudes is most evident 

in the public schools. The total effect results in the low 

educational achievement of the Native American Indian child 

in the classroom. Not only achievement but also self-esteem 

and relationships with other children suffer from these 

attitudes and stereotypes. It is this racism experienced by 

and learned in schools that is a matter of serious academic 

concern. 

There is a growing recognition by educators, both Indian 

and non-Indian of the role cultural values and learning 

styles of most Native American children plays in their 

education. Committed writers, and historians contend that 
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American schools must confront and define the fundamental 

questions on Indian Education before any reforms can be made. 

In most research, the review of the literature typically 

presents a synthesized review of previous research related to 

the problem areas being investigated. However, it is not the 

intent of this paper to explore the inadequacy of the United 

States educational system to create an historically accurate 

account of the role of the Native American in curriculum 

content. 

Therefore, in this study, the review of literature will 

address the following areas: (1) A historical review of 

Indian Education in the United States and North Dakota; (2) 

an overview of the Federal government in Indian education; 

(3) an analysis of cross-cultural education efforts to bring 

about changes in Indian education; and (4) the efforts of the 

State of North Dakota in Indian education. Again, because the 

history of American Indian Education is lengthy not all 

significant events and developments are detailed in this 

discussion. The intent of this chapter is to highlight the 

key historical events and fundamental legal concepts about 

Indian education within its contemporary context. 

To study Indian education, one must study the history of 

the Bureau of Indian Affairs. And further Indian education 
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can neither be understood without reference to the history of 

the development of the United States nor Indian education 

policy. 

For two hundred years the federal government has pursued 

a policy of assimilation of Indians into a larger 

conglomerate mass society. In characterizing confrontation of 

the Indian and European, Helen Schierbeck, A Lumbee Indian, 

Educator, and adjunct professor at George Mason University 

writes: 

The character of the first efforts to deal with 
Indians by newly arrived colonists depended a great 
deal on the relative political and military strengths 
of the two groups. In Massachusetts, after a firm 
foothold had been established and towns were being 
organized, an effort was made to integrate Indians 
into the towns and cities of the colony with the goal 
of producing a new Christian commonwealth. Only when 
this policy failed, and the population 
pressures became so intense that constant warfare 
ensued, did the colonial governments move to'protect' 
the Indians by establishing reservations.7 

Schierbeck's view represents and excellent summary and 

indication of the nature of early contact between the 

Europeans and Indians. 

In the sixteenth century the Spanish, French, and 

English engaged in ventures for discovery and colonization. 

The historical accounts from 1513 to the mid 1600's included 

accounts of contacts, but these accounts do not include 

references to educating children. 
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The first account of education of the Natives was at the 

first assembly of the Continental Congress held at James 

City. 

Workmen were called for the erecting of the 
university and college...toward [which]Indian 
boys...should be brought up in first elements of 
literature, and sent to the college to the work 
of conversion...of the natives to Christianity.8 

The charter of the College of William and Mary in 

Virginia given in 1693 declared one of the objects of the 

institution to be "that the Christian faith may be propagated 

amongst the Western Indians."9 Civilization, education, 

religious training were closely interwoven in the history of 

the Indians of New England. 10 

The history of religious denominations is 

closely interwoven in the education of the American Indian. 

In 1740 there were several attempts by the Moravian Church to 

civilize the Indian. In each instance after the successful 

establishment of missions and towns with the Indians, came 

the encroachment of white people prompting the eventual 

removal of the Indians to some other place.n 
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Preceding and following the American Revolution, the 

alliance of all the Native tribes was of critical importance 

to the colonies. As a result, the Continental Congress 

established a committee on Indian Affairs on July 12, 1775 .  

The Committee in making its report felt that "the friendship 

of the Indian Nations was a subject of utmost 

importance...and the greatest vigilance and prudence should 

be exercised to gain, confirm, and retain friendly 

disposition of the Indians..."12 within that time period, 

three departments were established to govern Indian affairs -

northern, middle and southern. Benjamin Franklin was elected 

as one of five commissioners of the middle department. In 

1786, the Indian Department was reduced to two districts and 

upon the creation of the War Department on August 7, 1789, 

Indian Affairs became a charge of the Secretary of War.13 

The period from 1775 to 1834, was marked by. great 

cessions of Indian lands. The relationship of the new 

government during this period was predicated upon the need to 

maintain friendship with the Indian nations. The policies 

brought on by expansion paid little attention to the impact 

on the tribes subjected to treatymaking. 

On June 30, 1834, an act was passed to provide for the 

organization of the Department of Indian Affairs. In 1849, 



21 

the Department of Interior was created and the Bureau of 

Indian Affairs was transferred to the Department of Interior. 

By the Act of April 10, 1869, Congress authorized the 

President to organize a Board to be selected from men eminent 

for their intelligence and philanthropy to exercise joint 

control with the Secretary over the disbursement of 

appropriation for Indians. This group was known as the Board 

of Indian Commissioners. In 1871, Congress expanded the role 

of the Board of Indian Commissioners to review and approve 

all accounts for Indians.14 

The legal relationship establishing the federal trust 

responsibility for Indian education was derived from annuity 

payments resulting from treaties entered into between the 

tribes and the United States. Between 1775 to 1871, the total 

number of treaties entered into by tribes with the United 

States was six hundred and forty-five.15 

By their treaties the Indians on their part 
ceded to the United States, and opened for 
settlement and occupation by the whites, large 
tracts of land in which they claimed and had been 
allowed proprietary rights. The tracts of country to 
which this claim of the Indians has thus been 
recognized covers, speaking roughly, and excluding 
Alaska all the territory of the United States 
outside of the thirteen original States, and a 
considerable portion of the latter. The Indians 
generally agreed to settle and remain upon 
reservations from which white intruders were to be 
rigidly excluded, and in all cases bound themselves 

to remain at peace with the whites, and to trade 
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with persons appointed by the United States. On 
the part of the Government, in consideration of 
these cessions and agreements by the Indians, 
provisions for their benefit varying in character, 
amount, and form were guaranteed.16 

In some treaties this consideration took the form of an 

annuity payment, either for a term of years or perpetuity; or 

in others, rations, clothing, agricultural implements, funds 

for educational instruction, and facilities. 

From 1870 to 1900, the involvement with religious groups 

and Native Indian tribes was closely aligned. Government 

treaties, which were negotiated primarily to gain access to 

and control Indian lands, contained provisions for education. 

Through this process, the education of the Indian people 

became a major responsibility of the Federal government. In 

1819, Congress in meeting this responsibility, passed the 

Civilization Fund Bill that provided a permanent annual 

appropriation of $10,000 for the education of Indian 

children. These monies were disbursed to missionary 

societies engaged in educational activities among the 

tribes.i7 

After passage of the Civilization Fund Bill, vocational 

schools were set up east of the Mississippi River, and Indian 

students were subsidized to attend these schools of higher 
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education. Up until Allotment, the attitude had been that 

educated students could serve as examples to their parents, 

and this would help make changes in the Indian culture.18 

Shortly after the Civil War, Congress in seeking a 

solution to the Indian wars, a result of broken treaties, 

adopted a "peace policy" under President Grants 

Administration. In a series of negotiated peace treaties in 

1867-68, provisions to the Indians included annuities, 

implements, rations, funds for schools, and educational 

purposes. In many instances provisions often never reached 

the Indians. Several treaties also provided agents to protect 

the interests of the tribes. Overall,the effect of the peace 

policy was less effective in protecting Indians from 

themselves than from their white neighbors or trustee.19 

In a move to end fraud and political appointments in the 

Indian Service, Congress authorized the Board of Indian 

Commissioners to serve as a watchdog over funds appropriated 

for Indian Administration. 

Following the Civil War, the federal government lacked a 

comprehensive school system, and thus relied heavily upon the 

schools conducted by various missionary societies.20 jn 

1870, the government began the practice of making contracts 
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with mission schools to which the government agreed to pay-

annual amount for each student enrolled. The paradoxical and 

sometimes ambivalent relationship of American religious 

groups and Native American tribes played a significant part 

in this period of Indian education. Margaret Szasz in her 

Book, Education and the American Indian, asserts that the 

hold of the mission schools on Indian education was due to 

the persistence of both the churches and the Indians 

themselves.21 Interestingly enough this phenomenon is not 

unusual. Several historical accounts of groups in cultural 

contact supported one another while having diametrically 

opposing religions and values. For example, the Rosebud Sioux 

Indians supported the mission schools as a better alternative 

than the government schools. The relationship of the 

churches, the federal government and the Indians, is a story 

to which, another authority contends the Indians were only 

indirectly a part.22 

In the mid-1880's, the seeming inability of the 

government to make progress toward its goal of breaking up 

Indian tribalism with its communal base passed the Allotment 

Act. During this period the government also created the 

boarding school system. This system was a mechanism to take 

Indian children away from the influence of their culture, 

family, and traditional ways. The boarding school system was 
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an acknowledgment that the government education policy had 

assumed two added features: Industriousness and the work 

ethic. In organizing the system of Indian schools, the 

Indian was to be taught to read, write, and to till the 

soil.23 

The types of Indian schools in operation during the 

period of 1880 to the early 1900's were: 

(1) Day Schools: Government day schools were 

established by the government and teachers were appointed by 

the Commissioner of Indian Affairs with expenses and 

maintenance paid by the government. Contract day schools were 

established by religious organizations and received an agreed 

upon sum of money from the government for every child taught 

in school. The fund was supervised by Indian agents. Mission 

day schools were established by and conducted under the 

supervision and at the expense of religious associations. 

(2) Boarding Schools on Reservations: Agency reservation 

boarding schools were established and conducted by the 

government. The government furnished, maintained and 

conducted these schools out of appropriations by Congress or 

from Indian treaty funds. Contract reservation boarding 

schools were established by religious organizations. Under 

authority of the Secretary of Interior schools entered into 

contracts to educate a certain number of pupils. Independent 

reservation boarding schools were on the reservations but not 
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under the supervision of Indian agents. Mission-reservation 

boarding schools were established by religious associations 

and conducted by them. 

(3) Boarding schools not on reservations. 

(4) Training Schools which were established by the 

government. Buildings were erected for which the government 

paid all the expense of maintainance, as well as assumed the 

cost of instruction of students out of special 

appropriations• 24 

The Board of Indian Commissioners had the task of 

signing up churchs for the distribution of Indian agencies 

among the denominations. The contracts with mission schools 

were attractive to the Catholics, since the government funds, 

together with the gifts of Mother Katherine Drexel and the 

teaching staffs of priests and nuns, provided the necessary 

support for the schools.25 

Katherine Drexel, was the daughter of a wealthy 

Philadelphia financier. She founded the Sisters of the 

Blessed Sacrament in Boston, Massachusetts^ and as a 

benefactress used her inheritance to support Catholic Indian 

and Negro Mission Schools. 
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Indian Education in North Dakota 

The history of Indian Education in North Dakota is a 

parallel of the general history of Indian education and 

policy in the United States. 

In 1862, when Dakota was still a territory, the Indian 

tribes living there are those living there today. Through a 

series of treaties and agreements, four reservations were 

established in Northern Dakota, all of which had schools 

operated by various religious denominations and the 

government. The tribes living on the Ft. Berthold Reservation 

were Arikara, Mandan, and Hidatsa; on the Standing Rock 

Reservation the Hunkpapa Dakota and Minnecoujou Sioux; on the 

Devils Lake Sioux Reservation, the Cuthead Band of Dakota and 

some Sisseton and Wahpeton Sioux; and on the Turtle Mountain 

Reservation, the Pembina Band of Chippewa, and Cree Indians 

and French who then called themselves Metis. 

During the first one hundred years, the Federal 

government largely ignored Indian education. In the early 

1900's education was the largest item in the Indian Bureau 

budget and became the legal foothold for the government's 

move to assimilate the Indian. Prior to 1900 the federal 

government and religious groups were sole providers of 
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education for Indian students. By 1901 government support for 

sectarian contract schools ended. 

The period of 1900 to 1937 was marked by increased 

federal involvement in education, legislation, and education 

policy involving public education within the states. These 

policies, as such, impacted the reservations in North Dakota 

differently and are dealt with on an a case by case basis. 

The lack of reference to specific educational developments in 

the Indian schools in North Dakota between 1900 and the 

1970's is intentional. Specific accounts are lengthy and as 

such constitute the substance for additional study. 

The Fort Berthold Reservation 

The Fort Berthold Reservation was established by a 

series of agreements in 1851, 1866, 1870 and 1880. In 1880 

three schools were in operation: the Fort Berthold boarding 

school, the Fort Stevenson boarding school, and the Mission 

school. The Mission school was under the charge of Charles 

L. Hall, American Missionary (Congregational) Association.26 

The very first school was located at the old Fort Berthold 

Village, at the fish-neck [Like-a-Fishook Village] bend in 

the Missouri River, The U.S. Indian Agent, Mr. Wilkinson, 

during that period, reported that the Indian children were 
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much in need of schools and competent teachers. The school 

reported little progress had been made because the American 

Board of Foreign Missions of Boston, Massachusettes, was 

unable to furnish properly qualified teachers.27 A short-lived 

day school was established in 1870. The first permanent 

school was opened in 1876 by Reverend C.L. Hall and his 

wife. The Halls were English missionaries sent by the 

American Board of Commissioners of Foreign Missions. Reverend 

Hall, with the support of the government and the Indian 

agent, promptly built a mission house which served as a 

dwelling, church and school.28 

The schools on the Fort Berthold reservation met with 

only moderate success because of considerable opposition 

among the Indians .29 Schneider contends that this opposition 

was generated from older members of the tribe against 

adopting the ways of the whites. Crow-Flies-High, a prominent 

chief, was outspoken in his attempt to avoid sending his 

children to school. One of reasons for his leaving the 

reservation was to avoid submitting his children to white 

education. Attendance was sporadic. The school employed 

various avenues to increase attendance. One of the more 

effective methods chosen was to provide dinners on Friday 

afternoons for children attending all during the week. 

Another practice, was the witholding of rations to compel the 

Indian student to attend school. 30 



30 

Because the number of school age children continued to 

grow, in 1889, the Catholic Church erected a mission building 

twenty -five miles from the agency. Funds for the erection of 

the Catholic mission were donated by Reverend Mother 

Catherine Drexel of Philadelphia. A mile south of the 

mission, the village of Elbowoods was founded, where the 

agency moved from the old agency site of Fort Berthold. The 

Indian agent Jones indicated in his report of that year that 

upon the completion of the mission, the Indians were to agree 

to attend one of the schools of their choice, the government 

boarding school, Congregational, or the Catholic school.31 

In August 1883, the War Department transferred the Old 

Fort Stevenson, which had served as a military reservation 

since 1868, to the Department of Interior for school 

purposes.32 Concerned about the low attendance problem, the 

agency superintendent at Fort Stevenson, at the 

recommendation of General Heth, a special agent, witheld 

rations from the students until the schools were filled.33 in 

1887, the students at the Fort Berthold agency school were 

transferred to Fort Stevenson. This school was the focus of 

considerable protest by both Indians and non-Indians because 

of the horrible conditions.34 The Indian agent reports 

indicated a number of children with an incurable illness were 
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kept in dormitories and could not attend school. Diseases 

prevalent during that time were tuberculosis and traucoma. 

When the buildings burned in 1892, the school was not 

reopened. When the reservation was approved for an additional 

agency school the site transferred to some point north of the 

reservation, near the Manitoba Railroad. The Indian agent 

recommended that the new school should require teachers of 

special ability besides patience.35 

Three day-schools, and three industrial schools were 

also authorized. Schools were opened at Armstrong for Arikara 

children, a second at Independence for Mandan-Hidatsa 

children living in that area, another at the agency and a 

fourth at Shell Creek. In 1898, St. Edward's Catholic school 

was established at Elbowoods. 

By 1900, the Indian Office had adopted a uniform policy 

for its Indian schools the main objective of which "was to 

break down the tribal culture of the Indians, assimilate them 

into the white society, and teach self-sufficiency. To this 

policy the concept of productive work was added. The Course 

of Study approved in 1901 was to give Indian children 

knowledge of the English language and equip them with the 

ability to become self-supporting. "The course was designed 

to give teachers a definite idea of the work that should be 



32 

done in schools to advance the pupils as speedily as possible 

to usefulness and citizenship."36 

The schools on the Fort Berthold reservation began to 

conduct classed in English under the new directive from the 

Federal government which now prohibited the use of native 

languages. During this period, the federal government began 

to transfer Indian students to public schools. This 

unilateral transference without parental consent brought the 

government under constant criticism from Indian and non-

Indian residents in the area. In 1910, the Catholics took 

over the running fo the government boarding school, a move 

opposed by Reverend C.L. Hall, the Protestant missionary. 37 

By the 1930' s, most of the children on the reservation were 

being educated at off- reservation boarding schools. 

By 1937 four day schools were build on Fort Berthold: 

one each at Beaver Creek, Nishu, Lucky Mound, and Red Butte. 

Consistent with federal policy of "mutual readiness," the 

Bureau mandated that federal schools be transferred to public 

school jurisdiction. The tribe opposed this transfer and took 

efforts to stop the process. There was much controversy, 

which resulted in the schools remaining in federal 

jurisdiction. As a result, today, the Bureau of Indian 

Affairs operates schools at Twin Buttes, White Shield and 
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Mandaree. Indian students also attend public schools at New 

Town, Parshall, and Roseglen on or near the reservation. 

Elbowoods school was taken over by the BIA. With the building 

of Garrison Dam, these schools were relocated. 

The Standing Rock Reservation 

The Standing Rock Agency was established by the Treaty 

of Fort Laramie in 1868 and several executive orders. These 

treaties obligated the Federal government to provide 

educational facilities. In 1868, the reservation had an 

estimated 1,109 children of school age, two boarding schools, 

and five day schools in operation. In 1877 the government was 

under contract with many religious organizations. 

The Roman Catholic Church had four missions. The first 

school was established in 1876 with the efforts of Father 

Martin Marty. This school was attended by about 25 students. 

There were two boarding schools opened under the Benedictine 

Fathers. 38 There were five Catholic priests involved with 

missionary work. The missionary work under Rt. Reverend 

Martin Marty involved travel to the outlying settlements. In 

1878 an industrial school, St. Benedict's Agricultural 

Boarding School for boys, was built about fifteen miles below 

the Fort Yates Agency and housed 135 students.39 
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The Congregational Church had one school at Grand River. 

Reverend T.L. Riggs, in 1883, built the Dakota Mission and 

conducted the day school in Grand River, some 32 miles 

southwest of the agency. The Agent in reporting a problem in 

the Grand River school area, stated the "retarding influence 

of the non-progressive and ignorant leaders [Indian] would 

not permit wood to be cut to provide fuel to the school." 

They demanded five dollars for each pupil sent to school .40 

According to Indian Commissioner reports, in later years the 

Dakota Mission, under T.L. Riggs reported successful progress 

in the education of the students under his care at no cost to 

the government. 

The Protestant Episcopal church had one school at Oak 

Creek. 41 The Rt. Reverend Bishop Hare and the Reverend 

Phillip J. Deloria established this mission located 35 miles 

south of the Agency.42 The Reverend Phillip J. Deloria, in 

addition to conducting a school at St. Elizabeths Mission at 

Oak Creek, was responsible for four other missions in the 

area for many years.43 

In 1873 the agency moved from Grand River, South Dakota, 

to Standing Rock. During 1885, three day schools were opened: 
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one at Cannon Ball located 18 miles north of the agency with 

27 students; one located 3 miles north of the agency with 28 

students, and one located 3 miles south of the agency with 21 

students. All of these schools had Indian teachers. 

During this time the treaties diminished the Indians' 

land base and deprived them of hunting which had provided for 

their existence. Although they resisted forced changes, they 

became dependent upon a hostile environment for their 

survival. The federal government was responsible for the 

provision of education as per its treaties with the Sioux. 

Because of much unrest, these education provisions were 

delayed.44 

The unrest among the Sioux was based on many factors: 

first, the reduction of the Great Sioux Reservation as a 

result land being ceded upon which the Sioux depended for 

food and fur pelts. These items were used for barter with 

which they were rble to obtain tents and bedding. Second, 

the diminishment - of the deer population and other wild 

animals upon which the Sioux depended for food created a 

situation of scarcity. Third, because a number of the Sioux 

refused to settle upon the reservation, their appropriations 

and rations were reduced. This situation was compounded by 

the fact that within eight years of the Agreement of 1876, 
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the buffalo had gone and partial crop failures in 1889 

caused starvation and created hostility among the Indians. 

The Indian agent reported that following the period of 

the Ghost Dance, Wounded Knee, and the shooting of Sitting 

Bull, a permanent fund for rations and annuities was set 

aside.45 

Today, the Bureau of Indian Affairs, State public 

education, and churchs support the schools on the Standing 

Rock Reservation. The elementary schools at Bullhead and 

Little Eagle are tribally operated. Fort Yates has a public 

school for students from the Fort Yates District, and in 

1979, the Bureau of Indian Affairs built a new high school in 

Fort Yates. There are a number of public schools on the 

reservation at Solen, Selfridge, Mcintosh, Mclaughlin and 

Wakpapa, grades kindergarten through twelve. A Catholic 

elementary school, St. Bernard's at Fort Yates, is supported 

by the Catholic church. 

Turtle Mountain Reservation 

The Turtle Mountain Reservation was established by 

Executive Orders in 1882 and 1884. The schools at the Turtle 

Mountain Reservation followed a basic pattern on other 

reservations with the two following exceptions: (1) the 
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events are much later since Turtle Mountain was not 

established until 1882, and (2) the majority of the schools 

were almost all Catholic run. At that time, the Roman 

Catholic church had one school. 

A day school and boarding school were erected by the 

Church and the Sisters of Charity were teachers. Fifty-six 

students attended St. Mary's Boarding School, and the 

government made payment for 50 students. 

Mission Schools: 

The Catholic missionaries played an important part in 

the education of the Turtle Mountain people. The first 

missionaries were French from Canada. Father Belcourt, after 

whom the main reservation community is named, was the first 

missionary to arrive in 1831. In 1848, he established a 

mission at Pembina and the first school.46 

The Government had established a fort at St. Josephs, 

now Walhalla, North Dakota. The first school established in 

what is now the Turtle Mountain area was build in 1882 by 

Father Malo from Manitoba.47 

Belcourt Mission School 

At the request of Reverend Martin Marty, the Sisters of 

Mercy relocated from Yankton, now South Dakota, to Belcourt. 

In 1884 they opened a school.48 Unable to provide room for 
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all the students wishing to attend school, the Sisters 

appealed to Katherine Drexel of Philadelphia for aid. Her 

funds provided for a new mission and convent. In 1907, fire 

destroyed the mission school. Unable to get financial help, 

the Sisters of Mercy abandoned the school and moved to Devils 

Lake where they built a hospital and school. The Mission 

school was not rebuilt until 1935. Without any educational 

facilities on the reservation, children were sent to a 

variety of mission schools away from the reservation .49 gt. 

Michael's Mission, on the Fort Totten Reservation, run by the 

Grey Nuns accommodated many. 

Government Schools: 

The first federal school was build on the Turtle 

Mountain Reservation in 1895. Three log schools were built 

to supplement the mission school. They were replaced in 

1905, one at Roussin School, named after the man who donated 

the land, one south of the Belcourt community, and one at the 

Belcourt Agency.50 

Non-Reservation schools: 

Many of the Turtle Mountain students attended the Fort 

Totten Industrial School. The curriculum included carpentry, 

agriculture, shoemaking, baking, dairying for the boys and 

extensive homemaking for the girls. The Bismarck Indian 
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Girls school enrolled a number of girls from the Turtle Mt. 

area. Many of the Turtle Mt. students attended Flandreau, 

South Dakota Vocational technical High School, Haskell 

Institute, Carlisle, Chemawa, Wahpeton Indian School, and 

Hampton Institute in Virginia. The agency records indicate a 

total of 245 students were attending non-reservation boarding 

schools in 1913.51 

Around 1916 the federal government assumed a new school 

policy and turned over the operation of all the schools on 

the reservation, with the exception of the Dunseith Day 

school, to the public school districts.52 The federal 

government continued to pay to the school districts a 

stipulated amount based on the attendance of students. This 

payment was made in lieu of a limited tax base to support the 

cost of education. 

Reports of the county superintendent's office recounted 

numerous problems that the public schools were facing in 

managing reservation schools. These problems included a 

gradual decline in attendance and enrollment, poor building 

maintenance, teacher retention, and the educational 

curriculum was inappropriate.53 James Hyde, Superintendent at 

Turtle Mountain Reservation in 1926, upon arriving at the 

agency made the following observation: 
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...in taking over the agency, in 1926, I felt 
that they [the schools] were improperly equipped to 
render a service comparable with the money that was 
being expended by the federal government on their 
behalf. The number of school children had grown 
rapidly until it was found that the local schools 
were unable to care for all the children living in 
the districts. Even increased enrollments in the non 
-reservation schools were inadequate to care for the 
situation. In 1926 - it was found that over one-
third of the enrollment was in non-reservation 
schools and many hundreds of children were not 
attending school anywhere.Some reorganization was 
necessary to provide school facilities for all the 
children. 54 

J.B. Mortsolf, Day School Inspector for Rolette County, 

in his report dated January 28, 1929 wrote: 

the system of public education for these Indians 
is very unsatisfactory. The buildings are poor and 
have been allowed to run down. . . attendance has been 
poor and is continually falling off...Mismanagement 
in the past years in Ingebretson and Couture 
districts which comprise the reservation has 
prevented them from building up the schools as 
should have been done, and could have been done, had 
the money been judiciously expended.55 

The problems resulting from this situation, prompted the 

federal government to reassume the responsibility for 

education on the reservation in 1931. 

To resolve the problem, advice was sought from both the 

North Dakota State Department of Public Instruction and staff 

of the Indian Bureau. The solution was the construction of a 

consolidated school. Before construction of the new school 

could occur, the State agreed to turn over to the federal 
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government funds which accrued to the school districts. 

Legislation to this effect was passed.56 The new school was 

dedicated in 1931. The new Turtle Mountain Community school 

incorporated the other day schools and accomodated 429 

students grades 1-8. A high school curriculum was added 

later. 

By 1974, St. Ann's School was turned over to the tribe 

to be operated as a BIA Contract school. The Turtle Mountain 

Chippewa tribe in 1977 assumed control of all the reservation 

schools under a contract with the Bureau of Indian Affairs to 

run the system. The tribal schools include Turtle Mountain 

Community Schools, Ojibwa School (formerly St. Ann's), and 

Dunseith Day School. Indian students attend public school on 

or adjacent to the reservation in Rolla, St. John, Rolette, 

and Dunseith. 

The Devils Lake Sioux Reservation 

The Fort Totten Indian Reservation was established in 

the treaty of 1867, and several agreements between the United 

States Government and the Sisseton, Wahpeton, and Cut-Head 

Sioux. The reservation contained about 360 square miles, but 

within its borders, one-third of the Fort Totten military 

reservation was on the reservation. The reservation had been 
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established by order of the President, January 11, 1870. 

The economic conditions at Fort Totten were poor in 

1867. The Indians on the Reservation were on the brink of 

starvation. The following year anxious to establish a school 

Major Forbes, the Indian agent, and a number of Indians, 

constructed a small school house .57 Over the next several 

years Major Forbes made many efforts to secure teachers for 

the school. He invited, and after many pleas convinced, the 

Grey Nuns of Montreal to come to the reservation. The school 

they established, St. Michael's Mission, was built seven 

miles east of the fort. Until the school opened in 1875, it 

served as a hospital. Scarcity of provisions was a problem. 

The school was too small to accomodate the all the students 

when it did open, and in 1877, a school for boys was built by 

the priests.58 

In 1881, the Boys Industrial School was erected. There 

were eight nuns employed as teachers at the Indian Industrial 

School. The school was formerly the Old Mission school 

established in 1874. In 1883, the main mission building 

burned down. 

In 1882, the Act of Congress approved July 31, 

authorized the use of the unoccupied military barracks at 
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Fort Totten and its buildings for Indian school purposes. 

The custody and control was turned over to the Secretary of 

the Interior on June 1, 1890 and the buildings and care of 

the reservation was turned over to the Department of 

Interior.59 Upon receipt of the military buildings at the 

post, the mission school and the Industrial school were 

consolidated.60 

In 1890, the government abolished the contract schools, 

and the Grey Nuns made application for positions as teachers 

and received acceptance. They were one of the few contract 

schools in the state that were incorporated into the new 

system of Industrial schools.61 

In 1904, the Indian school at the Turtle Mountain 

Reservation was placed under the charge of the Superintendent 

at Fort Totten because Turtle Mountain didn't have a 

sufficient number of people to warrant a superintendent. 

Around 1920, the government stopped providing the 

salaries of the Grey Nuns and hired regular teachers, 

consistent with its policy to stop appropriating funds for 

sectarian schools. They then were solely supported by the 

Catholic Church and relocated to the Mission School at St. 

Michaels. In 1937, two day schools were established on the 
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reservation, and in 1972, a new elementary school building 

was erected at Fort Totten. The school is a public school 

with an Indian controlled school board. High school students 

are bussed off the reservation to Devils Lake, and 

Minnewaukan. 

By 1984, a new school was constructed on the 

reservation. The new school, Four Winds, was designed to 

provide a comprehensive cultural approach to education. The 

present system includes public and tribally run schools 

located within the Four Winds building. Many of the students 

still attend Devils Lake public schools, St. Michaels 

school, formerly the Catholic Mission school; and public 

schools located adjacent to the reservation at Warwick, 

Sheyenne, Oberon and Minnewaukan. 

The Federal Role in Indian Schooling 

By the late 1890's, the federal government had 

implemented two distinct systems for educating Indian youth: 

the government or public school system and the contract 

school system. Under these systems, it maintained three 

classes of schools: large off-reservation training schools, 

reservation boarding schools, and reservation day schools. 

By the 1920's the general condition of Indians was 
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characterized by rapid land loss, by assimilation, and by 

forced school attendance (over the objections of the Indian 

parents) .62 

In addition, a policy of "mutual readiness" was being 

implemented in the many states with significant Native 

American populations. Many federal schools were transferred 

to public school jurisdiction whenever the transference held 

and advantage for the Bureau of Indian Affairs and states and 

tribes approved. 

The role of the Bureau of Indian Affairs during this 

period increased ten fold as it began to serve as the sole 

provider of services to Indians. The proliferation of 

programs administered by the BIA began to usurp traditional 

tribal government functions, including education. 

The enrollment of Indian students had grown to 9,660 in 

1889 to 69,892 by 1926. The enrollment numbers should have 

suggested that Indian education was one of the most 

successful program in the BIA. The continued rise in 

enrollment; however, did not reflect a positive or meaningful 

education experience for Indian children. Indeed, the BIA 

misused the growing enrollment numbers to support its claim 

that BIA run schools were doing a good job of educating the 
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children. The fact that of the number of Indian children who 

enrolled (about 80 percent) less than fifty percent stayed in 

school.63 

Margaret Szasz in her book Education and the American 

Indian: the Road to Self-Determination 1928 to 1973 aptly 

summarizes the condition of Indian education in the 1920's: 

On some reservations the average education 
level was fifth grade. Most students who attended 
Bureau boarding schools returned to their 
reservations, where they were unable to apply the 
training they had received. Course work in these 
schools was usually unrelated to the environment and 
culture from which the student came; on the other 
hand, vocational training was not sufficiently 
advanced to enable the student to find an urban job. 
Physical conditions in boarding schools were 
notoriously inadequate. Overcrowding, insufficient 
food, and improper treatment of sick children led to 
frequent epidemics. Since congressional 
appropriations were meager, boarding-school pupils, 
including a significant percentage of preadolescent 
children, were forced to provide almost all 
essentials by working long hours in the shops, the 
gardens, and the kitchens. In addition, they were 
subjected to harsh discipline according to the 
arbitrary will of the school superintendents.64 

Additionally, the condition of tribal governments was 

not fairing well either. The cumulative effect of efforts 

suppressing Indian culture and customs with the intent of 

eradicating all Indian ways was felt and demonstrated in the 

near destruction of traditional forms of tribal governments. 

According to one critic, Indian agents and their staffs were 
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viewed as the "government" of tribes.65 The federal 

government's assumption of the role as provider for 

employment, education, and government services usurped the 

informal role of tribal governments. 

In 1934, John Collier proposed to reverse the dilemma 

facing the Indians through an Indian New Deal. Collier became 

Commissioner of Indian Affairs under the Hoover 

administration and served from 1933 to 1953. His plan 

culminated in the passage of the Wheeler-Howard Act, also 

known as the Indian Reorganization Act (IRA) which 

incorporated the principle of self-determination and provided 

for tribal constitutions and self government. Under Collier 

the IRA instituted a series of reforms that stopped the 

alienation of Indian lands, decreased efforts to destroy old 

customs, and increased funds appropriated for the advanced 

education of American Indians.66 

Under Collier's leadership several pieces of significant 

legislation were passed which served as a catalyst for state 

involvement in Indian education. The Johnson-O'Malley Act of 

1934 authorized the government to enter into contracts and 

grants with state agencies for education of Indians and other 

services. The Johnson-O'Malley Act (JOM) provided funding for 

Indian students in public schools. In the early years school 
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districts lost revenue by providing schooling for Indians 

children without the ability to collect income from a non

taxable land base. To off - set this tax loss JOM funds 

provided to schools funds for tuition of Indian students. 

Indian enrollment continued to grow in the 1930's - 1940's so 

that by 1953 there were 51,000 Indian children in public 

schools, and 31,000 received JOM funds.67 

In 1950, Congress passed two bills that became known as 

"federally impacted area" legislation or "Impact Aid," Public 

Law 81-874 and Public Law 81-815.68 These laws were intended 

to provide federal funds to compensate school districts which 

assumed the cost of educating the increasing enrollment of 

Indian students from reservations which did not contain large 

amounts of taxable land to support public schools. In many 

states education finance systems are substantially based on 

revenues received from property taxes.69 Public Law 874 

provided payments in lieu of taxes to supplement tax loss and 

Public Law 815 provided funds for school construction. 

On April 11, 1965 Congress passed the Elementary and 

Secondary Education Act (ESEA)70 Different from JOM and 

Impact Aid funds, ESEA-Title 1 monies provided for the 

special educational needs of children of low-Income families. 
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By the mid-1960's, the federal government was providing three 

sources of funding to public schools for their Indian student 

enrollment. By 1968 Public Law 874 expenditures were $505 

million, JOM $11 million, and Title I ESEA $9 million.71 

Around the late 1960's, controversy erupted over the 

misuse of these federal entitlement monies. While monies 

intended to meet the needs of Indian students were provided 

to school districts, school districts were expending the 

funds for general operating costs. Once the funds were place 

in the school district budget, they lost their fiscal 

integrity. The misapplication of entitlement funds gave rise 

to increased Indian parent involvement, heretofore unallowed 

by the federal government. 

The involvement of Indian people in their education was 

mandated by the Indian Education Act of 1972 - Public Law 92-

318. The Act provided funds to develop special programs for 

Indian students to meet the special educational and 

culturally related academic needs of the Indian students in 

public schools. The Act also provided funds to educational 

institutions to train Indian teachers and for adult 

education. Its effects were carried into the 1975 Indian 

Self-Determination and Education Assistance Act providing for 

the creation of Tribal involvement of education by allowing 

tribes to contract for education services. 
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Cross-Cultural Education Efforts 

There were only two instances in the history of federal 

Indian education policy that recognized the need for cross-

cultural education as a means of school reform to address the 

needs of Indian children. In 1923 Hubert Work, Secretary of 

Interior, organized a national committee of one hundred 

prominent Americans to study the problems and issues 

confronting Indian affairs. Work approached and authorized an 

independent institute to prepare an impartial report on 

reservation conditions and federal policies. 

The mood of the country was such that when the report 

was published, The Problem of Indian Administration, the 

conditions outlined in the publication aroused the country to 

action. This monumental study, referred to as the Meriam 

Report was named after Lewis Meriam, the technical director 

and a member the Brookings Institute. The report was a 

critical indictment of the Bureau of Indian Affairs in 

administering Indian affairs in general and Indian education 

in specific. The study was authorized by the Department of 

Interior in June 1926, and was completed in 1928. 

The Meriam Report suggested that education in its 

broadest sense of the word should be the primary function of 
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the BIA. Among the findings on Indian education, the report 

concluded that the most fundamental need in Indian Education 

was a change in point of view by the BIA. It advised that 

methods of educational instruction must be adapted to 

individual abilities, interests, and needs, and tied closely 

to the community. Everything in the Indian life and 

surroundings will have to tie into the educational program in 

a manner now seldom observed.72 The report called for the 

construction of dual purpose day schools and recommended 

extensive reform of the boarding schools. Of critical 

importance, the task force findings recommended that properly 

equipped personnel was the most urgent immediate need in the 

Indian education service. 

The National government could do no better 
single thing for Indian education than to insist 
upon the competion of an accepted college or 
university course, including special preparation for 
teaching as the minimum entrance requirement for all 
educational positions in Indian schools or with 
Indian people.73 

In the late 1920's, the attitude of the American society 

began to shift toward a more favorable view of cultural 

pluralism. When John Collier became Commissioner of Indian 

Affairs he surrounding himself with men who possessed the 

educational background which enabled him to institute a 

series of reforms which changed the direction of federal 

Indian policy. Will Carson Ryan, Jr. and Willard Walcott 
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Beatty, who succeeded each other as Directors of Indian 

Education in the Indian Bureau from 1929 to 1954, were eager 

to implement the education recommendations of the Meriam 

Report.74 

Ryan who had served as one of the members of the task 

force which developed the Meriam Report, was a professional 

educator who had worked in the United States Bureau of 

Education from 1912 to 1920 and advocated cultural renewal.75 

It was under Ryan's influence that the teaching of Indian 

history and culture began within the Indian Service, Making 

the first substantive educational changes in the education of 

American Indian children. Ryan opposed the practice of 

removing Indian youth from their homes and placement in 

boarding schools; he advocated well trained personnel who 

would work with adults and school children alike in adjusting 

themselves to the dominant social and economic life which 

confronted them. He attacked on the boarding school system 

which frequently resulted in meager diets and thus slow 

starvation, excessive labor of the children, and widespread 

illness. 

Ryan's program envisioned a threefold program: (1) the 

development of a community-school system which would be 

oriented to the needs of the existing population center on 
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the reservation; (2) the federal-state education contracts 

and an increasingly popular concept, which would rapidly 

accelerate the number of children attending public schools; 

and (3) the gradual phasing out of the boarding schools.76 

Ryan opposed the Uniform Course of Study advocated by 

the Indian Bureau in the late 1890's since the Uniform Course 

of Study had assumed that Indians would adopt white culture. 

This meant that changes would have to be made in the 

curriculum. Courses that were not pertinent to the Indians' 

cultural background, such as English classics, algebra, 

geometry, and ancient history, were gradually removed from 

the regular course of study. Ryan felt it was of vital 

importance to Indian children to understand the nature of 

their heritage as Indians.77 The effect of Ryan's initiative 

gave rise to the development of cross-cultural programs by 

the Bureau of Indian Affairs in its programs to help non-

Indian teachers because few teachers were familiar enough 

with Indian culture to adapt to the classroom. 

Ryan's successor Willard Beatty implemented the cross-

cultural program started by Ryan. Beatty served as Education 

Director of the BIA from 1936 to 1952. He was influenced by 

the Progressive Education Movement and under his leadership 

he instituted many changes in the BIA along with carrying out 
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the program started by W. Carson Ryan. His accomplishments 

included the publication of a series of pamphlets on 

bilingual teaching, developed programs to increase the 

qualifications of BIA Service instructors, developed one of 

the earliest bilingual education training programs, and 

attempted to correct the educational handicaps of the Anglo 

teachers. In spite of the pervasiveness of monocultural 

instruction, Beatty believed it was possible for the BIA to 

pursue a bicultural approach to education. 

Beatty's in-service teacher training program, the first 

of its kind in Indian education, called for diverse offerings 

including the philosophy of Indian education, rural 

sociology, racial psychology, the Sioux and Navajo languages, 

anthropology, mathematics and mental hygiene.78 in 1935 

teachers who staffed the off-reservtion boarding schools were 

to take these courses during summer school located near 

large Indian reservations. In 1936 the enrollment in the 

program was 489 teachers. The list of cooperating school and 

universities exceeded fifty. 

Because he felt that more intensive training sessions 

would enable Indian service teachers to become more aware of 

Indian culture and of the special techniques adopted 

specifically to teaching Indian children, Beatty redirected 
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his goals for the teacher training program in 1937.79 By 

1938, the number of locations was cut back to two, and in 

1938, two four-week sessions were held at the original sites 

of Pine Ridge, South Dakota, and Fort Wingate, Arizona. In 

the following years, the courses never achieved the 

enthusiasm that was the driving force of the program during 

the 1930's.80 

By 1942, the cross-cultural program was curtailed. A 

number of reasons could be projected why the program did not 

continue to maintain the momentum with which it started. 

First, Indian education ceased to be a priority since the war 

required a redirection of the federal budget. Second, many 

of Beatty's programs were introduced in an era when 

progressive ideas were not readily accepted, and third, the 

"old guard" BIA bureaucracy never did accept Beatty's ideas. 

The second national effort to create an awareness of the 

need for cultural relativism in classroom instruction 

occurred in Indian education with the passage of the Indian 

Education Act of 1972, authorized under Title IV of the 

Elementary and Secondary Act of 1965. It became known as 

"Title IV." a title which persisted through its subsequent 

reauthorization in 1988. 
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It was the first law to truly empower the Indian people 

in the field of education. The Act was an affirmation and 

recognition of the Federal Government of cross-cultural 

education, the precursor to multicultural education. The 

Act substantively provided funds to public schools to meet 

the special educational and culturally related academic needs 

of Indian children. The Act also authorized the training of 

Indian adults and educational personnel-development both in 

universities and in the communities. At the local level, 

programs resulting from the legislation saw the proliferation 

of programs in public schools. Some of these programs are 

cultural enrichment projects, but a larger percentage are 

academic enhancement and tutorial assistance programs. 

Because Title IV funds are supplemental to the school 

district budget, they are restricted in their application and 

effectiveness. Regionally there are 167 public schools which 

provide assistance to approximately 44,285 students at a cost 

of $6 million dollars. In North Dakota twenty-four public 

schools receive assistance for 5,900 students at a cost of 

$802,000. 81 

In recent years the growing number of Indian students in 

public schools created an increased parental concern about 

their involvement. 
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Indian Education in North Dakota Today 

Several books and reports can be attributed to the 

recent and increased involvement of Indians themselves in the 

education of their children: the liberal era of the 1960's 

and the accompanying Kennedy Report on Indian Education A 

National Tragedy. A National Challenge; federal legislation 

directed at Indian education; and the fervor created by 

emerging Indian writers like Vine Deloria, Jr., Custer Died 

for Your Sins, and N. Scott Momaday, House Made of Dawn. The 

several pieces of legislation related to Indian education 

passed by Congress in the early 1970's had their effect on 

Indian education in North Dakota. The proliferation of 

national Indian organizations paralleled the establishment of 

the North Dakota Indian Education Association in North 

Dakota. 

States with significant Indian populations also 

undertook increased initiatives in Indian affairs and Indian 

education. Indian participation was created through newly 

appointed Indian Affairs commissions, through appointments of 

Indians to state executive agencies, and through 

consultations with Indians on matters affecting Indian 

welfare. 82 
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Indian participation in the governance of State of North 

Dakota were first realized through the legislative 

establishment of the North Dakota Indian Affairs Commission 

in 1970. The North Dakota Indian Affairs Commission, through 

its involvemnent with other state agencies, assisted in the 

strategic planning for and use of Johnson-O'Malley funds for 

the education of Indian children in North Dakota public 

schools. Early education activities of the Indian Affairs 

Commission involved the participation in the State Indian 

Committee on Higher Education, legislation on Indian 

scholarships, foundation aid payments for Indians in public 

schools, and cooperative agreements between school districts 

and BIA schools. 83 

In 1981, the North Dakota Department of Public 

Instruction (DPI) was awarded an Equal Education Opportunity 

Grant from the United States Office of Education under Title 

IV of the Civil Rights Act. With this grant, DPI hired a 

coordinator to administer a modestly budgeted program in race 

desegregation. 

In the spring of 1982, DPI created the Office of Indian 

Education Programs, and on April 15, 1982 its first director 

was appointed. Among the activities of the office was the 

promotion of the concept of race and sex equity in North 
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Dakota schools. DPI contracted with North Dakota State 

University at Fargo, North Dakota for the administration of 

Project Equal - the sex equity program, and in 1984 it 

assumed full administration of the sex equity program. The 

growth in the Indian Education Programs office was marked by 

the application and receipt of DPI's first Bilingual 

Education grant in fiscal year 1985-86 and a transitional 

program for refugees was transferred from within DPI. With 

the receipt of these programs, DPI reorganized it's office 

and transformed the office to a unit called the Educational 

Support Programs at which time the Indian Education - Race 

Equity Director became Assistant Director of the Unit.84 

During this biennium there were 9,662 minority students in 

the State's school system. During the 1987-1989 biennium a 

Unit director and coordinator for the Bilingual Education 

program were added and the unit became Special Projects. 

Cross-cultural instruction as a means of educational 

innovation is not new to North Dakota. Several efforts 

within the past twenty years indicate a willingness to 

address the continuing low- achievement problems of Native 

American students. In 1979, the State Committee of the North 

Dakota Studies unit in the North Dakota Department of Public 

Instruction developed a series of paperback texts about the 

history and current status of North Dakota. The Project 
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STUDY (Students Today Understanding Dakota Yesterday) was 

funded with a grant under ESEA Title IV - C. Public Law 93-

380. The texts were developed by non-professional authors 

and focused on historical and (then) contemporary North 

Dakota life. DPI contracted with Harvey public schools for 

the development of the texts. 

In 1972 the United Tribes Educational Technical Center 

at Bismarck, North Dakota, developed the American Indian 

Curriculum Development Program (AICDP) to provide for the 

development of a Plains Indian Social Studies Curriculum 

designed for students K-12 for cross-cultural communication. 

The material produced by the AICDP was endorsed by the North 

Dakota State Department of Public Instruction and was 

disseminated statewide. 

In 1988 the Special Projects Division secured funding 

and coordinated the planning for the development of the North 

Dakota Native American Centennial Curriculum. Developed by 

Dr. Sandra Fox, a Lakota Sioux and curriculum development 

specialist, in conjunction with the University of North 

Dakota Center for Teaching and Learning, the curriculum is 

intended to serve as a guide for teachers in all North Dakota 

public schools. Four units directed at the primary, 

intermediate, junior high and high school levels have been 
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developed and disseminated statewide on April 15 Native 

American Recogition Day in observance of the North Dakota 

Centennial. A series of four workshops were held to 

introduce the curriculum. 

At the same time that the Department of Public 

Instruction was initiating involvement in educational equity 

programs, the North Dakota Indian Education Association and a 

number of concerned professional Indian educators were 

seeking the assistance of the North Dakota House of 

Representatives to bring about the creation of a teachers' 

Indian studies education requirement for teaching Native 

American children. On January 4, 1977, a resolution was 

submitted before the Forty-fifth legislature of North Dakota. 

House Concurrent Resolution 3041 concurred that 

the Teachers Professional Practices 
Commission (TPPC) pursuant to section 15-38-
18 and after research and cooperation with 
involved and interested agencies and 
individuals adopt a standard providing a 
minimum of at least three semester hours, 
or its equivalent, of North Dakota Indian 
Studies for certification of the State's 
elementary and secondary teachers"...,85 

In a series of meetings and hearings in 1977 through 

1978, the North Dakota Teachers Professional Practices 

Commission (TPPC) began consideration of HCR 3041. The North 

Dakota Association of Colleges for Teacher Education (NDACTE) 
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was queried on the efficacy of HCR 3041. NDACTE was at that 

time dealing with a parallel multicultural education 

requirement newly enacted in 1978 by the National Council for 

Accreditation of Teacher Education (NCATE) the national level 

accrediting body.86 The NDACTE expressed concern that the 

translation of three semester credit hours, as proposed under 

the Indian Studies requirement, into the equivalency of four 

and one-half credit hours was unacceptable to registrars. 

Second, NDACTE was also concerned about its moral and 

contractual responsibilities to teachers who were mid-service 

in their teacher preparation programs. 87 

James Davis, Ph.D. then Dean at United Tribes 

Educational Technical Center, in testifying on behalf of the 

North Dakota Indian Education Association expressed the 

concern of Indian educators that if a multicultural education 

focus were approved, insufficient classroom time would defeat 

the purpose and intent of HCR 3041.88 

The results of a series of discussions and a public 

hearing on July 19, 1979, was the adoption of the Indian 

Studies course approved by the Director of Certification 

Ordean Lindemann, DPI. After the requirement was adopted and 

became a part of the certification process, NDACTE, NDIEA, 

and other organizations undertook the task of implementing 
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the requirement which proved more difficult than anticipated 

by the groups involved. 89 

Along with the need for clarification of course content 

several other issues came to the forefront. A letter from 

the North Dakota Education Association Professional Rights 

and Responsibilities commission was presented to the TPPC on 

October 30, 1980, at its regularly scheduled meeting. The 

NDEA Professional Rights Commission expressed the concerns of 

its members regarding the difficulty in meeting mandates of 

the newly established Indian Studies requirement in the area 

of cost, availability, and accessibility. The Commission 

taking issue with TPPC's position on the Indian Education 

requirement and proposed two recommendations: (1) additional 

requirements should be placed within curriculum offerings at 

institutions of higher learning as a part of the original 

certification, and (2) further provisions should grandfather 

all certified teachers who had invested effort in meeting all 

prior certification demands.90 

After a series of additional meetings and 

counterproposals on the issues of providing a hold harmless 

clause on the requirement, the State Superintendent of Public 

Instruction called for a hearing on revisions to Regulation 

67-02-03-04. Hearings were held on February 25, 1981. The 
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Indian community again expressed concern that if teachers 

were grandfathered under the regulation, the impact and 

effect of the course would be circumvented. 

With a deadine of 1983 for certifying teachers quickly 

approaching a series of in-service workshops were held 

around the state. While this effort had some merit, it could 

not be reasonably accomplished in the time period. The North 

Dakota DPI Director for Certification implemented State 

Regulation 67-02-03-04 Requirement for North Dakota 

Educators Professional Certifcation which states to wit: 

All teachers certified or renewed for 
certification after April 1, 1982 shall have two 
semester or three quarter hours of college credit 
in North Dakota Native American Indian Studies, or 
the equivalent inservice pursuant to approval by 

the Department of Public Instruction." 

The North Dakota Native American Indian Studies teacher 

certification requirement has remained as established in 

April of 1982. In the ensuing eight years, the Indian 

Studies courses have had an opportunity to refine their 

programs of instruction. The North Dakota Native American 

Indian education community as well as the academic community 

is concerned about the efficacy of the Indian Studies course. 
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CHAPTER III 

METHODOLOGY 

The purpose of this research was to assess the impact of 

pre-service classroom instruction in North Dakota Native 

American Indian Studies Courses at teacher degree granting 

colleges and universities. The study was designed to 

determine the extent to which relevant knowledge had been 

imparted, to assess the attitude of certified teachers toward 

the course, and to evaluate the applicability of course 

concepts to teaching practices by certified teachers trained 

in the required pre-service course. The results of the 

survey taken of teachers who are presently teaching in North 

Dakota and who obtained teaching degrees between the years of 

1984 to 1988 were utilized as the basic data for this report. 

Procurement of the Available Data 

In February 1989, Department of Public Instruction 

staff, in attendance at a regularly scheduled meeting of the 

North Dakota Indian Education Association (NDIEA), discussed 

suggestions for strengthening Indian Education in North 

Dakota. Among the suggestions by the NDIEA was the monitorin 
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and evaluation of the North Dakota Indian Studies Course 

(inclusive of multicultural education courses) taught at 

North Dakota teacher degree granting institutions. 

After the consultation with the North Dakota Association 

of Colleges for Teacher Education (NDACTE), the Teacher 

Professional Practices Commission (TPPC), the Bureau of 

Educational Services and Applied Research (BESAR) at the 

University of North Dakota, and individual administrators 

within the Department of Public Instruction, a determination 

was made to examine the effectiveness of the Indian studies 

course at the degree granting institutions. 

First, the study was approached from the standpoint of 

the historical, political, and social conditions which 

underpinned Indian education. This information was gathered 

from the review of literature in books, periodicals, federal, 

state, and local records and documents. The purpose for this 

analysis is to understand the life cycle of Indian education 

contributing to the persistent low achievement characteristic 

of Native American children. The report of this historical 

analysis is embodied substantially in Chapter II. 
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Second, a survey was developed with the assistance of 

the Bureau of Educational Statistics and Applied Research, 

university instructors teaching multicultural education and 

Indian education, and DPI staff. The first mailing was 

conducted during the second week of April, 1989. A second 

mailing was conducted on May 12, 1989. 

A listing of teachers was accessed from DPI Management 

Information Systems Office files of North Dakota certified 

teachers who had taken the North Dakota Indian 

Studies/Multicultural education courses between the years of 

1984 and 1988. Also teachers with out-of-state degrees, 

seeking certification in North Dakota, who also took the 

course, were selected. In total 1,369 teachers were surveyed. 

Usuable responses were received from 710 respondents. This 

level of response constituted 52%. 

Third, a series of interviews was conducted with five 

education college deans, and course instructors at eight of 

the nine colleges from April through July, 1989. Syllabi 

were obtained as well as college teacher evaluation reports, 

when available, and other data deemed relevant. 
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Instrumentation 

The validity of the survey instrument is specific to the 

particular situation and the purposes for which it was 

designed. The instrument was designed specifically to match 

the objectives of the North Dakota Native American Studies 

course and is not considered to be generalizable in content 

to other courses. The survey was compiled from a draft 

multicultural education survey developed at the University of 

North Dakota and adapted to the North Dakota Indian Studies 

course outline. The draft survey was then sent. to the deans 

of the nine North Dakota teaching colleges for 

suggestions/revisions. Using a Likert- type scale, teachers 

were asked to select a response ranging from strongly agree 

to strongly disagree. Responses are recorded in percentages 

by combining the two outside categories: strongly agree and 

agree; disagree and strongly disagree. 

Determining the Analysis Characteristics 

The general outline of the Indian Studies Course 

approved September 1, 1983, provided the framework for 

determining the data to be collected. The general categories 

of the course outlined in order are as follows: (a) 

attitudes/stereotypes, (b) historical overview, (c) 
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federal/Indian/state relationship, (d) culture and values, 

(e) contemporary thought/current events, and (f) methods of 

teaching Indian children--strategies and learning styles. Of 

the above categories, item (c) federal/Indian/state 

relationship was not assigned as a separate category. Based 

upon review of course syllabi an assumption was made that 

item (c) was taught as part of contemporary/current events. 

The intent of the survey was to assess changes in 

teacher attitudes as a result of the course, planning and use 

of the course in the classroom, questions application of the 

course to multicultural education, and teacher adaptation and 

application of concepts/learning styles of Native American 

children in the classroom. 

Procedures 

The results were summarized in two parts. Questions 26 

to 41 provided the basic demographic data. Questions 1 

through 25 and 42-44 were used to develop tables. The 

researcher cross-referenced the reportable data across 

general categories where applicable. As a result, the 

researcher chose to present those responses in like groups 

for general comparison purposes. For a copy of the overall 

survey results see Appendix A. 
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Responses from the survey were compiled and recorded 

into four tables consisting of teacher attitudes about the 

Indian Studies course, teacher planning and use of the Indian 

Studies Course in the classroom, application of the course to 

multicultural education, and application of Native American 

concepts and learning styles. For comparison the data were 

reported in percentages. Tables were developed to determine 

whether there was a significant relationship between the 

categories. The findings are presented in Chapter 4. 
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CHAPTER IV 

FINDINGS 

Reporting the Data 

This chapter presents the data obtained from the survey 

and use of data from interviews with colleges. Data on 

interviews with colleges were compiled and presented in graph 

form providing general information regarding course type, 

focus of course, class type, i.e. (multicultural education v. 

Indian education class). 

The report was divided into two parts: the demographic 

information of the respondents in narrative and table form, 

and respondents' attitudes on use and application of the 

Indian Studies course. This part was reported in four 

tables: (1) respondents attitudes toward the course taken, 

(2) planning and use of the course in the classroom, (3) the 

application of the course to multicultural education and (4) 

application of Native American values and learning styles 

resulting from pre-inservice instruction into the classroom. 

The tables developed from the survey questionnaire and 

findings are presented on the following pages. 
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Table I is a presentation of the respondents' attitude 

about the North Dakota Native American Indian Studies Course 

in general. Questions 1,2, and 3 were selected to determine 

whether the instruction had a positive effect, dispelled 

negative attitudes, and provided an awareness or 

understanding of the cultural differences of Native American 

children. Table I also presents respondents attitudes of the 

course instruction and perception of course consistent with 

the categories listed on the course outline approved by the 

North Dakota Department of Public Instruction dated September 

1, 1983. 

Table II is a presentation of respondents planning and 

use of Native American activities in the classroom. 

Table III is a presentation of respondents understanding 

and application of the Indian Studies Course into classroom 

instruction from a multicultural education perspective. 

Table IV is a presentation of respondents understanding 

of values and learning styles of Native American children, 

and their application and adaptation to the classroom. 
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Demographic Information 

A profile of the respondents taking the Indian Studies 

Course indicated that 82% of the teachers surveyed were 

between 20 - 30 years of age, 68% female and 32% male. This 

is not unusual because of the relatively recent adoption and 

passage of the North Dakota State Standard 7.1.6 - North 

Dakota Native American Studies in 1983, and NCATE Standards 

on Multicultural Education in 1978. Additionally, survey 

criteria was narrowed to this group. Ethnic characteristics 

indicated respondents were predominantly white, and 3% were 

American Indian or Alaska Native. 

Seventy-three percent of the teachers took the course 

between 1983 and 1986, 17% took the course prior to and 

through 1982, indicating some time distance between pre-

service instruction and sampling. Fifty percent of the 

respondents indicated the course was taken for three credits, 

and 34% indicated four credits. Most respondents (87%) 

indicated that 50% of the course was specifically devoted to 

Indian studies. The teachers responding to this survey 

constitute 8% of the total teaching population in North 

Dakota. 
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Fifty eight percent of the respondents had completed a 

Bachelor's degree with additional college credits, and 30% 

had no additional credit beyond the Bachelor's degree. In 

their teaching experience, respondents averaged 2 years or 

more. The respondents were evenly divided by grade level as 

follows: 

24% at grades k-3, 18% at grades 4-6, 11% at grades 7-9, 

29% at grades 10-12, and 11% in combination of grades or 

other areas - self-contained classrooms, specialized areas. 

Illustration I indicates the percentage of teachers 

graduating by institution, and Illustration II is the 

percentage of teachers taking the Indian Studies course by 

Institution. 
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Illustration I. 
Percentage of Teachers Graduating by Institutions 

1984-1988 

puiiimmi# 
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I Dickinson State University 10.1% 
I Jamestown College 2.0% 
! University of Mary 7.1% 
Mayville State College 8.1 % 
Mlnot State College 16.2% 
North Dakota State University 11.1% 
University of North Dakota 15.2% 
Valley City State College 14.1% 
Other/Out of State 16.2% 

Illustration II. 
Percentage of Teachers Taking Indian Studies Courses by 

Institution 
1984-1988 

B Dickinson State University 11.1% 
83 Jamestown College 2.0% 
H University of Mary 7.1% 
0 May vine State College 8.1 % 
H Mlnot State College 16.2% 
EB North Dakota State University 13.1 % 
ffl University of North Dakota 15.2% 
B Valley City State College 22.2% 
@8 Other/Out of State 5.1 % 
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Attitudes/Application of the Indian Studies Course 

Table I is a presentation of the respondents attitude 

toward the Indian Studies Course. Slightly over 36% of the 

respondents indicated the course had a positive effect on 

their teaching; equal numbers disagreed, or didn't know. 

Fifty eight percent of the respondents indicated the course 

content dispelled stereotypical attitudes and misconceptions 

about Indian people, but they felt the course neither 

prepared them to understand cultural differences - 45% 

disagreed, 39% agreed; nor prepared them to share that 

information with the non-Indian student population 43% 

agreed, 41% disagreed. Table I also represents respondents 

attitudes on the actual course instruction at the nine 

teaching colleges in North Dakota. 

Overall, 67% of the respondents felt the course depicted 

Native Americans as a part of contemporary society. Eighty-

one percent felt the course did not emphasize methods of 

teaching the Native American Indian child, and 77% felt the 

course did not provide curriculum activities and materials. 

Respondents tended to disagree more than agree that the 

courses involved resource people. While the respondents 

were uncertain whether the course emphasized more history 

than culture/values, they tended to agree the course stressed 

values/culture more than contemporary thought. 
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TABLE I 

TEACHER ATTITUDE TOWARD THE NATIVE AMERICAN 
INDIAN STUDIES COURSE 

COURSE INSTRUCTION PERCENTAGE OF RESPONSE 

SA A DK D SD 
1.The Native American Indian Studies 5 31 39 19 5 
course has had a positive effect 
on my teaching of Native American 
children. 

2.The course content dispelled stereo- 7 51 25 11 5 
typical attitudes and misconceptions 
about Indian people. 

3.The course directly involved Native 10 32 9 31 17 
American resource people to develop 
an understanding of cultural differ
ences . 

4.The course syllabus included more 7 35 19 34 5 
historical information than culture/ 
values of Native Americans. 

5.The course syllabus included more 2 25 29 40 5 
contemporary Indian thought than 
culture/values of Native Americans. 

6.The course heavily emphasized 1 10 8 47 34 
methods of teaching the Native 
American child. 

7.The course heavily emphasized mult: - 7 40 11 30 13 
cultural education. 

8.The course provided curriculum 3 15 6 49 28 
activities and materials that were 
useful in the classroom. 

9.The course provided information about 4 63 12 17 4 
North Dakota Native Americans as a 
part of contemporary society. 
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Sixty-four percent of the respondents perceived that a 

multicultural course would be of more value to them than the 

Indian Studies course. 

Table II represents respondents planning and use of 

Native American culture/resources in the classroom. The 

percentage of responses to the frequency of planned classroom 

activity using the Indian Studies course revealed that 

overall 3 3% of the respondents indicated they planned 

activities in the classroom weekly. In comparison, 71% of 

elementary teachers planned Native American activities once 

or twice a year, while 39% of secondary teachers planned 

activities once or twice a year. Overall, 53% never planned 

activities emphasizing the Native American culture. Ninety-

nine percent of the respondents do not use Native American 

resource people in their classrooms, 59% do not have books 

about Native Americans, and 66% do not have teaching 

materials assessible in their classrooms. 

The data presented in Table III reflects respondents 

application of pre-service instruction to multicultural 

education. While 64% of the respondents felt that a 

multicultural education course dealing with culturally 

diverse populations would be of more value that the Indian 

studies course, 75% of the respondents currently do not plan 
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TABLE II 
PLANNING AND USE OF NORTH DAKOTA 

NATIVE AMERICAN INDIAN STUDIES COURSE 

CLASSROOM USE RESPONSE IN PERCENTAGES 

— - — - ~ 

l.I have Native American resource 0 1 1 17 82 
people do presentations for the 
students in my classroom. 

2.1 have books about Native Americans 26 9 6 33 26 
accessible in my school to use in 
the classroom. 

3.1 have teaching materials about 19 7 7 35 31 
Native Americans accessible for my 
use in the classroom. 

4.1 frequently plan classroom activ- 2 9 14 45 30 
ities reflecting cultural diversity. 

5.1 frequently plan classroom activi 12 5 51 40 
ities reflecting the Native American 
culture. 

6.1 have developed and use teaching 16 7 6 19 53 
methods that work successfully 
with the Native American students. 

7.1 plan classroom activities about 1 1 4 36 58 
Native Americans, other than North 
Dakota tribes. 

8.1 plan activities emphasizing the 
Native American Culture based on: 
Daily basis 1 
Bi-monthly 1 
Weekly 33 
Once or twice a year 12 
Never 53 
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TABLE III 

APPLICATION OF THE NATIVE AMERICAN INDIAN 
STUDIES COURSE TO MULTICULTURAL EDUCATION 

MULTICULTURAL EDUCATION RESPONSE IN PERCENTAGES 

SA A DK D SD 

l.The course heavily emphasized 7 40 11 30 13 
multicultural education. 

2.In my teaching, a multicultural 26 38 15 17 4 
course dealing with culturally 
diverse populations would be of 
more value than the Indian Studies 
course. 

3.The Native American Indian Studies 3 36 15 34 11 
course adequately prepared me to 
understand the cultural differences 
of Native American children. 

4.The course adequately prepared me 3 40 16 32 9 
to share information on the culture/ 
values with the non-Indian student 
population. 

5.1 discuss Native American culture in 6 12 16 40 25 
the classroom on a spontaneous basis 
(e.g., geography class discussion, 
neighbors of the world class discus
sion, world religion). 

6.1 frequently plan classroom activities 2 9 14 45 30 
reflecting cultural diversity. 

7.1 frequently plan classroom activities 12 5 51 40 
reflecting Native American culture. 
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classroom activities reflecting cultural diversity. 

Further, 91% do not frequently plan classroom activities the 

Native American culture. However, the respondents were 

divided on whether the course heavily emphasized 

multicultural education, 47% agreed, 43% disagreed. 

Questions 3,4, and 5 dealt with understanding cultural 

differences and applying them in the classroom. Respondents 

were also divided on whether the course adequately prepared 

them to understand the cultural differences of Native 

American children, 39% agreed, 45% disagreed; prepared them 

to share that information to non-Indian children, 43% agreed 

and 41% disagreed; and spontaneously discussed the Native 

American culture in the classroom, 65% disagreed. For 

comparison, the research indicated 26% of the elementary 

teachers discussed Native American culture in the classroom 

on a spontaneous basis while 54% did not. Twelve percent of 

the secondary teachers did, while 75% did not. Further, it 

is important to note that 95% of elementary teachers taught 

in the other category or combination classrooms indicating a 

self-contained or speciality area classroom and 38% of the 

secondary teachers taught in the content areas of Math, 

Science, Social Studies and English inclusive of Language 

Arts, while 44% of the teachers taught in the 

other/combination categories. 
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Table IV represents respondents understanding and 

adaptation of Native American values and learning styles for 

classroom use. Question (14 in the survey) 2 dealt with 

specific concepts to determine if these concepts were dealth 

with from Native American perspectives in the course. While 

all the concepts were agreed to more than disagreed to, there 

were only five that were agreed to by over 50% of the 

respondents: 

(a) Indifference to ownership - 51% 

(b) Respect for Elders - 65% 

(c) Spirituality and Customs - 67% 

(d) Respect for Nature - 69% 

(e) Extended family and Nuclear family - 61% 

Sixty-seven percent of the respondents indicated that 

they had not learned to identify and teach the various 

learning styles of Native American children. Sixty-eight 

percent did not adapt instruction and learning experiences to 

match learning styles of Native American students. Seventy-

two percent have not developed or used methods that work 

successfully with Native American Students. 
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TABLE IV 

UNDERSTANDING AND ADAPTATION OF INSTRUCTION 
TO NATIVE AMERICAN VALUES AND LEARNING STYLES 

VALUES/LEARNING STYLES RESPONSES IN PERCENTAGES 

SA A DK D SD 

.1 adapt instruction and learning 16 10 7 15 53 
experiences to match learning 
styles of Native American students. 

.In my estimation the course prepared me 
to cover these concepts from a Native 
American perspective: 

Autonomy (non-interference in personal 2 35 27 29 7 
affairs of others) 

Group Harmony (social harmony vs. task 3 44 22 23 7 
orientation) 

Patience 4 42 23 25 7 
Generosity and Sharing 6 43 20 25 6 
Indifference to Ownership 7 44 21 22 6 
Time as Relative 8 41 25 20 6 
Respect for Elders 13 52 15 15 5 
Discipline-Lenient vs. Strict Child 4 32 28 28 8 

Rearing Practices 
Spirituality and Customs 9 58 13 15 6 
Respect for Nature 13 56 13 13 5 
Extended Family and Nuclear Family 12 49 17 16 5 

.The course heavily emphasized methods 1 10 8 47 34 
of teaching the Native American child. 

.I have learned to identify and teach 18 10 6 16 51 
to the various learning styles of 
Native American students. 

,I have developed and use teaching 16 7 6 19 53 
methods that work successfully with 
the Native American students. 
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CHAPTER V 

SUMMARY.INTERPRETATIONS. RECOMMENDATIONS AMD AREAS FOR 

FURTHER STUDY 

Summary 

Current research is scant on the effectiveness of 

multicultural course work on college students in teacher-

preparation programs. The studies conducted to assess how 

well multicultural courses promote human relations between 

various cultures, reflect wide variances in race, class, and 

gender, and the interpretations of the studies feflect mixed 

gains in the cognitive and affective areas made by those 

students who take pre-service multicultural courses. 91 

Similarly, this survey of pre-service teachers who took the 

North Dakota Native American Indian Studies course 

demonstrates a general lack of efficacy in achieving 

multicultural awareness and sensitivity. 

The results of this surveys' outcomes presents a 

discouraging and unsatisfactory picture of the Indian Studies 

course now required for teacher certification. The research 

suggests teachers are ambivalent about the Indian Studies 
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course and moreover, the respondents' attitude reflects an 

alarming indifference to multicultural education. 

Interpretations 

There were five significant findings of this survey. 

First, the data gathered tends to support the contention that 

the North Dakota Indian Studies course is not having a 

positive effect on the attitudes of heightening student 

sensitivity toward stereotypes. The bimodal frequency of 

responses by a large majority of respondents indicated not-

agreed- to or disagreed-to or don't-know to a majority of the 

items queried. Dr. Koppleman of the University of Wisconsin 

(LaCross) in his research on a multicultural pre-service 

education course suggests that "a reason subjects report a 

high level of discomfort in discussing concepts related to 

education that is multicultural could be because their 

comfort level appears to be connected to what they consider 

popular or safe." 92 Gail L. Nemetz Johnson, in her book 

Crosscultural Understanding, contends this ambivalence can be 

attributed to cognitive bias: 

Knowledge may work particularly well for 
learners who do not already have an established 
negative frame of reference regarding members of the 
target culture. However, once negative impressions 
are formed, increasing information about the target 
culture may not be sufficient to change these 
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impressions, remedy misunderstandings or override 
certain cognitive biases that perpetuate the 
perception of apparent differences.93 

The second important finding is an apparent 

indifference of respondents to adjusting curricula to 

reflect cultural diversity. The research indicated that 

respondents felt a multicultural education course dealing 

with culturally diverse populations would be of more value 

than the Indian studies course. However, 75% of the teachers 

do not currently plan activities reflecting cultural 

diversity and (91%) of the teachers do not plan activities 

reflecting the Native American culture to which they have 

been exposed. 

The majority of elementary teachers (95%) taught in a 

combination of areas which include self-contained classrooms 

or speciality areas. This suggests 95% of the teachers are 

instructing in classes involving a combination of the 

language arts, science and social studies comprising largest 

part of elementary instruction. A slight majority of 

secondary teachers (56%) taught in content areas of 

mathematics, science, history, social studies and english 

inclusive of language arts, where the application of 

multicultural concepts should naturally and appropriately be 

infused into the curricula. Moreover, that multicultural 
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education is a state standard for certification and a large 

majority of teachers are not frequently planning activities 

reflecting cultural diversity is cause for concern. The 

demographic data clearly indicates that the predominant group 

responding to the survey is Anglo (97%) . These teachers 

then, are sustaining and perpetuating the focus of either a 

monocultural curriculum which by definition is Western or 

Eurocentric or a curriculum devoid of bicultural (Native 

American) or multicultural content. 

Third, Table IV provides an indication of the 

respondents' understanding and adaptation of Native American 

values and learning styles for classroom use. The data 

indicates that over 66% of the respondents neither 

learned to identify and than teach, to the various 

learning styles of Native American children nor 

developed or used methods that work successfully with 

Native American students. Many ( %) respondents indicated 

that they had not taught Native American children in the 

classroom. However, that should not be an issue since the 

purpose of multicultural education is to create and awareness 

of cultural differences, across all cultures. The Native 

American culture, of course comprises the largest ethnic 

group in North Dakota. 
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Fourth, coupled with the fact that 59% of the 

respondents did not have books about Native Americans 

accessible in their classrooms, and that over 60% do not have 

teaching materials about Native Americans accessible to them 

creates another grave concern about the purpose of the course 

and its requirements. 

Fifth, the review of the course syllabi from eight of 

the nine teaching colleges indicates that a number of the 

courses were taken in departments other than Education where 

there is no emphasis on teaching methods, sociology, history, 

and Indian studies for example. 

Finally, Question 2, Table IV dealt with specific 

concepts of Indian values to determine if these concepts were 

taught from the Native American perspective. While all the 

concepts were agreed to more than disagreed to (mean of 62%), 

there were five concepts (respect for nature, family and 

extended family, respect for elders, spirituality /customs, 

indifference to ownership) agreed to by over 50% of the 

respondents. That the students should have isolated these 

five concepts is telling in that these concepts are central 

to the culture and are inherent to Native American 

childrearing. This represents to the researcher that values 

were imparted to respondents. 
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Limitations 

Some of the limitations which may have affected the 

results of this study were: 

1. Interpretation of words. The survey questions, 

numbers 18-19, used the words "frequently plan" to assess 

respondents use and application of learning 

experiences/activities of the course. Frequently may have 

been interpreted loosely to mean weekly, monthly, or random 

activities. 

2. The survey did not sample whether or not respondents 

had or had not taught Native American children in their 

classrooms. 

Recommendations 

1. It is recommended that the North Dakota Department 

of Public Instruction reassess the content and structure of 

the Indian Studies course. The course structure as it exists 

could easily constitute the subject matter equivalent to 

twelve semester hours of college credit. The North Dakota 

Indian Studies course at the time of its inception may have 

been viewed by the advocates for the course as the panacea to 

overcome the shortcomings of the North Dakota offerings in 
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the higher education system which provided relatively little 

instruction in Indian studies. If there were ethnic studies, 

Indian Studies was not a part of the educational schema. How 

the course is taught and what is emphasized within the course 

is left to the discretion of each of the nine teaching 

colleges. Therefore, it can only be assumed that the course 

is being taught in the departments where the particular 

pedagogical needs of each institution are addressed. The 

point here is that the course content varies in focus and 

emphasis within each institution. 

2. It is recommended that the North Dakota Native 

American Indian Studies course for teacher certification 

include instruction only in Native American values and 

learning styles and that the course be taught only in the 

education departments of each institution. Much of the 

substantive results of this survey indicate teachers have not 

learned to identify various learning styles nor translated 

learning experiences from the Indian studies course into 

methods that work successfully with Native American or 

minority students. A discussion with the Department of 

Public Instruction, deans of the the teaching colleges, and 

Indian studies course instructors and the Indian education 

community should re-examine the purpose and intent of the 

course. 
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3. It is recommended that the historical, political and 

sociological portions of the North Dakota Indian Studies 

course remain as a part of the existing Multicultural 

education requirement. 

4. It is recommended that the instructors of the North 

Dakota Native American Indian Studies course should include 

in the course redesign situations which provide student 

teachers with field experiences to provide actual exposure to 

the Native American culture aimed at developing an 

affiliation and interaction with Indian people. The situation 

or experience must involve all parties concerned in the 

interaction. 

After a thorough review of teachers responses on open 

ended questions (#44 and #45) the data would conclude that 

racial and cultural misunderstanding be further studied. The 

degree to which attitudes or cognitive bias can be redressed 

is dependent the availability of structured experiences in 

which the teacher candidates have opportunities to examine 

their own attitudes and feelings and those of other groups 

which can be translated into learning experiences. Even 

then, the impact of change of attitude will not be realized 

in the short term. The survey of the Indian studies course 

and interviews with course instructors revealed few Native 
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American resource people were used in the course. The survey 

and interviews with instructors revealed few Native American 

resource people were used in the course. In some cases where 

Native American resource people were invited to the class, 

the attitudes of student - teachers became negative as a result 

of this experience. As a result, the course instructor, 

rather than running the risk of creating further animosity, 

tended not to include resource persons. 

5. As a result of this survey, a task force was 

appointed comprising of members of the Department of Public 

Instruction, deans of the departments of education, Indian 

Studies instructors, and members of North Dakota Indian 

Education Association to study the revision of the Indian 

Studies course. The first meeting was held on September 27, 

28, 1989. 

Areas for Further Study 

It is recommended that the North Dakota Department of 

Public Instruction support the development of elementary and 

secondary curriculum units which address the historical, 

social, political, and economical issues and aspects of 

Indian studies for infusion into the state approved 

curriculum. 
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Over a succeeding number of years both state and federal 

governments have offered Native American curricula and 

cultural enhancement programs designed to alleviate gaps in 

the educational system created by textbooks. There are 

comparatively few courses which address the federal, state, 

Indian relationships. Yet today in North Dakota legislators, 

businessmen, county commissioners and educators must deal 

with problems arising out of the unique political status of 

Indian reservations. Issues which affect taxation, school 

equalization, foundation aid payments, child welfare, and so 

on must be dealt with by these leaders who often must deal 

with these issues with profound lack of understanding of the 

nature of the problem. 

Further a follow-up or longitudinal study of the 

teachers responding to this survey should be taken within 

five years to assess the long range impact of the Indian 

Studies course. 



APPENDIX A: 

OVERALL RESULTS IN PERCENTAGES 
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INDIAN STUDIES SURVEY 

SA A DK D SD 

1. The Native American Indian Studies course 5 31 39 19 5 
has had a positive effect on my teaching of 
Native American children. 

2. The course content dispelled stereo- 7 51 11 25 5 
typical attitudes and misconceptions about 
Indian people. 

3. The course directly involved Native 10 32 9 31 17 
American resource people to develop an 
understanding of cultural differences. 

4. The course syllabus included more 7 35 19 34 5 
historical information than culture/values 
of Native Americans. 

5. The course syllabus included more 2 25 29 40 5 
contemporary Indian thought than 
culture/values of Native Americans. 

6. The course heavily emphasized 1 10 8 47 34 
methods of teaching the Native American 
child. 

7. The course heavily emphasized 7 40 11 30 13 
multicultural education. 

8. In my teaching, a multicultural 26 38 15 17 4 
course dealing with culturally diverse 
populations would be of more value than 
the Indian studies course. 

9. The Native American Indian studies 3 36 15 34 11 
course adequately prepared me to understand 
the cultural differences of Native American 
children. 

10. The course adequately prepared me to 3 40 16 32 9 
share information on the culture/values with 
the non-Indian student populations. 

11. The course provided curriculum activities 3 15 6 49 28 
and materials that were useful in the classroom. 

12. The course provided information about 4 63 12 17 4 
North Dakota Native Americans as a part of 
contemporary society. 
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SA A DK D SD 

13. The course provided structured experiences 4 36 17 35 9 
to measure attitudes and feelings about Native 
Americans. 

14. In my estimation the course prepared me 
to cover these concepts from a Native American 
perspective: 

Autonomy (non-interference in personal 2 35 27 29 7 
affairs of others) 

Group Harmony (social harmony vs. task 3 44 22 23 7 
orientation) 

Patience 4 42 23 25 7 
Generosity and Sharing 6 43 20 25 6 
Indifference to Ownership 7 44 21 22 6 
Time as Relative 8 41 25 20 6 
Respect for Elders 13 52 15 15 5 
Discipline-Lenient vs. Strict Child Rearing 4 32 28 28 8 

Practices 
Spirituality and Customs 9 58 13 15 6 
Respect for Nature 13 56 13 13 5 
Extended Family and Nuclear Family 12 49 17 16 5 

15. I have Native American resource people 0 1 1 17 82 
do presentations for the students in my 
classroom. 

16. I have books about Native Americans 26 9 6 33 26 
accessible in my school to use in the 
classroom. 

17. I have teaching materials about Native 19 7 7 35 31 
Americans accessible for my use in the 
classroom. 

18. I frequently plan classroom activities 2 9 14 45 30 
reflecting cultural diversity. 

19. I frequently plan classroom activities 1 2 5 51 40 
reflecting the Native American culture. 

20. I have developed and use teaching methods 16 7 6 19 53 
that work successfully with the Native American 
students. 

21. I have learned to identify and teach to 18 10 6 16 51 
the various learning styles of Native American 
students. 
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SA A OK D SD 

22. I discuss Native American culture in the 6 12 16 40 25 
classroom on a spontaneous basis (e.g., 
geography class discussion, neighbors of the 
world class discussion, world religion). 

23. I plan classroom activities about Native 11 4 36 58 
Americans, other than North Dakota tribes. 

24. I plan activities emphasizing the Native 
American Culture on: 

daily basis 1 
bi-monthly 1 
weekly 33 
once or twice a year 12 
never 53 

SA A DK D SD 

25. I adapt instruction and learning 16 10 7 15 53 
experiences to match learning styles of 
Native American students. 

26. Number of students in your school 
district: 

100 or less 16.7 
101-150 16.5 
151-250 19.9 
251-500 19.7 
501 or more 27.2 

27. What is your sex? 

Female 68 
Male 32 

28. Age Range: 

20-30 82 
30-40 13 
40-50 3 
50-above 2 

29. Ethnicity (Please check one): 

American Indian or Alaskan Native 3 
Asian or Pacific Islander 0 
Hispanic 0 
Black, Non-Hispanic 0 
White, Non-Hispanic 97 
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30. How many years have you been 
teaching in the present school? 

1 year 22 
2 years 28 
3 years 17 
4 years 14 
5 years 12 
6 or more 5 

31. What grade (s) are you currently 
teaching? 

K-3 
4-6 
7-9 
10-12 
All 
Combination 
Other 

In which major content area (s) are 
you teaching? 

Math 10 
Science 7 
History, Social Studies 6 
English 8 
Other 32 
Combination 36 

32. How many years including this year 
have you been a teacher? 

24 
18 
11 
29 
5 

12 
4 

1 year 7 
2 years 22 
3 years 18 
4 years 18 
5 years 19 
6 years 12 
7 or more 1 
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33. What is the highest level of 
education you have completed? 

Bachelor's Degree (B.S. or B.A.) 38 
B.A. with additional college credits 58 
Masters Degree (M.Ed, or M.S.) 2 
M.Ed./M.S. with additional college 2 
credits 
Educational Specialist (Ed.S.) or 0 
Sixth Year Certificate 
Doctoral Degree (Ed.D. or Ph.D.) 0 
Doctor of Arts in Teaching (D.A.) 0 
Other, please specify: 0 

34. From which Institution(s) did you Last 1st 
graduate: 

Dickinson State University 10 4 
Jamestown College 2 0 
University of Mary 7 11 
Mayville State University 8 2 
Minot State University 16 9 
North Dakota State University 11 11 
Trinity Bible College 0 0 
University of North Dakota 15 11 
Valley City State University 14 11 
Other/Out of State 16 40 

35. At which Institution did you take 
North Dakota Indian Studies? 

Dickinson State University 11 
Jamestown College 2 
University of Mary 7 
Mayville State University 8 
Minot State University 16 
North Dakota State University 13 
Trinity Bible College 0 
University of North Dakota 15 
Valley City State University 22 
Other/Out of State 5 

36. How many credit hours? 

1 hour 2 
2 hours 10 
3 hours 50 
4 hours 34 
5 hours 4 
6 or more 1 
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37. What year did you take the course? 

80 1 
81 5 
82 11 
83 22 
84 19 
85 19 
86 13 
87 5 
88 3 
89 1 

38. Approximate course title? 

39. Was the course taught in the Education 
Department? 

Yes 54 
No 45 
Other Department 

(please specify) 

40. The course I took was part of a 
multicultural education course? 

Yes 51 
No 49 
Other 

(please specify) 

41. If yes, approximately what percentage 
of the course was specifically devoted to 
Indian Studies? 

<25 4 
25 1 
26-49 9 
50 17 
51-74 11 
75 12 
76-99 27 
100 19 
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42. If applicable, list other multi
cultural and/or Indian Studies course(s) 
you have completed (please include the name 
of the Institution and year completed): 

1st 2nd 3rd 

Dickinson State University 1 
Jamestown College 1 
University of Mary 3 7 20 
Mayville State University 0 
Minot State University 13 7 20 
North Dakota State University 5 7 
Trinity Bible College 0 
University of North Dakota 12 20 20 
Valley City State University 1 1 
Other/Out of State 64 53 40 
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