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ABSTRACT 

This study describes how some members of the Cherokee Tribe of Northeast 

Alabama, a state recognized community, reacts to the ways in which Native peoples are 

represented in the social studies curriculum of DeKalb County, Alabama. Tribal members, 

ages 30-80 were interviewed about their educational experiences, as well as about their 

perspectives on the current curriculum. Social studies curricula of this school district, as 

well as elsewhere in the Alabama public school system, portrays Native peoples in a 

negative manner, and through the interviews and an extensive analysis of the curriculum, 

specific examples of these negative portrayals are pinpointed. This study specifically looks 

at the content, language and illustrations of seven state adopted textbooks, resulting in 

some specific recommendations on how teachers, as well as administrators, could improve 

the curriculum. 
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CHAPTER 1 

GENERAL BACKGROUND OF STUDY 

"Social Studies is an essential aspect of a child's educational program... Alabama 
educators and many nationally known educators agree that students need to 
become more historically and geographically literate, thereby growing into more 
responsible citizens" (Wayne Teague, Alabama State Superintendent of 
Education, 1992). 

Nationally, state boards' of education have worked tirelessly to design, and 

redesign, how K-12 Social Studies curricula represent different groups of people for 

public school instruction. Although the decisions that are made at higher levels of the 

educational hierarchy are broader in scope than the decisions made at the district, school, 

or classroom level, they set a precedent which schools are required to follow. The 

National Council for the Social Studies (N.C.S.S.), founded in 1921, released a curriculum 

standards guide in 1994 for teaching social studies for K-12 (Alabama Council for Social 

Studies 1999). In this curriculum, ten thematic strands incorporate learning experiences 

from several disciplines, and homogenize social studies instruction across the nation. 

Objectives for social studies instruction primarily focus on fostering "moral and civic 

virtue," as well as "democratic virtue" (Report of the Ad Hoc Committee 1998). To fulfill 

these objectives, state educational frameworks are created to serve as "skeleton" outlines 

for schools to follow. This process also includes the state adoption of textbooks that are 
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the primary tools of social studies instruction. 

The most recent 1998 Alabama course of study for social studies follows the 

N.C.S.S. guidelines. History and geography are central disciplines, "with the addition of 

specific core information and ideas from economics, law, and U.S. government interwoven 

into all courses to provide for the program goals of historic, geographic, political, and 

economic literacy" (Alabama State Department of Education 1998). Also, the Alabama 

State Board of Education's Council for Social Studies provides a good example of how 

policies are established with the intent of fostering diverse cultural perspectives in their 

curriculum. For example, in a N.C.S.S. report on "Scope and Sequence" (1988) that was 

re-published in the Alabama Council for Social Studies (A.C.S.S.) newsletter (1999), a list 

of suggestions was provided on what a social studies scope and sequence should include. 

For example, to name a few, social studies curricula should: 

• Reflect a balance of local, national, and global content; 

• Reflect a balance of past, present, and future content; 

• Promote the use of a variety of teaching methods and instructional 

materials; 

• Reflect a global perspective; 

• Foster the knowledge and appreciation of cultural heritage; 

• Foster the knowledge and appreciation of diversity; 

• Foster the building of self-esteem; 

• Be consistent with current scholarship in the disciplines; 



8 

• Stress the identification, understanding, and solution of local, 

national, and global problems; and 

• Promote the transfer of knowledge and skills to life. 

These ideals are intended to promote a well-balanced, fair social studies plan that could 

easily be institutionalized at the state, and even national levels. 

It is much easier to create an "ideal" set of policies than it is to actually implement 

them in a classroom. There are many challenges in serving a diverse body of students. 

Often, policy and practice do not coincide, whether it be due to a lack of resources, 

uninformed teachers, or textbooks that misrepresent whole groups of people (Giroux 

1988; Apple 1981). Over the years, scholars and educators have worked to build a body 

of knowledge in the area of multi-cultural education, in order to address the problems of 

school curriculum that do not accurately represent American minorities. For example, the 

United States OflBce of Education established a Council on Interracial Books for Children 

to produce guidelines for selecting bias-fi-ee curriculum materials. 

In looking specifically at the depictions of Native Americans in curriculum, an 

interesting history emerges that is deeply rooted in centuries of racism and colonial 

thought. This was illustrated in a recent newspaper article written by O'DriscoU (1999) 

who expressed his shock at learning that what was taught to him in school was a glorified 

version of California history. 

Growing up in California in the 1950s and '60s, I proudly wrote a 
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history of my home state for a class project. It glorified the Spanish 

priests who established in the IS* century adobe missions. It celebrated 

the fortime-seeldng pioneers who settled the Far West in the fabled 

rush of 1849. But Sister Perpetua hadn't taught us that those sainted 

missionaries had brutally enslaved entire bands of coastal Indians. Nor 

had the textbooks of the times explained that those colorful '49ers also 

were land-hungry invaders who murdered whole communities of inland 

natives to remake their mountain homeland into 'Gold Country' (lOD). 

Although the representations of Native Americans have improved over time, what exists 

presently is still unsatisfactory (Ferguson 1983; Vondra 1994). For example, in Costo and 

Henry (1970), Textbooks and the American Indian, a team of 32 Native American 

scholars, historians and students reviewed over 300 social studies textbooks and found 

that they were "extremely superficial in their treatment of the American Indian, 

oversimplifying and generalizing the explanation of our culture and history, to the extent 

where physical outlines of the Indian as a human being are lost" (7). Since the 1970s, 

several feasible solutions have been offered to national and state education boards as a 

way to curb this problem, yet, unfortunately, the problem remains a national phenomena 

20 years later. 

This thesis uses earlier studies on the representations of Native Americans in 

curriculum, such as Costo and Henry (1970), Ferguson (1983) and Vondra (1994), as a 
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foundation. These studies ofifer thematic guidelines that are used in coding the curriculum 

materials for textual analysis, as well as the interview questions. Yet, this study moves 

beyond mere textbook reviews that are tied to stringent evaluation rubrics and allows for a 

small sample of Native Americans from the Cherokee Tribe of Northeast Alabama to 

review and critique the public schools' social studies curriculum within their state. 

DeKalb County, one of the most northeastern counties in Alabama, is the focal 

point of this study because of the large population of Native students in the school district. 

Also, DeKalb County encompasses an area that is significant to Cherokee history. This 

area, which is part of the southernmost tip of the Appalachian mountains, remained part of 

the Cherokee Nation until the last land cession on January 9, 1836. Prior to this land 

cession, the area that is now DeKalb County was where the Willstown Mission was built 

by the Board of Foreign Missions in 1823 in an attempt to christianize Cherokees. Then, 

following the Indian Removal Act of 1830, Fort Payne was established in the area. The 

fort, which was one of five removal forts in Alabama, was used to hold many Cherokees 

from all over Cherokee country until enough were rounded up to move to "Indian 

Territory" west of the Mississippi. By 1841, all of the Cherokee lands, including what was 

to become DeKalb County, were sold to non-Native settlers. Many Cherokee families 

avoided removal, mostly by hiding in some of the caves that abound the area. The 

descendants of these Cherokees, members of the state recognized Cherokee Tribe of 

Northeast Alabama, are the focus of this study. 

I first came upon the idea for this study a few years ago when working at the 
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Indian Teacher Educational Personnel Program (I.T.E.P.P.) Resource Center at Humboldt 

State University in Northern California. I was involved in a project that involved reviewing 

children's literature on the California Gold Rush for bias against Native Americans. My 

experience with I.T.E.P.P., my interest in how history is taught in schools, and my own 

educational experiences as a Native person (and member of the Cherokee Tribe of 

Northeast Alabama) who went through a public school system, that helped to shape this 

study. My intention for this research is to move beyond what former studies have 

concluded, which is that Native Americans are misrepresented in curriculum, and work 

within the framework of Alabama's own vision of what constitutes "ideal" social studies 

instruction to improve the overall quality of the curriculum. 

The teaching of character also requires that schools forge positive links 

with parents and community members. Parents should participate in the 

dialogue over the values that schools will teach... ("Report of the Ad Hoc 

Committee on Scope and Sequence, 1988"). 

This study, which looks closely at the objectives of the Alabama Social Studies Council 

and the Alabama Course of Study for Social Studies that is produced by the State 

Department of Education, provides an opportunity to foster closer ties between 

educational institutions and Native parents. As recently as September 1999, the state 

board of education enacted a statewide parenting day called "Discover Your Schools," to 

encourage parents to take "an active role in their child's education" (Alabama State 
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Department of Education News 1999). 

Methodologically, this research combines interviews with document analysis. 

Participants in this study are asked to recall their own educational experiences, how they 

felt about how Native Americans were represented, what they think about how Native 

Americans are represented in curriculum samples taken from the newly adopted state 

textbooks that are being used in DeKalb County, and finally, what suggestions they have 

to improve the curriculum. The study complements the responses of the study's 

participants by offering additional evaluative remarks on the curriculum based on earlier 

studies about bias in curriculum, as well as historical works with differing interpretations 

of history than what is presented in the evaluated materials. The overriding goal is to 

provide educators with the tools that they need to offer alternative perspectives on issues 

that may, or may not, be addressed by the social studies curriculum, but are important to 

the Native participants in the study. 

Definitions 

In this study, the word "curriculum" is used to refer to any instructional materials. 

Curriculum is the result of a continual decision-making process that is made at various 

levels in the educational hierarchy. The process of curriculum development begins with a 

decision on what message is to be conveyed, then how it will be transmitted, and finally, 

how the success of the transmission is evaluated. It begins with the state fi-ameworks for 

instruction and then encompasses any tools that are used in following the framework. 
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Although the tools that are used mostly include textbooks, because "many past and 

present teachers have been frequently instructed that the textbook IS the curriculum," they 

also include field trips and children's storybooks (Parrillo 66). 

The subject of "social studies" is used to describe the combination of history, 

political science, geography, and humanities in primary and secondary education. It is 

formally defined to include: "history and the culture of our nation and the world, 

geography, intergroup and personal relationships, worldwide relationships between and 

among nations, races, cultures, and institutions" (Paul 11). 

The term "identity," following Davidson's definition (1996), refers to 

"presentation of self in a matrix of social relationships- a pattern of social assertion that 

significant others recognize and come to expect" (2). Also, identity in this thesis is used in 

reference to how an individual views him or herself both socially and culturally. 

Finally, when discussing "bias in curriculum," I am referring to the "tendency to 

interpret another culture using the norms and values of one's own culture as a point of 

reference," which often results in negative or inaccurate assumptions (Martin 1987:27). 

Statement of Problem and Significance of Studv 

This study is intended to address an issue that has been widely discussed since at 

least the 1960s. Native Americans continue to be portrayed in a stereotypical fashion in 

social studies curriculum nation-wide. This is one example of a larger phenomenon of 

ethnocentric instructional materials which are developed and designed to appeal to a 
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majority market, at the expense of other cultural groups. In the specific case of DeKalb 

County, Alabama, very little literature is available on southeastern tribes post-Removal. 

As a result, tribes such as the Cherokee, Creek, Seminole, Chickasaw, and Choctaw are 

faced with incorrect historic portrayals, as well as rarely being represented in a modem 

setting. A study such as this is vital because it provides the perspectives of contemporary 

Native people on the historical issues found in school curricula such as Native American 

origins, early contact between Native Americans and Europeans, Indian Removal, and 

Native American leaders/contributions. This thesis will hopefully promote similar studies 

among various cultural groups elsewhere in the country, as well as encourage the 

production of more literature on contemporary southeastern Native communities. 

This study is signif cant because of the impact that curriculum has on children. 

Stereotypes and misleading information are dangerous because they become imbedded in 

how children grow up to see the world. The A.C.S.S. stresses the idea of the "hidden 

curriculum" to teach lessons about "authority, responsibility, caring, and respect" (Report 

of the Ad Hoc Committee 1989). "Hidden curriculum" refers to the subtle messages that 

are embedded in school lessons that have a considerable influence on the building of 

children's self images. Although these messages are intended to build the confidence and 

self-images of children, it is important to recognize that there are many damaging effects 

of the "hidden curriculum" which include stressing the importance of the dominant culture, 

while downplaying others. The way in which Native children perceive themselves can be 

negatively affected, as well as how non-Native children learn to perceive Native 
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Americans. Prejudice and racial intolerance have a long history in the U.S., and as long as 

schools continue to misrepresent various groups of people, that tradition will prevail. 

Research Questions 

There are two broad research questions that drive this study: 

• How are Native people portrayed in the social studies curriculum of 

DeKalb County, Alabama? 

• What is the response of Native people to this curriculum? 

While this study involves some textual analysis, the interviews provide most of the 

data upon which this curriculum evaluation depends. The participants, whose educational 

backgrounds range from attending school for a few years of their lives to obtaining a 

Ph.D., are treated as experts in this study. All of them are Cherokee, with the exception of 

the Indian Education director for DeKalb County, they all share a common history tied to 

southern Appalachia, and most of them are parents and grandparents who are concerned 

about the effects of images and representations of Native people on children in schools. 

Sample interview questions are listed in Appendix 1, but the four main areas of focus in 

the interviews are: 

1. How were Native Americans represented when the interviewees were in 

elementary or middle school and have there been any changes since 

then? 

2. What are their reactions to how Native Americans are represented in 
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isolated passages and illustrations shown to them from recently adopted 

Alabama textbooks? 

3. What are their thoughts and concerns about the e^cts of public school 

social studies curriculum on Native and non-Native children? 

4. And finally, what suggestions do the interviewees have on how to 

improve the curriculum so that it more accurately represents Native 

Americans? 
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LITERATURE REVIEW 

"If school knowledge is examined as a social product, it suggests 
a great deal about the society that produces and uses it. It reveals 
which groups have power and demonstrates that the views of these 
groups are expressed and legitimized in the school curriculum. It 
can also identify social groups that are not empowered by the 
economic and social patterns in our society and do not have their 
views, activities, and priorities represented in the school curriculum " 
(Anyon 1979:383). 

Several issues are tied to the evaluation of social studies curriculum for Native 

representations. Studies that have reviewed curriculum, particularly textbooks, for bias 

stretch over several decades. They provide an historical context for this study (Lutz 1929; 

Pierce 1930; UNESCO 1946; EPIE Institute 1969; Costo & Henry 1970; Stensland 1971; 

Bowker 1972; Katz 1973; Bemardi 1975; Bahr 1979; Council on Interracial Books for 

Children 1979; Fitzgerald 1979; Ferguson 1983; Parrillo 1996). Other authors have 

examined the effects of curriculum on children, particularly through the political 

socialization process inherent in public school education (Allport 1952; Hess & Tomey 

1967; Lambert & Taguchi 1972; Lessing & Clarke 1976; Farley 1982; Ferguson 1983; 

Davidson 1996). Finally, several scholars, such as Riestra & Johnson (1964), Bruner 

(1968), Litcher (1969), Council on Interracial Books for Children (1980),Giroux (1990), 

Slapin et. al. (1988) and Cleary & Peacock (1998), have ofifered suggestions on how to 

curb stereotypes of Native Americans in curriculum. 
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Stereotypes of Native Americans: A General Overview 

"Since the original inhabitants of the Western Hemisphere neither called 
themselves by a single term nor understood themselves as a collectivity, the idea 
and the image of the Indian must be a White conception. Native Americans were 
and are real, but the Indian was a White invention and still remains largely a 
White image, if not a stereotype " (Berkhofer 1978:3). 

The stereotyping of Native Americans goes back to the first contacts between 

European explorers and Native peoples of the Americas. Berkhofer (1978) points out 

three persistent themes found throughout the history of non-Native interpretation of 

Native Americans: 1) the generalizing from one tribe's culture to all tribes, 2) judging 

Native Americans in terms of their deficiencies according to "White" ideals rather than in 

terms of their own cultures, and 3) describing Native Americans based on moral 

evaluations (25-26). Some of the early depictions of Native Americans as being either 

"good Indians" who are "noble and giving," or "bad Indians" who are "savage, 

cannibalistic, and promiscuous," are prevalent in modem representations of Native 

Americans in literature, media and curriculum. 

Since American schools have historically "embraced stereotyping and textbooks 

simply have reflected this desire," it is important to look at the nature of stereotyping 

(Ferguson 25). Farley (1982) concludes that there are two contributing factors to 

stereotyping in curriculum: excluding "minorities" from texts, and stereotyping and 

misrepresenting non-white Americans. Stereotypes function to categorize people into neat 

patterns, which can be a very threatening and fiightening process. AUport (1958) says that 
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it is this sort of simplified thinking about the world that promotes racism. 

Deloria (1970) discusses the problem of stereotypes being prevalent in the movies 

and television, yet he also explores the problems found in social studies curriculum 

specifically. He finds that the ultimate cause of stereotyping is not racial bias, but a result 

of limited knowledge of other cultures. 

Studies on Bias in Curriculum 

Bias is inescapable, because it is an integral part of human nature. When looking 

at bias in curriculum, it is helpful to review Billington's study (1966) on the different kinds 

of bias found in textbooks: 

1. Bias by Inertia: The perpetuation of legends and half-truths and the 

failure to keep abreast of historical scholarship. 

2. Bias by Omission: The selection of information that reflects credit only 

on the writer's group. 

3. Bias in Use of Language: The use of words with a favorable connotation 

to describe one group and words with an unfavorable connotation to 

describe another. 

4. Bias by Cumulative Implication: The tendency to give all the credit for 

positive development to one side (13). 

These categories of bias will help to guide the textual analysis component of this study 
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because they clearly break down the degrees of harmful bias that can be found in 

curriculum, and explore how it is used. 

Textbook and curriculum analyses date back as early as 1899 when the 

International Peace Conference looked to eliminate any false ideas about the reason for 

war (UNESCO 1946). Parrillo (1996) did a study of the images of African Americans, 

Native Americans, and women in textbooks in southern New England during the Age of 

Reform between the years 1830-1860 as a way of understanding European Americans at 

that time. He builds upon the premise laid out by Belok, an educational historian, who 

says that the best place to leam about a people is to look at their textbooks because 

te.xtbooks mirror the people who use them (1973). Parrillo found that Native Americans 

occupied a significant place in early Southern New England textbooks as either "peacetliL 

helpful people capable of civilized advancement," while other depictions describe them as 

"backward and savage" (155). 

In the 1920s more than 400 textbooks were evaluated by a team of investigators 

headed by Pierce (1930) for evidence of negative attitudes towards various cultural groups 

in America. As Ferguson (1983) points out, "their findings bore a striking resemblance to 

the argument as it exists today. Some authors defended the Indians, and some accused 

them of impeding progress, while others took the middle of the road by saying that neither 

side understood the other" (Ferguson 31). 

Following World War I, textbooks were used as political weapons around the 

world. German-published texts were found to contain significant nationalistic bias (Lutz 
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1929). At the same time, the German Association of History Teachers found that Belgian^ 

English, French and American textbooks were laden with anti-German sentiments (ibid). 

American textbooks that were reviewed to see how they represented the American 

Revolution were found to contain bias against the English (Altschul 1917; Eagleton 1919; 

and Wister 1921). These findings resulted in the rewriting of textbook chapters on the 

Revolutionary War (McDiarmid & Pratt 1971: 12). 

By the 1950s UNESCO had published the Handbook for the Improvement of 

Textbooks and Teaching Materials which called for an international regulation of textbook 

content. They requested that textbooks be accurate, fair, balanced, world-minded and 

comprehensive (UNESCO 1949). In 1956, the first international conference on textbook 

revisions was held in Paris, focusing on the treatment of Asia in Western textbooks. Then, 

in a 1958 conference held in Tokyo, the focus was on the treatment of the West in 

southeast Asian textbooks. Following a few more conferences of the same caliber. 

UNESCO formulated eight criteria for evaluating textbooks: 

1. Accuracy fi-om the scientific point of view; 

2. Objectivity; 

3. Treatment of all countries with equal respect; 

4. Use of the latest reference material and statistics; 

5. Selection of essential facts and information for teaching; 

6. Choice of illustrations for geography books which reflect current stages 

of development; 



7. Scientific interpretation of the facts of history and social geography; 

8. Elimination of all expressions deemed to convey hatred or contempt for 

other peoples or races (Cited in Ferguson 1983:33). 

It was not until WWII that the United States began to seriously evaluate their own 

textbooks for bias against various cultural groups within the country. The American 

Council on Education (1949) conducted a study called "Intergroup Relations in Teaching 

Materials." in which they reviewed 226 elementary and secondary textbooks for bias 

against American ethnic groups. They found "distorted descriptions" of Native Americans, 

European immigrants, Asian Americans, Afiican Americans and Jews. The report found 

textbooks particularly rich in stereotypical imagery and they continuously failed to credit 

"minorities" for contributions to American society. 

The Civil Rights Movements marked a new age for curriculum analysis. Afiican 

Americans launched a crusade in the 1960s demanding fair treatment in textbooks. Other 

organizations joined the battle such as the Detroit Public Schools who, in 1969, examined 

five hundred books and found that although publishers made an effort to represent 

"minority" groups favorably, "minorities" were still not shown in leadership roles, but 

were inevitably shown as secondary characters. They also found that in illustrations 

"minorities" were represented with Caucasian features with darker skin. The result of this 

study was the Detroit Public School District meeting with publishers to discuss their 

concerns (EPIE Institute 1969). In another study conducted in 1973, Mallam found that 
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Native Americans were only portrayed in the past tense, with little indication that they 

maintain a contemporary existence (16). Similar conclusions were drawn by others who 

were concerned with not only the portrayals of Native Americans, but of the hero-making 

of Columbus and other explorers who were thought to have "discovered" the Americas 

(Costo & Henry 1970; Stensland 1971; Bowker 1972; Katz 1973; Berkhofer 1973; 

Bemardi 1975; Bahr 1979; Council on Interracial Books for Children 1979; Fitzgerald 

1979). 

In a study conducted by Harris (1973), it was suggested that the depictions of 

Native Americans were limited to six categories: 1) "Noble Savage," 2) "White Man's 

Helper," 3) "Indian Maiden," 4) "Red Varmint," 5) "Indian Warrior," and 6) "Chief (242-

247). Later, Garcia (1978 & 1980) included some additional themes that are prevalent in 

textbooks: "Protestor," "Indian/Non-Indian Relations," "Meeting of Two Cultures," 

"Indian/U.S. Government Relations," "Contemporary Issues," and "Miscellaneous" 

(1980:152). 

Berkhofer (1973), in an annual produced by the National Council for Social 

Studies, complained that Native American communities were only being seen as they once 

were. "Subsequent changes from pre-white contact days are not attributed to dynamic, 

innovative Indian leadership and adaptive societies but rather seen as a loss of Indian ways 

for white culture" (39). 

By the 1980s and 1990s, educators often assumed that stereotypes had been 

eliminated from school curriculum. Ferguson, in a 1983 study evaluating social studies 
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textbooks in the state of Virginia, found that stereotypes were still alive and well in 

instructional materials. After an extensive content analysis, he concludes that although 

publishers had begun to include Native Americans into their textbooks more often, 

student readers were not given the opportunity to understand Native viewpoints, and thus 

could not fixUy understand history (163). As recently as the early 1990s, the issue of 

offensive textbooks was a matter of public debate in California (Waugh 1991; Kirp 1991). 

Apple (1986) addresses the need to know more about the publishing of textbooks 

in his book. Teachers & Texts. Turner (1992) does take a closer look at the publishing 

industry and agrees with the earlier assessment of Amyx (1974) who points out that all 

public agencies such as school districts, "...are obligated by the Constitution not to 

discriminate" (45). This obligation makes the textbook adoption process even more 

difficult when the quality of textbooks oflfered by the major publishers are not adequate. 

Also, as pointed out by Parrillo (1996). many states undermine local curriculum 

development endeavors by imposing state-adopted textbooks and requiring teachers to 

follow stringent educational frameworks (66). On the other hand, Anyon (1979) stresses 

the influence that parents, school personnel, school boards, and state selection committees 

have on publishers because of the educational expectations that they place on them during 

the textbook selection process. 

Textbooks remain the focus when reviewing curriculum for representations of 

Native Americans because of the 1969 United States Senate Report which placed a large 

portion of the blame for misunderstandings about Native Americans on textbooks. The 
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investigators found that in almost every community that they visited, there was evidence 

of misunderstandings about Native people. They traced these attitudes to the schools, and 

then to the textbooks (Committee on Labor and Public Welfare, United States Senate 

1969). 

Many studies have looked at the English language and its role in communicating 

thoughts of racism, prejudice and bias. As pointed out by McMurray & Cronbach (1955). 

language is powerful in that it stimulates a reader's imagination to the point where ideas 

seem real to him or her. "If historical accounts are written with only language developed 

by the dominant culture, then the racism, bias, prejudice, and stereotypes of that culture 

are communicated" (Ferguson 22). As pointed out by Podiar (1967). language expresses 

"damaging concepts" and "leads thought in a pre-determined direction" (5). 

There as been a significant amount of research done on stereotypes in children's 

storybooks that are often utilized in classrooms. The Council on Interracial Books for 

Children (1979) found that although the visibility of "minority" groups has increased over 

the years, children's literature still does not represent "minorities" suflSciently (45). 

Madsen (1982) points out that much of the racism that is embedded in children's books is 

subtle and not readily identifiable (14). A study that was conducted in 1976, by Stoodt and 

Ignizio, reviewed seventy books of children' s literature for bias against Native Americans. 

They found that "the American Indian is misrepresented, distorted, romanticized, 

idealized, and victimized in literature for children" (18). Not a single one of the books that 

they reviewed was written by a Native person. Since this study, others have been 
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conducted with similar results (Costo 1977). The same conclusions were reached by 

Barron (1981) in a dissertation that looks at the characterization of Native Americans in 

young adult fiction written by Native and non-Native authors. Barron found three main 

differences between books written by Native and non-Native authors: "attitude of author," 

"use of dialect," and "stereotype with regard to story line" (135). She found that all of the 

books authored by Native Americans were respectful towards Native cultures, and "none 

of the Native American authors expressed assimilation as a goal as compared to thirty-nine 

Non-Native American authors who did" (ibid). She also found that a broken English 

dialect was not used by any of the Native writers, as opposed to twenty-eight of the books 

authored by non-Native authors who did use a dialect. Lastly, Barron found that "fifteen 

instances of stereotyping with regard to story line were found in the seven books authored 

by Native Americans as compared to 374 instances in the 107 books authored by Non-

Native Americans. Thus books written by Non-Native Americans authors were found to 

contain more stereotypes than those written by Native American writers" (ibid). As a 

result of these studies, checklists have been made available for teachers, librarians, and 

parents to assess children's books with Native content for bias (Slapin, Seale & Gonzales 

1988; Caldwell-Wood & Mitten 1992). 

Historical Interpretation 

"The historian sets himself a dangerous, even an impossible, task" (Boorstin 

1987:3). In his 1987 book entitled, Hidden History: Exploring Our Secret Past. Boorstin 
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discusses some of the serious challenges that historians face when trying to reconstruct the 

past. He states that they are unfortunately subject to the "bias of survival" (ibid). 

Historians can only work with what is available, and in most cases the documents that 

survive are the one's that were used the least, were the most durable (often religious 

texts), what is collected and protected (such as government files), what were considered 

"academic classics," and the "victorious points of view" (success bias). As a result, history 

is fi-agmented, and "the modem social sciences have tried to overcome the limitations of 

the evidence, to extrapolate fi-om the facts, to fill in gaps, and speculate productively 

about what is not or cannot be known" (14). 

Since U.S. history is thought of as being fragmented by many historians, Loewen 

(1995) suggests that U.S. history and social studies textbook writers use the opportunity 

to fill them with nationalistic dogma intended to "indoctrinate blind patriotism" (14). He 

goes on to fiirther discuss the tone of textbooks which utilize absolutes in their recreation 

of history. "Because textbooks employ such a godlike tone, it never occurs to most 

students to question them" (16). Thelen (1998) takes this idea as far back as Thomas 

Jefferson who in knowing that the early colonists were not envisioning themselves as "one 

people," set out to invent one nation under one common history (373). He goes on to say 

that these colonists "naturally placed this fi-ontier experience and contact with Indians at 

the center of their emerging national myth" (375). 

In regards to the Native American history that is taught in schools, Martin (1987) 

says that what historians are writing is more like "Indian-white history" instead of just 
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Native history (9). He complains that historians have not stopped writing about Native 

people in a patriarchal method. Hoxie (1988) also sees the problem of Indian history to be 

a methodological one in which most approaches "employed today in American history are 

indigenous to the historical tradition that has thus far failed to understand Native cultures" 

(394). While Native Americans continue to be underepresented in textbooks, the history 

of other cultural groups have benefitted from "the new approaches and techniques that 

have begun to transform writing on other areas of American history" (ibid). Native 

Americans are "pulled and twisted into a grotesque shape, a caricature of the genuine 

article" (24). In addition, Hoxie (1985), as well as Washburn (1987) writes that many 

American historians treat Native history as a curious sideshow within the larger context of 

American history. In "Indians on the Shelf," by Dorris (1987), this discussion is taken even 

further by looking at the continuing romantic notions of Native Americans that reflect 

Rousseau's "noble savage" idea (101). Martin (1987) contributes more when he says: 

I will argue that we historians need to get out of history, as we know it, if 

we wish to write authentic histories of American Indians...despite our 

profusion of monographs we have in truth largely missed the North 

American Indians' experience and meaning of it. We have missed their 

'time' as they construed and sought to live it. Instead, what we have 

captured in print is more akin to posed, still photographs- 'images' (15). 

Turner & Akin (1997) address the studies that have found social studies and 
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history to be the least favorite subjects of many students. They criticize the fact that the 

majority of exposure that students have with history is through textbooks and teacher 

presentations. "Both teachers' words and textbooks are replete with the conclusions that 

have been drawn by others considered authorities in the field" (185). History is taught as 

an accumulation of facts and conclusions which students feel are far removed from their 

lives. The learning of history is compromised when students are taught to accept a given 

interpretation of history. They need to leam to interpret the records themselves and ask 

similar questions that historians ask themselves. 

Social Studies 

Social studies has been a large part of American curriculum since early schools 

began replacing religious instruction with lessons to build a strong American society. 

Textbooks were geared towards preparing the masses for good citizenship (Butts 1977). 

After the Civil War, social studies books stressed patriotism for new immigrants and 

Native Americans. Many scholars deemed this a nationalistic approach to history in which 

hero-making became common (ibid). Over the past 50 years, although citizenship has been 

a major theme, different approaches to social studies have been enacted in schools such as 

the community approach, social problems approach, world approach, interdisciplinary 

approach, and the expanding horizons approach (Michener 1939). Each of these 

approaches refer to the aspect of social studies that remains the central focus (the 

community, social issues, differing world views). The framework for social studies is 
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predominantly uniform nation-wide (Paul 1987; Gross & Dynneson 1983), following this 

order of topics: 

Kindergarten- Self, School, Community, Home 

Grade 1— Families 

Grade 2- Neighborhoods 

Grade 3- Communities 

Grade 4- State History 

Grade 5- United States History 

Grade 6- World Cultures 

Grade 7- World Geography or History 

Grade 8- American History 

Grade 9- Civics 

Grade 10-World History 

Grade 11- American History 

Grade 12- American Government 

(Cited from Paul 1987). 

Social studies is often seen as the most logical subject area in which to promote 

"the recognition of diversity, the development of greater understanding of other cultural 

patterns, a respect [for] individuals of all cultures, and the development of positive and 

productive interactions among people and among experiences of diverse cultural groups" 
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(Paul 1987:12). Scholars such as Grant (1977) and Yoshiwara (1977) stress that 

educators need to strive for cultural pluralism in their classrooms in order to implement 

changes in the curriculum that would truly reflect a multicultural society. 

Effects of Curriculum on Children 

Research on the effects of curriculum on children dates back to the 1950s. 60s and 

70s. It was found that the early years are most crucial in a child's development of concepts 

of prejudice (Lambert & Taguchi 1972; Davidson 1996). As Allport (1952) points out: 

Young children are wholly free from racial bias and easily adjust to one 

another if brought together in the early elementary grades. By the time they 

reach high school, ...they have taken on the prejudice of their elders (vi) 

Children not only leam prejudicial behaviors and attitudes at a young age. but their own 

cultural identities are being solidified, and as Banfield (1979) points out, these identities 

often reflect dominant attitudes of the larger society (31). According to Proshansky 

(1966), verbal expressions to describe other groups, as well as oneself, emerge sometime 

between the ages of four and eight. A number of scholars conclude that children leara 

what they live, and that they become prejudiced in a prejudiced society (Asher & Allen 

1963; Clark & Clark 1952; Goodman 1964; Trager & Radke-Yarrow 1952). 

Building upon the premise laid out by research on prejudice. Carpenter and Tomey 

(1974) suggested that the ages before ten are best for intercultural education since 
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stereotypes have not yet taken root in a child's mind. Ferguson (1983) states: 

Before the age of ten, therefore, is a time when a child's cultural 

perceptions are learned through relationships with others in the child's 

environment and through textbooks. If elementary social studies teachers 

use biased textbooks, they may easily reinforce prejudicial attitudes already 

present (18). 

Studies such as those conducted by Hess and Tomey (1967) even go so far as to say that 

schools are the most influential institutions in developing the "socialization of attitudes" 

(377). 

Although it is difBcult to measure the relative influence of schools, compared to 

the many influences that shape a child, such as family, peers, and media, Farley (1982) 

suggests that schools do play a large role in the reduction of prejudice. Other research 

stresses that the reduction of prejudice is only possible when all stereotypical 

representations of different groups of people are eliminated (Lessing & Clarke 1976). 

However, many others believe that schools do not have the sole responsibility for a multi

cultural education (Cortes 1981). "The societal curriculum is massive and ongoing and 

consists of peers, family, neighborhoods, churches, organizations, media, occupations, 

institutions, and personal experiences" (Ferguson 19). Stereotypes of Native Americans, 

as well as others, are found beyond the school setting (Council on Interracial Books for 

Children 1977). In relation to Native Americans, Clark and Clark (1952) suggested that 
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children's attitudes are not developed through acquaintances with Native people, but 

through exposure to societal attitudes. 

Regardless of what degree of influence schools have over the shaping of children's 

attitudes of others, as well as their perceptions of themselves, schools do have a 

responsibility to eliminate any questionable materials that may perpetuate cultural 

stereotypes. 

Correcting Stereotvpes in Curriculum 

Although much research has been done on Native stereotypes in curriculum, most 

of these studies merely serve to point out that there is bias in the curriculum. Until 

recently, only a few had suggested any solutions to bringing about change. Some of the 

early studies, including Riestra and Johnson (1964), suggested that teaching a second 

language in schools fosters positive attitudes toward the language's culture. Bruner (1968) 

agreed with this assessment that children should be given the opportunity to experience 

specific aspects of other cultures. Since language instruction is not always a feasible goal 

in many schools, other researchers have suggested the use of multiethnic readers (Litcher 

1969). The University of Georgia's anthropology curriculum project (1973) developed 

curriculum materials that addressed the concern over only representing Native Americans 

in the past tense (Dumbleton & Rice 1973). However, just as has been the case with many 

multiethnic readers, this curriculum was not widely adopted (ibid). This outcome 

correlates with Stake and Easley's (1978) report that classroom teachers often complain 
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about lack of resources and materials. 

Giroux (1990) places the challenge on the shoulders of teachers whom he calls 

upon to "view themselves as public intellectuals who combine conception and 

implementation" (99). He argues that it is the job of teachers to fight against oppression in 

educational pedagogies. Fleming (1992) agrees when he says "teachers will always have to 

go beyond the text and make their own choices as to priorities" (59). Recently, the Los 

Angeles Times reported on a teacher who did take control in her classroom. Ms. Angela 

Newman, a history teacher at Newport Harbor High School, drew attention when she was 

quoted as saying, "I am an Afincan American, and so I definitely teach history fi-om an 

Afi-ican American perspective... some of the kids really resist hearing information they're 

not used to, so it's been quite an experience- for all of us" (Richardson 1999:2). Newman 

challenges her students to reevaluate the history that they have always been taught and has 

had some interesting results. The students' reactions to one lesson that Newman taught 

about slavery where she had the students remove the seeds fi-om fi*eshly picked cotton to 

see what slaves were required to do before the invention of the cotton gin were most 

notable. 

'It was really hard, because you couldn't tear the cotton boll,' the same 

requirement slaves had to meet, 'but it helped show you what the slaves 

went through.' Still, discussing the humiliations and hardships of slavery 

with an Afincan American teacher, they said, was a little weird. 'It felt 

fiinny because, well, you didn't want her to hurt. You didn't want to ofllend 
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her' (ibid). 

Communication is an important factor in education. Teachers should be aware of 

the diversity of their students. For teachers of Native Americans students, many scholars 

agree that it is important for teachers to have a specific sort of understanding, or training, 

in order to more effectively serve their students and promote healthy communication in the 

classroom (Philips 1983; Tippeconnic 1983; Van Hamme 1996; Lipka 1998; Cleary & 

Peacock 1998; Cajete 1999). By creating a safe environment for all students to leam, it 

will be more likely that some Native students will offer their insights into how they feel 

about Native representations in the curriculum, and thus, opening up more possibilities of 

dispelling stereotypes in the classroom. 

Historians such as Berkhofer (1987) feel that the solution to the curriculum 

problem is in the emergence of "New Indian historians" who can tell the history of Native 

peoples "not in relation to white visions, policies, and confi-ontations but as integral to the 

tribe[s] [themselves]" (36). He goes on to discuss that: 

This new Indian-centered history moves Indian actors to the fi-ont of 

their historical stage, as opposed to subordinating them to be simple 

background actors reacting to white expansion. Thus the New Indian 

History seeks the dynamics of a tribe's history before white contact and 

then proceeds with how its leaders and others coped creatively with the 

altered circumstances of the tribe over time (ibid). 
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Many state departments of education and individual school districts have taken it 

upon themselves to enact a solution by developing programs that would eliminate bias 

from their curriculum. In Michigan, a group of educators, historians and school board 

members reviewed their state-adopted textbooks by using a rating system that was 

attached to established criteria, and as a result, they were able to eliminate particular 

textbooks from circulating in their state (Trezise 1974: I). 

Since the early 1980s, many tools have been created for identifying bias in 

textbooks. The Council on Interracial Books for Children published Guidelines for 

Selecting Bias-Free Textbooks and Storybooks (1980) which provides a checklist for 

educators to utilize when evaluating texts for representations of Native Americans. Also, 

The National Education Improvement Center's Educational Programs Division issued a 

report entitled, Indian Education: Guidelines for Evaluating Textbooks From An American 

Indian Perspective (Antell 1981). The report offers a list of criteria to follow when looking 

at content, language and illustrations for bias against Native Americans because of the 

belief that 'nhe greatest distance between people is not geographical, it is cultural. 

Textbooks are one of the means of bridging the space between American Indians and 

other ethnic groups" (xi). 

By far, the best way to provide educators with the tools that they need in 

assessing appropriate curricular materials is for Native people to review the materials 

themselves because they can point out cultural misrepresentations and historical bias better 

than anyone else. In California, textbook analyses were conducted by Native American 
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organizations, such as the California Indian Education Association and the United Native 

Americans, who made suggestions to school boards in helping to select curricula (Heath 

1972). Also, the Commission on Indian Services and the Oregon Department of Education 

conducted a state-wide review of textbooks by Native communities in Oregon (1979) and 

were able to find that a few were acceptable to the Native reviewers, others were 

acceptable if supplemented, however, most of them were deemed unacceptable. The 

complaints mostly centered around omissions, historical errors, ethnocentrism, and 

vagueness. One reviewer, for example, pointed out a factual error in one of the textbooks 

that said, "Sitting Bull and his Sioux were massacred at Wounded Knee." Sitting Bull was 

already dead by the time the massacre at Wounded Knee occurred (Oregon Indian 

Textbook Review Project 1979). Recently, there has been a lot of discussion on the 

necessity of Native authorship of history and curriculum materials as the ultimate solution 

(Led won 1997). 

Summary 

Studies that date back to the early part of the 20"" century make it quite clear that 

bias in American public school curriculum has been an integral part of public discussion 

for a long time. Textbooks remain the dominant source of concern because teachers, who 

often lack training and experience, rely heavily on them for instruction about Native 

Americans (Ferguson 53). It is because of this dependancy that this study looks closely at 

textbooks as the primary source of information that school children in DeKalb County are 
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being exposed to in their instruction on Native Americans. 

Studies on the eflfects of curriculum on school children are chilling, and convince 

me that studies that take an active approach to eliminating bias in school curriculum are 

imperative. Social studies instruction is not just about the past, it not just a body of 

knowledge to be learned. "Through time, the stories of historians became the facts of 

history and accepted as truth. It was not until those narratives became subject to questions 

of evidence that history was acknowledged to be essentially a process of interpretation" 

(Turner & Akin 1997:186). Social studies should be approached as an area that needs 

extensive investigation, interpretation and reflection, and students need to be included in 

this process. 

In looking at some of the past attempts that have been made to eliminate bias 

against Native Americans from social studies curriculum, I have found tlmt the most 

satisfying, as well as appropriate, method is to turn to Native communities. Studies on the 

misrepresentations of Native Americans in school curriculum are of a detached nature with 

no clear connection made between Native Americans in textbooks and actual Native 

people of today. By having Native communities evaluate curricula, the issues that are most 

damaging to Native students are more likely to be addressed. This study is a case study at 

the county, rather than state, level. The sample used here is smaller than the studies 

conducted in both Oregon and California, and the line of questioning is different. This 

study is unique in that it does not work with a structured evaluation rubric, but rather, the 

participants are asked to express their "feelings" on how they remember Mative Americans 
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being represented when they were in primary and secondary school, as well as to review 

contemporary curriculum samples and illustrations. Since the questions are open-ended 

and the study's participants are not asked to rate the curricula materials, attention can be 

paid to the initial reactions of the study's participants. Their answers are candid and heart

felt. 

This study is an evaluation of the social studies curriculum adopted by the state of 

Alabama, and used by the public schools of DeKalb County. The evaluation involves a 

content analysis of selected primary and secondary state-adopted textbooks by nine 

members of the Cherokee Tribe of Northeast Alabama, most of whom attended school in 

DeKalb County. The study is enriched by insights from the Indian Education Director for 

DeKalb County. 

Studies such as these are rarely done and the ones that have been done in the past 

are either too broad in scope, deal with more than one culture group, only examine 

children's literature, or are outdated. This study will contribute to the literature on 

curriculum evaluation by providing a regionally-based, tribal specific, case study that does 

not try to embrace the sentiments of all Native people, but just those few who were 

interviewed. 
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CHAPTER 3 

METHODOLOGY 

This study evaluates the portrayals of American Indians in the current Alabama 

public school social studies curriculum used in the schools in DeKalb County in the 

northeastern part of the state for grades 3-9. The objectives of the Alabama Social Studies 

Council and the Alabama Course of Study for Social Studies that is produced by the State 

Department of Education are closely observed. This thesis moves beyond mere textbook 

evaluations that are tied to stringent evaluation rubrics by asking a small sample of 

American Indians from the Cherokee Tribe of Northeast Alabama to review and critique 

Alabama social studies curriculum. The researcher, also a member of the Cherokee Tribe 

of Northeast Alabama, contributes evaluations and suggestions based on the findings of 

similar studies. 

This thesis organizes the curriculum analysis into three main sections: content, 

language, and illustrations. The content analysis portion of this study looks at specific 

themes such as general representations, Indian Removal, Native origins, European 

exploration. The language analysis looks specifically for misleading, negative or 

stereotypical language when referring to Native Americans. Then, the illustration 

evaluation looks at the paintings, drawings, and photographs in textbooks for their visual 

depictions of Native Americans. 
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The responses of the study's participants provide the basis for this discussion. 

Particular attention is given to emerging patterns, or agreements, in their responses. Also, 

as a way in which to further work within the objectives of the A.C.S.S. which were 

outlined earlier, insight into the most recent historical research on the representations of 

Native Americans in curriculum is also provided in this study. Lastly, a section on 

""suggestions" provides some feedback on what the study's participants feel that schools 

on an individual-level, as well as the larger State Department of Education, can do to 

better serve their Native residents. 

This study utilizes qualitative research methods— "a kind of research that produces 

findings not arrived at by means of statistical procedures or other means of quantification" 

(Roberts 1992:2). Qualitative research focuses on exploration, discovery, and inductive 

logic which are built upon by observation and the recognition of patterns. This study is 

driven by a set of research questions as opposed to hypotheses that can either be 

confirmed or negated; "Qualitative analysis is guided not by hypothesis but by questions, 

issues, and a search for patterns" (Patton 1987: 15). The researcher recognizes that the 

textbook evaluation portion of the study can be subject to quantitative methods which 

would produce numerical data, an often more accepted form of research validation 

(Vondra 30). However, the conscious decision was made to utilize the interviews as the 

primary method of content analysis because the point of the research is to give voice to a 

sample of Native people fi"om the region being studied. The research is about how 

participating Native people see themselves as being represented, and statistics fail to 
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embody the strength and emotion of their responses. 

This study follows some of the suggestions of Indian Education: Guidelines for 

Evaluating Textbooks From An American Indian Perspective (1981) a set of guidelines 

developed by the Ethnic Heritage Project Advisory Council through a grant from the U.S. 

Department of Education (Antell). These guidelines suggest approaching a curriculum 

evaluation by looking at the content, language and illustrations of textbooks. In exploring 

the content, this qualitative study utilizes a contextual descriptive technique of research in 

the interview component of this study. This technique is the one most often used in studies 

of how Native Americans are represented in textbooks. First, textbook content is 

categorized by themes, stereotypes, or historical events. Then, these thematic pieces are 

reviewed by a group of people in the form of isolated excerpts (O'Neill 1987). Also, the 

content is reviewed for the different kinds of curriculum bias that is described in a study 

conducted by Billington (1966): 

1. Bias by Inertia: The perpetuation of legends and half-truths and the 

failure to keep abreast of historical scholarship. 

2. Bias by Omission: The selection of information that reflects credit only 

on the writer's group. 

3. Bias in Use of Language: The use of words with a favorable connotation 

to describe one group and words with an unfavorable connotation to 

describe another. 

4. Bias by Cumulative Implication: The tendency to give all the credit for 
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Next, in evaluating the language of the reviewed textbooks, the researcher and study 

participants both look specifically for language that is misleading, negative or stereotypical 

when referring to Native Americans. Lastly, ten sample illustrations taken fi-om current 

textbooks are evaluated by the study's participants who are asked to comment on their 

impressions of the accuracy and representations of Native Americans in these visual 

depictions. 

Interviews 

I originally planned to interview Cherokee people who attended school in, and are 

still living in, DeKalb County, as well as tribal leaders who live in the surrounding area. 

However, the study was expanded to include a few tribal members living in other states, 

whose ties to Alabama and insights contribute a great deal. Also, an interview was 

conducted with one non-tribal member who is the Indian education director of DeKalb 

County. 

Interviews were initially solicited by calling for volunteers through the Cherokee 

Tribe of Northeast Alabama's listserve, and then through an ad in the Misty Mountain 

News, the tribal newspaper. Four people responded to these ads, and referred me to other 

family members as well. The rest of the participants were approached at a tribal gathering 

and asked to contribute to the study. Together, nine tribal members, and one non-tribal 
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member, were interviewed. The age distributions are as follows: two are in their 30s; one 

in their 40s; five in their 50s; and one in her 80s. There were a total of six females and four 

males who participated. Interviews took place in a variety of places: over e-mail, in a car, 

in the living rooms of participants, in an oflHce, and at a park. The length of the interviews 

also varied anywhere fi-om 20 minutes to one hour. 

Each participant in the study signed a human subjects form (see Appendix 4) prior 

to being interviewed, and each was informed about the nature of the research. The 

interviewees were given the option of anonymity, however, everyone involved agreed to 

have their names disclosed. It was the researcher's decision to only use the first names of 

the participants. Two of the interviews were conducted through email correspondence 

because of the distance between the researcher and the participants. The rest of the 

interviews were conducted in the summer of 1999 in northeast Alabama where they were 

audio-taped, and later, transcribed. 

Each interview, with the exception of the one with the DeKalb County Indian 

education director, was conducted in exactly the same manner. The same set of questions 

were asked (see Appendbc 1) and the same curriculum samples were presented to each 

person (see Appendix 2 & 3). The curriculum samples used in this study were extracted 

from Alabama state-adopted textbooks for grades 3"*, 4"', S**", 7^, S"*, and 9"'. Grades 3"^, 

S***, 7^ and S"* are general U.S. social studies texts, while the textbooks used for grades 4"' 

and 9"* are specific to Alabama social studies. Textbooks are found to be a good indication 

of how the curriculum is being carried out in the classrooms. With the exception of a few 
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teachers, it has been found that many "social studies teachers have depended heavily on 

these textbooks, because most have lacked the training and experience to teach about 

Native Americans without the texts." (Ferguson 1983:53). 

The general themes of the Alabama state social studies framework for grades 3-9 

that specifically mention Native Americans are as follows: 

• Grade 3: The Land and Its People (tribal geography; early Native 

Americans; Native Americans and the environment; Native 

American migrations; "Woodland Indians," "Plains Indians" and 

"Desert Indians") 

• Grade 4: Alabama History and Geography ("prehistoric" and 

historic Indians of Alabama; archeological study; culture; Native 

American governments; exploration and settlement of Alabama) 

• Grades 5 & 6: United State Studies ("prehistoric" settlement of 

Native American life; conflicts and cooperation among tribes; 

technology and trade; land bridge migration; Native/ non-Native 

contact and colonization; Manifest Destiny and the Indian Removal 

Act; Native American "militancy") 

• Grade 7: Foundations of Citizenship (identity, community and ties 

to land) 

• Grade 8: World History and Geography to 1500 (Pre-Columbian 

societies in the Americas) 
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• Grade 9: World History and Geography Since 1500 (racism; 

Columbian exchange) (Alabama Course of Study 1998). 

The interviews were coded by separating transcript excerpts first into the 

categories of curricular content, language, illustrations, and suggestions. Within the area 

of content, the transcripts were coded to encompass the following themes: 1) general 

representations (deficiencies, stereotypes, generalizations); 2) Native American Origins 

("prehistory"); 3) Early European contact and settlements (demography, disease and 

treaties); 4) Andrew Jackson and Indian Removal; 5) Native leaders/ contributions; and 6) 

identity recognition. The comments that reflect the educational experiences of the 

participants are combined with reactions of the participants to the current curriculum 

sample because the themes overlap. In looking at language in curriculum, the transcripts 

were reviewed for any comments made about terminology and tone that were used to 

describe Native Americans. Regarding the illustration samples that were presented in the 

interviews, the transcripts were coded to reflect comments on each of the ten illustrations 

(see Appendix 3). Participants reacted to how Native Americans are visually represented, 

as well as the content that the illustrations reflect. Lastly, any suggestions that were made 

at any point during each interview were coded for the section on "suggestions." 

Once the transcripts were coded, the materials were analyzed for any patterns in 

the reactions and comments of the research participants. Also, notice was given to 

differing viewpoints of the interviewees. The memories of the participants' educational 
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experiences, their reactions to the current curriculum, and their suggestions, are 

complemented with additional comments that are based on other research done on the 

representations of Native Americans in curriculum. Also, historical works are referred to 

throughout the curriculum evaluation to point out interpretations of history that differ 

from those presented in the textbooks. 

Introduction of Participants 

Larry, in his 50s, was the first to be interviewed. Currently living in Florida, he 

retired from the U.S. Army in 1981. He says that the army provided him with a "real 

education." Larry started P' grade in Fyflfe, Alabama in 195 land remained there until 

about the 3"^ grade. Then, his family moved to Fort Payne in DeKalb County where he 

went to Forrest Avenue School for a few years, followed by Williams Avenue school for 

7"' and 8'*' grade, and then back to Forrest Avenue. He went to DeKalb High School for 

one year and then dropped out before entering the army. During the course of the 

interview Larry summed up his early educational experiences by saying that "one needs to 

take into account that I was young and not a very interested student. I would do anything 

to keep from going to school. I was never able to feel comfortable in school. I always had 

a feeling that we were just too poor to be important. Not because we were Cherokee [but] 

we just had very little in comparison to most." 

Janet, a mother of two young daughters in her mid-30s, was the next participant 

in this study. Since she is the daughter of Larry, who had a career in the military for 
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twenty years, most of her childhood was characterized by frequent moves. She attended I" 

grade at Fort Avenue school in Fort Payne, moved away, and then once again attended 

school in DeKalb County from 1980 to 1983, for grades 9-12, at Fort Payne High School 

where she graduated. Janet, a college student, is currently living in DeKalb county with 

her husband and daughters. Her daughters currently attend school in Fort Payne. 

Wendy, early 30s, went to school in Fort Payne until the S"* grade where she 

attended Ruhuma School. "It was a very small school and I think that it is federally funded 

because it is such a rural area." She then went to Fort Payne High School for one year and 

then transferred to Sand Rock High School in Cherokee County where she graduated in 

1986. Wendy has a college degree and is currently a teacher in Cherokee County. 

Elma, in her 80s, began her interview by saying: "I never really did go to much 

school but it is on Lookout Mountain close to Lick Skillet. I went there at that little 

crossroads there, there was a school house there. TTiat has not been there in years... that 

was the only place that I went to school." Elma's interview took place in her long-time 

home in Fort Payne in DeKalb County. 

Rosten, in his early 40s, went to Ruhama school and then to Fort Payne High 

School. He later attended college where he received a degree. Rosten is currently living in 

southern Alabama, and works as an airplane pilot. 

Wanda, in her late 50s, started school in Calhoun County, Alabama. She then 

attended school in St. Clair County, at a public school named Avendale: "it was a mill 

school where cotton mill workers' children mostly went. I had not have been going there if 
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they had not condemned the school that I was going to in Pale City." Wanda dropped out 

of school in the 8* grade and married. She is currently a great-grandmother and is living in 

retirement with her husband in Texas. 

Linda, in her mid 50s, is currently the treasurer of the Cherokee Tribe of Northeast 

Alabama and the Indian education director for Cherokee County. Her early education all 

took place in Cherokee County where she graduated high school. She then attended 

Auburn University where she received her Bachelor's degree. Then, she went on to 

receive a Master's degree from Jacksonville State University. Linda is presently living 

with her husband on their farm in Cherokee County, Alabama. 

Tony, in his 50s, is the recently appointed tribal historian of the Cherokee Tribe of 

Northeast Alabama. His education all took place in the nearby state of Tennessee. He is a 

published author and holds a Ph.D.. Tony is currently living with his wife in Tennessee. 

Charlene, in her 50s, is the Chief of the Cherokee Tribe of Northeast Alabama. She 

was predominantly raised in southern California where she served on the police force for 

many years. She is now living in Northeast Alabama with her husband. 

Finally, the only non-tribal member who was interviewed was Maurice, the Project 

Director for the Indian Education Project of DeKalb County. His ofiSce is stationed in Fort 

Payne where he has worked at his position since August of 1985. 
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Limitations and Assumptions 

I was faced with many challenges while conducting this study. As mentioned, the 

distance between the researcher and participants made it difiBcult to perform follow up 

interviews. Also, for two of the participants the distance forced the interviews to be 

conducted electronically. Fortunately, everyone was gracious and patient which allowed 

for the work to get done regardless of the challenges. 

Other limitations of this study were a direct result of the time period in which the 

research was being conducted. Since the researcher was in Alabama over summer break it 

made it difficult to recruit teenagers for the study. Therefore, the sample is not as diverse 

as was originally intended. Also, since the study was being conducted while schools were 

closed down for summer break, there were no opportunities to speak to teachers or to 

observe classes in session. As a result, an evaluation of the curriculum is confined to 

reviewing the current Alabama social studies frameworks, and textbooks. 
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"Textbooks should help the student understand people both through 
cultural differences and through cultural similarities. Students will be 
able to decide for themselves that there is not one truth, but many : that 
there is no one real experience, but many realities: that there is not 
just one history, but many different ways of looking at events and 
interpreting them" (Antell 1981: 270). 

Before proceeding into the findings of this research, it is important to point out 

that although the image of the Native American has changed over time, the processes used 

in the development of the image have remained the same (Vondra 1994:235). The image 

of the Native American in school curricula either remains a tool "used selectively to 

support White political or economic structures," or as an object of fascination and 

curiosity (ibid). A few years ago, the state of Alabama declared it to be the "Year of the 

American Indian." Although the formal recognition of the tribal communities living within 

their state was a large step for a southeastern state which, for the most part, ignored those 

Native peoples who were not removed to "Indian territory" in the 1830s, one has to 

wonder about their motives. Is the image of the Native American in this case just being 

used as a tool to promote a general pride and loyalty to Alabama history? This is a 

relevant question when looking at the educational experiences of some of this study's 

participants. Larry, 50s, recalled his experiences; 

I came away from school with the impression that the Indian was very 
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low on the score board of importance. To my way of thinking, the only 

time an Indian was important, was when they were used to enforce the 

subject being taught. I just don't recall anytime that the Indian was the 

topic. 

Also, when Rostea, 40s, was asked about the time of year that he recalls Native 

Americans being taught about in school, he responded: "During Thanksgiving and other 

times of the year, but only when it pertained to European settlers or explorers." In other 

words, the discussions on Native Americans merely served as a way of complementing 

European and European/American history. Many social studies books reflect the view that 

American history is "essentially a story of civilization overcoming primitivism" and Native 

American history "is significant only when it intersects with the history of European 

settlement...Indians themselves are significant primarily as 'obstacles to progress'" (Hoxie 

1988: 393). 

Fortunately, most of the study's participants agree that the general representations 

of Native Americans in social studies curriculum has improved over the years, yet progress 

still needs to be made. For example, Larry went on to say: 

I feel that there is much effort being put into the subject of Native 

Americans at the present time. I am very pleased [that] people look at us as 

a people now, not just a curiosity. It is very hard to believe that we will 

outgrow some of the mystique about us that is the direct result of the 
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uniformed and uneducated. For example, when some see an old cabin in 

Alabama, Georgia or some other place in the south, they seldom realize 

Indians lived in them as well as the whites. Most people only think of 

Indians as they are depicted by Hollywood. But I guess the truth is far less 

interesting... When the word Alabama is mentioned, not very many people 

think of Indians... We are just as much to blame because we have been way 

too silent on the subject. 

Tony, 50s, the tribal historian of the Cherokee Tribe of Northeast Alabama, has had a 

great deal of experience trying to tackle public misconceptions about Native Americans, 

and has seen some improvement. 

We are still at a time in 1999, especially in the southeast, where racism 

still exists, prejudice still exists, it has changed a great deal in my lifetime 

just in the past ten years I have seen a tremendous difference in people's 

viewpoints, but it is still here. In the school systems it is more prevalent 

than it is in the public. By comparison I will give an example, probably ten 

years ago maybe three [or] five times a year someone in my family, maybe 

me or my mom or someone, would be asked to come and speak at schools. 

Today I have a waiting list over two years long...It has changed 

dramatically in ten years, yet we still have a long way to go- especially in 

textbooks. 
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Although many visible improvements have been made in school curricula and 

public images regarding Native Americans, a study such as this is warranted because many 

Native people still have a great deal to say about the changes that need to be made. In 

looking at textbook content specifically, there are many thematic pieces that can be 

evaluated individually. However, this study narrows this list of themes to include the 

following: 1) general representations (deficiencies, stereotypes and generalizations); 2) 

Native American origins in the Americas; 3) early European/ American contact and 

settlements; 4) Andrew Jackson & Indian Removal; 5) Native American leaders/ 

contributions; and 6) identity recognition. 

General Representations 

The interviewees' memories of how Native Americans were portrayed during their 

elementary and secondary school experiences do not provide any surprising revelations. 

Most of their memories are primarily of textbook depictions because as Larry expressed, 

"to my recollection anything that I was taught about Indians came from textbooks...[and] 

my school textbooks gave me very little insight about Indians." Rosten felt that Native 

Americans were represented as "not being civilized," "savage," and as "part of the 

wilderness." Janet, 30s, felt that Native Americans were represented as "bad guys" who 

"were got rid of because they were no good." Janet also felt that the negative 

representations of Native Americans in schools were reinforced in the media which caused 

her a great deal of distress as a child. 
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Daddy and I would watch cowboy and Indian movies and I would always 

go to bed crying and I just always thought that it was wrong because they 

were always portrayed as the bad guys. Then, you go to school and they 

are still portrayed as the bad guys. 

Interestingly enough, many of the current textbooks address negative stereotypes head-on. 

For example, in the fourth grade textbook. Know Your Alabama {\9%6), Chapter 5 

entitled "Indians of Alabama" begins by saying: 

When somebody says the word, Indian, what do you think of? Red 

warriors killing helpless white people? (Perhaps because you have 

seen this so often on television.) Or do you remember those friendly 

Indians who helped Americans celebrate their first Thanksgiving? 

There is truth in both these stories. Many Indians tried to be 

friendly to whites who invaded their land. Many became angry and 

warlike. But we cannot leam much about Indians simply from how 

they acted toward whites. We need to know how Indians lived before 

the first white men appeared on these shores (35). 

Although historically Native Americans have been represented as "ignorant 

savages" and "vanishing peoples," curriculum materials today tend to stereotype Native 

Americans as being "infested with problems," or as the American Indian Historical Society 
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(1968) pointed out in their list of "Common Misconceptions of American Indians": "Lo, 

the poor Indian! The noble Indian! The true American who has been so long oppressed 

and mistreated! Pity the poor Indian!" In the textbook, America: The People and the 

Dream (1994), this attitude of pity is apparent in a section entitled "The Plight of the 

American Indians," 

By the 1930s it was clear that a change in the government's policy toward 

American Indians was long overdue. A 1924 law belatedly granted 

citizenship, including the right to vote, to all Indians bom in the United 

States. Roosevelt appointed John Collier, a champion of Indian rights, as 

Commissioner of Indian Affairs...An Indian Emergency Conservation Work 

Group created new jobs for American Indians. Also, an Indian Arts and 

Crafts Board encouraged tribes to produce native handiwork, such as 

blankets and jewelry, for sale. Collier employed many Indians in the Indian 

Bureau and supported educational programs on reservations. Despite these 

gains, one-third of a million Indians remained the nation's poorest citizens 

(714-5). 

Native Americans are hardly mentioned in this textbook book again until the chapter on 

the 1960s in which case an excerpt on the "American Indian Movement" is provided: 

As you have read many times in this book, American Indians experienced 

severe prejudice and discrimination throughout American history. Changing 
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government policies did little to help the Indians. As late as the 1950s, the 

American government, under a policy called 'termination,' was taking 

Indian lands that had valuable timber. President Kennedy stopped this 

policy... During the 1960s Indian leaders worked to improve living 

conditions and to restore pride in their cultural heritage. Dennis Banks 

founded the American Indian Movement (AIM) in 1968. This organization 

worked for 'Red Power' by demanding less government control over 

Indian afiairs and a renewed interest in preserving traditional Indian arts 

and crafts (798-9). 

Both textbook excerpts present a pattern of bias by cumulative implication in which 

Native Americans are being "saved" by non-Native Americans. This type of bias, which is 

outlined by Billington (1966), gives all credit for positive developments to one side (13). 

Whether it be John Collier the "Champion of Indian Rights" or President Kennedy who 

saves "Indian lands that had valuable timber," Native Americans are secondary to the 

information being presented. 

The last excerpt goes on to discuss the idea of the "Indian protestor" which is a 

theme described by Harris (1973) in his list on stereotypes of Native Americans in 

textbooks, and expanded upon by Garcia (1978). Throughout America: The People and 

the Dream, Native Americans are for the most part characterized as "weak" and 

"harmless," and the section on AIM does not stray from this general trend. Instead of 
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discussing Native American concerns over sovereignty issues and the breaking of treaties 

by the United States, this excerpt simplifies these issues by just saying that they 

"demanded less government control," and then in the same sentence they are described as 

wanting to preserve "traditional Indian arts and crafts." By adding the section on arts and 

crafts immediately after a brief mention of AIM's demand for less government control, it 

downplays the seriousness of AIM's anti-federal government stance. 

In relation to Native American gender roles, Janet remembers how she was taught 

that "women did the work and the men did the hunting, [and] in some tribes it is taught 

that the men just sat around while the women did everything." Although Janet's comment 

on the portrayal of Native gender roles was triggered by a recent textbook illustration 

which will be discussed in more detail in chapter 6, other textbooks acknowledge that 

there is a discrepancy between reality and the early European notion of Native American 

gender roles. 

When the first Europeans came to this part of the world, they decided that 

Indian women were harder workers than men because they saw men 

resting, talking, or playing games. They did not understand that these men 

did most of their working in hunting season. Women worked hardest when 

crops were growing (Hamilton 44-5). 

Although some of the reviewed textbooks recognize how Native American women are 

often stereotyped, none really bring out the true importance of women in many matriarchal 
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Native cultures. Also, it is important that textbooks show that women are not regarded 

identically by all Native communities. 

Berkhofer (1978) listed one of the most predominant themes in the stereotyping of 

Native Americans as being the generalization from one group or culture to other tribal 

cultures. In looking over the interview transcripts, a pattern seems to emerge. Most of the 

study's participants who are in their 50s recall that tribal diversity was not addressed in 

their education. Larry could "not recall being taught about any tribe specifically," while 

Wanda agreed that she did not "learn about the diversity of diflferent tribes." Then-

Wendy, in her 30s, did leam about "some different areas [and people] such as the Aztecs 

out west and in the Woodlands more in the eastern regions." The textbooks that are used 

today reflect that some progress has been made in the representation of tribal diversity. 

Janet offered some interesting insight into the teaching about the diversity of 

Native housing structures. 

In school we were taught that all Indians lived in teepees. Now my 

children know different. They know that the Indians of this area lived 

in houses like we have today...The schools have gotten better and it is 

required in fourth grade that you have to do a project where they 

build a model of an Indian home, or a village even, and it has to be 

correct. It has to be a house or the little mud huts, but not a teepee. 

Although it appears as if the current curriculum is improving in their presentation 
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of tribal diversity, Maurice, the Indian education director for DeKalb county, believes 

that the current social studies curriculum is generic. 

It is an ALL Indian approach. They do not have the time or space to do the 

comparative kind of thing. We really run into that problem as we try to be 

more specific in our Indian Education program. That is why we have 

developed our own curriculum based upon the southeastern woodland 

Indians. 

In regards to the diversity of tribal languages, Janet says that "Sequoyah is 

mentioned in this area a great deal, but it is not really discussed that there were different 

[Native] languages... there is English, there is Spanish, and then there is an 'Indian 

language.'" 

Fortunately, each of the current textbooks that were reviewed take the time to 

include some specific tribal communities into their lessons. For example, the third grade 

textbook. From Sea to Shining Sea (1997), includes the Menominee Reservation in a U.S. 

geography lesson (G13). America: The People and the Dream (1994), profiles the 

Iroquois longhouse (62). Also, the three textbooks that relate specifically to Alabama 

social studies, discuss the Cherokee, Choctaw, Chickasaw and Creek to a great extent. 

However, although it is clear that there has been a great deal of improvement in the 

presentation of tribal diversity in curriculum, each of these textbooks still tends to 

overgeneralize tribal communities. One textbook says: 'Tour and seven were important 
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numbers to the Indians," and "Indians traced their ancestors through their mothers" 

(Hamilton 39-40). Obviously, not all tribal communities trace their ancestors through their 

mothers or believe four and seven to be important numbers, but how are children 

supposed to make this distinction on their own? When textbooks overgeneralize about the 

beliefs and practices of Native peoples, children are being conditioned to do the same 

thing. 

In evaluating how Native Americans are represented in curriculum, it is important 

to look at the time of year that Native Americans are discussed. Wanda, in her 50s, 

expressed what most interviewees said: "I remember learning about Indians at 

Thanksgiving time. In fact, that was when they talked about Columbus 'discovering" 

America was right at Thanksgiving. That's when you got that history." Antell (1981) 

points out that one of the greatest needs in social studies textbooks is that "information 

about the American Indian should be integrated throughout the entire textbook, not 

isolated or treated as an afterthought" (272). Every one of the textbooks reviewed in this 

study fit a general pattern in which "Indian history has devolved fi-om high adventure to 

demographic speculation" (Hoxie 1988: 391). Native Americans are discussed at the 

beginning in the chapters on "prehistory," then in the era of European exploration and 

settlement, a brief description of Indian Removal is given, and then, 

American Indians drop out of sight again and, if they resurface at all, it is 

in the late 1960s or early 1970s. Then they are usually lumped together 

with other minority groups and viewed as 'problems.' Emphasis is likely to 
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be placed upon social conditions such as poverty, lack of education and 

unemployment 

(AnteU 273). 

A separate study could be done on deficiencies of social studies textbooks, and as 

mentioned. Native Americans are not represented throughout textbooks, but confined to 

isolated passages. Although this will be discussed later in the chapter, it is important to 

point out that Native Americans have contributed much more to American society than 

foods and medicines which are discussed in the first chapters of the textbooks reviewed. 

Native Americans have fought in American wars, hold political offices, and are among 

some of the most prominent intellectuals. Also, it is of great concern to the researcher, as 

well as the study's participants, that Native Americans are rarely portrayed in a 

contemporary setting. By exclusively portraying Native Americans fi-om a historical 

viewpoint, students are led to believe in the stereotype of the 'Vanishing Indian." 

By including up-to-date material in the textbook, the student will know 

that American Indians are still alive and contributing members of modem 

society. This information also gives American Indian students a feeling 

that the material is relevant and includes all ethnic groups, especially their 

own (AnteU 272). 

In Alabama specifically, it was not until recently that schools began to teach that 
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not all Native Americans were removed to "Indian territory" in the 1830s. Most of the 

study's participants felt that the schools that they attended in their youth were in denial of 

the fact that there were still Native people in the southeast. Larry's response was, "it was 

a very long time ago and Indians were not real important or popular. This was during a 

time when denial was still very much alive in Alabama and other close by areas." Similarly, 

when Linda was asked if Native Americans were ever really mentioned when she went to 

school she placed her answer into a historical context: 

Not at all because we were on the tail-end of the era when if you were part 

Indian you just did not tell it. And 1 think that goes all the way back to 

1838 when they... started herding up Indians here in 1836... actual removal 

took place in 1838. Most of our people here were herded over to Fort 

Payne, which was Willstown, where they had the block stockade and then 

transferred over to what is Guntersville, Alabama, which was once called 

Gunters Landing. People hid and tried to blend in with white families and 

some would do most anything to avoid removal. It was easier for the 

Indians who did not have much property, or anything showy to do that 

because the ones who had some big houses and a good bit of live stock and 

all were of course very obvious to the soldiers coming in. It was easy to 

burst into their houses and to get them and their kids right then. A large 

number of our people managed to avoid going west and those are the 

ancestors of most of us living here right now. 
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Linda also observes how the lack of information on contemporary Native Americans has 

led to a stereotypical attitudes among residents of Northeast Alabama: 

It is a common misconception where people will say that my great-great 

grandmother was a 'Cherokee princess.' That is one that we still hear most 

often around here. Many whites say that if you are Indian you can get some 

money to go to school...[also] many whites in this county think that if you 

express any 'interest' in being Indian they think that you are either a 

'Wannabe Indian' or you are left over from the hippie days. I think that is 

another bad perspective that some people here in Northeast Alabama have. 

Janet had this to add: 

I know that some children are very conftised over identifying as Indian...I 

know when it became very popular about ten years ago to start researching 

your history and the Powwows became very popular here in Fort Payne 

and in the [surrounding] area. People would say 'There is a blond headed 

boy dancing down there, he is not Indian' or 'There's a black man out 

there. There is no such thing as a black Indian.' I am so sorry... that just 

doesn't mean anything. There is a lot of stereotypes still in this area. 

People do not understand if they have not actually done some history and 

research and if they don't give a flying flip or if it is not important to them. 

They are very stereotypical around here. 
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Whether these attitudes are the result of "societal curriculum" or school curriculum is 

unclear, however the fact that they exist is of great concern. Schools have the opportunity 

to address such misnomers, and as Tony points out: 

Textbooks that children are studying at virtually every level are all the 

same. With ver>' little said about our people, so much of it is just the 

stereotypical view that some white person wrote. I grew up with 

discrimination, I learned from it and I think our children today will continue 

that [racism] if they are not taught the truth and be allowed to see both 

sides of the view. I do not think that the classrooms for elementary and 

high school students are the places to argue racial issues, but I think that 

they are places for them to be discussed and I think that if the truth is told 

they can draw their own conclusions. We would have a lot better educated 

children. I think that you can sum up what most Indian people that I know 

would say in one sentence, 'tell the truth.' 

Native Origins 

A chapter entitled "A Land of Immigrants" out of the S"* grade textbook, America 

Will Be, states: "Even American Indians, the first people to live in America, came from 

Asia many thousands of years ago. Since then people from many lands have moved to this 

country" (13). The Alabama state-adopted textbooks utilize the "land bridge," or Bering 

Strait, theory of Native origins in the Americas as an undisputable paradigm. This topic 
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sparked an impassioned reaction from most of the study's participants. Janet stated: 

When I was in school and growing up, it was just that Indians were here. 

This is where God put them and this is where they began. I have a problem 

with the Bering Strait theory. I do not believe it. It is faith, you have to 

just have faith that this is how it began. There is not a question as to where 

white people came from, they just accept it. So why is there a questions as 

to where Indians came from? 

Tony's reaction was along the same lines. 

There is no proof of the [ Bering Strait theory]. Our people have never 

subscribed to that. It tends to mislead people into thinking that we are of 

Asian descent. I do not subscribe to that and I have never seen anything 

that bore it out at all. Many of them [schools] are teaching we are 

decedents of the tribes of Israel, any of those who allow any degree of 

religious classes. Of course, none of them are subscribed to by any Indian 

people that I am aware of The Bering Strait theory is totally the white 

man's theory as far as I know. I have never personally seen any Indian 

academic who subscribes or does anything but laughs at that theory. 

Visual representations accompanied by vivid depictions of "Asian hunters" 

following large game animals into this continent are among some of the foundational 
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images that build school children's jjerceptions of the world. In Alabama, the Bering Strait 

theory is taught as early as 3"^ grade, and with the exception of one of the reviewed 

textbooks, there is no mention of any alternative perspectives as to how Native Americans 

originated in the Americas (Divine 20). Loewen (1995) complains that "textbooks seem 

locked into a rhetoric of certainty" (46). Vine Deloria, in Red Earth. White Lies: Native 

Americans and the Myth of Scientific Fact (1997), challenges the Bering Strait theory: 

There are immense contemporary political implications to this theory which 

make it difficult for many people to surrender. Considerable residual guilt 

remains over the matter in which the Western Hemisphere was invaded and 

settled by Europeans. Five centuries of brutality lie uneasily on the 

conscience, and consequently two beliefs have arisen which are used to 

explain away this dreadful history. People want to believe that the Western 

Hemisphere, and more particularly North America, was a vacant, 

unexploited, fertile land waiting to be put under cultivation according to 

God's holy dictates... The hemisphere thus belonged to whoever was able 

to rescue it from its wilderness state. Coupled with this belief is the idea 

that American Indians were not original inhabitants of the Western 

Hemisphere but latecomers who had barely unpacked before Columbus 

came knocking on the door. If Indians had arrived only a few centuries 

earlier, they had no real claim to land that could now be swept away 

by European discovery (67-8). 
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As Deloria alludes to. the Bering Strait Theory has been manipulated to fit political 

ideologies. Even in recent years, this theory has turned up in the media as politicians, and 

other Americans, build a case against Native rights by referring to Native Americans as the 

"other immigrants." By teaching this theory to young children, it becomes embedded in 

their minds to the point where it will become increasingly diflScult for them to remain 

sensitive to other perspectives on the issue of Native origins. In referring back to the 

N.C.S.S. report on "Scope and Sequence," three of their objectives are relevant to this 

discussion: 

• Reflect a global perspective; 

• Foster the knowledge and appreciation of cultural heritage; 

• Foster the knowledge and appreciation of diversity. 

By teaching the Bering Strait theory in schools, and setting it up as a paradigm, the social 

studies curriculum of Alabama is not fiilfilling their goals of teaching a global perspective, 

the appreciation of cultural heritage, or the appreciation of diversity. The reactions of the 

two study participants above reflect the sentiments of many Native people, and with this 

being the case, why would schools persist on teaching just one view? 

Earlv European/ American Contacts and Settlements 

The American public school curriculum is laden with the images of "heroes" who 

are credited with helping to form the "national character" which is built on the notion of 
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exploration and "discovery." Early European explorers such as Christopher Columbus and 

Hernando De Soto are praised for their bravery as they entered the "New World."' Larry 

remembers how, 

Columbus was a popular subject with my teachers. I could never generate 

very much interest in [him] so I could not see any importance in what he 

did. De Soto was a different story, he had been to Alabama. He was easy 

to study because you could see the places he was said to have been. 

Historian Howard Zinn (1995) explains that by treating historical figures such as 

Columbus and De Soto as heroes, "the pretense is that there reaUy is such a thing as 'the 

United States'" in which people live in a community and share common interests (9). He 

goes on to say that: 

Nations are not communities and never have been. The history of any 

country, presented as the history of a family, conceals fierce conflicts of 

interest (sometimes exploding, most often repressed) between conquerors 

and conquered, masters and slaves, capitalists and workers, dominators and 

dominated in race and sex. And is such a world of conflict, a world of 

victims and executioners, it is the job of thinking people, as Albert Camus 

suggested, not to be on the side of the executioners (10). 

'Although seafarers fi'om other parts of the world such as Afiica and Asia made it to the 
Americas, they are not mentioned in the reviewed textbooks. 
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Many studies have been done on the depiction of Columbus in textbooks. For 

example, Loewen (1995), in his book entitled Lies My Teacher Told Me: Everything Your 

American History Textbooks Got Wrong, there is a whole chapter devoted to Columbus. 

The way American history textbooks treat Columbus reinforces the 

tendency not to think about the process of domination. The traditional 

picture of Columbus landing on the American shore shows him dominating 

immediately, and this is based on fact: Columbus claimed everything he 

saw right off the boat. When textbooks celebrate this process, they imply 

that taking the land and dominating the Indians was inevitable if not natural 

(44). 

The implication of "naturally dominating" Natives was an issue that came up in the 

memories of the interviewees. Rosten remembers how "Columbus was portrayed as a hero 

through high school...[while] Natives were obstacles to overcome or slaves to dig gold." 

However, this attitude is found in the reviewed contemporary textbooks as well. For 

example, in America: The People and the Dream (1994), the relationship between 

Portugal and Spain during the early European exploration era is discussed, yet the closing 

comments are as follows; 

Absent from all discussions were the people who lived in the Americas, 

Africa, and the East. Since these people were not Christians, both the 

Spanish and the Portuguese assumed authority to rule them (46). 



71 

Columbus and his successors did not encounter an empty wilderness, but a densely 

populated continent with complex cultures and well structured governments. The 

reviewed textbooks give the impression that the history of the Americas did not really 

begin until the early European explorers came. By dismissing Native people as abruptly as 

the previous passage, students are only being taught a narrow version of history and being 

denied access to a more well-rounded view of the world. 

The authors of history textbooks have taken us on a trip of their own, 

away from the facts of history, into the realm of myth. They and we have 

been duped by an outrageous concoction of lies, half-truths, truths, and 

omissions... (Loewen 39). 

In the southeastem part of the United States, Hernando De Soto is talked about 

extensively in social studies units on European exploration. Janet's reaction to the 

question about early European explorers is in response to both her own education, as well 

as her young daughters': 

They talk a lot about De Soto, he is a really big one that they discuss 

with the park and everything..." He is built up bigger than life. He is built 

up as a big deal in this area as if he no one else has been here before. They 

~ De Soto State park and caverns are located in Childersburg, Alabama. This is a popular 
school field trip site that advertizes a character called "Happy Hernando" who walks 

around the park like a Disneyland character. 
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are doing a little bit more with the Fort Payne Trail of Tears marker and 

such as that, but still De Soto, he takes top dog right here. 

As Janet pointed out, De Soto is built up "bigger than life" in Alabama since his travels 

took him through the heart of the state. In the 4'*' grade textbook entitled The Alabama 

Story: State History and Geography (\993), a vivid characterization of De Soto is 

provided: 

A 44-year-old man wearing a steel shirt, called chain mail, and a steel 

helmet rode forward as the leader of this large group. He was Hernando de 

Soto. The Spanish governor of Cuba. His dark eyes looked over his large 

group of men and animals. His face held a serious expression. De Soto was 

a conquistador, a European conqueror of the Americas. All the other men 

looked up to him with fear and respect. They called him 'the Governor.' 

De Soto was a bold and brave man. He was also selfish, a man who wanted 

his own way and usually got it (29). 

De Soto's profile is not one to forget from this myth-making excerpt which continues on 

to discuss his "discovery" of the Mississippi river. Loewen points out that. 

Textbooks portray De Soto in armor, not showing that by the time he 

reached the [Mississippi] river, his men and women had lost almost all their 

clothing in a fire set by Indians in Alabama and were wearing replacements 
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woven from reeds. De Soto's 'discovery' had no large significance and led 

to no trade or white settlement. His was merely the first white face to gaze 

upon the Mississippi (52). 

While De Soto is characterized as strong and dominant, the same reviewed textbook 

describes the Native peoples he encountered as cowards. 

De Soto's men rode up to one group of Indians. All except one ran away 

from the horses. The one who stayed came forward. 'Do not kill me.' he 

shouted in Spanish. 'I am a Christian' (Norrell 37). 

Again, Native Americans are portrayed as weak which ultimately feeds into other 

stereotypes found in the reviewed textbooks that portray contemporary Native people as 

"desolate" and "pitifiiL" Also, Native people are primarily portrayed in passages about 

first European contacts as simply "Indians" without any individualization. Great care is 

given to the depictions of Columbus and De Soto, but what about the leaders in the Native 

communities which they encountered? By creating a situation where the European 

explorers are "bold and brave" and the Natives just simply an undistinguishable group of 

"Indians," children come away from school applauding and fantasizing about the 

"conquest of Indians." 

When the study participants were asked whether they were taught about the 

dramatic decreases in the Native populations, most of them responded in the negative. 
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Larry was the only person to recall some discussion. "I do remember the discussion of 

Europeans and diseases. It was never explained to the extent we now know took place. 

Now that I know of some of the problems in this area I feel somewhat short changed." 

Janet's response to this question was, "I guess we just vanished off of the earth according 

to them. They do not really discuss that people were here and they do not tell what 

happened or when and why." Wendy remembers some discussion on the decrease of the 

Native populations in southeast, however, she felt that the way this information was 

conveyed was detached. "The only thing that I [was told] was that [Indians] were moved 

in the Trail of Tears out West. And that was it. They never said that they were moved 

from places that you live today or fi-om places that we play." 

Fortunately, the textbooks that were reviewed for this study contain discussions on 

the impact that disease had on Native Americans. 

Some of the Spanish soldiers had diseases when they came. They brought 

measles, chicken pox, smallpox, influenza, and tuberculosis. The Indians 

had little resistance to these diseases (Norrell 1993: 46). 

However, the information for this discussion is framed in such a manner to perpetuate the 

stereotype of the "weak Indian." This takes it a step ftirther than portraying Natives as 

weak in the cowardly way, and insinuates physical weakness. 

The Indians caught the Spaniards' diseases and frequently died from them. 

Diseases that are not life-threatening to many Americans today— measles 
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and chicken pox for example— killed millions of Native Americans 

throughout North and South America (Norrell 47). 

Although the information is factually accurate, the presentation of it. and the lack of a 

more complete explanation, misleads readers into forming false images of Native 

Americans as being inferior to Europeans. Also, disease is not the only impact that 

Europeans had on Native Americans in these early periods. Europeans disrupted 

ecosystems and cultures as they began to exploit the resources of the land, and committed 

genocide or enslaved the Natives. 

Berkhofer (1978) points out another persistent theme in the stereotyping of Native 

Americans is the "conceiving of Indians in terms of their deficiencies according to White 

ideals rather than in terms of their own various cultures" (25). This form of stereotyping is 

an overwhelming problem in each textbook as they approach the topic of widespread non-

Native settlement. For example, in The Alabama Story (1993), there is a section entitled 

"Cultural DiflFerences Between Alabama Indians and Europeans" which states that 

Europeans were superior to Alabama Natives politically and technologically (51). This 

section proceeds: 

The Indians thought of themselves as one part of the natural environment. 

They did not believe that they should destroy or exploit nature rather, they 

believed they should live in harmony (emphasis in original) with it. Land 

was not something that one person could own. The Indians have little 
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interest in acquiring wealth. By contrast, Europeans believed they had the 

God-given right to use and conquer nature. They believed men had the 

right to own land. Great wealth, in their eyes, was a sign of achievement 

and success (50). 

Not only does this excerpt fall into the "noble Indian" stereotype, it does not acknowledge 

that Native Americans did not live in a "wilderness." but rather a carefully controlled 

environment. Plants were being harvested, isolated bums were being conducted, and the 

animal populations were being carefully controlled. However, this excerpt does much 

more than reveal the ignorance of the author, it leads the reader to believe that non-Native 

methods of settlement were justified because after all "Indians had little interest in 

acquiring wealth," while the Europeans desired the land for "achievement and success" 

(50). 

There was a general consensus among the study's participants that the idea of 

"Manifest Destiny" is not presented well in social studies classrooms. Like European 

exploration, "Manifest Destiny" is romanticized in textbooks because there is the 

assumption that these points in history provoke pride in all Americans. The main concern 

of the interviewees in this area is that there are key pieces of information that are being left 

out of the discussion. Linda expressed; 

Manifest Destiny is not presented accurately. One of my favorite history 

test questions is 'how many survivors were at Custer's last stand?' And the 
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kids will say, 'everyone was killed.' Well no. there were about 7.000 

Indians that survived. They do not perceive Indians as being survivors in 

holocaust situations. And it is easy to let little things like that creep in 

without anyone meaning to, but you know then again I think kids need to 

be taught about both sides of that battle. Not just Indian kids, all kids. They 

need to be taught that for one race to try and annihilate another is wrong. 

They need to see both sides and they need to be able to determine that it is 

not right for one people to drive out another people. 

The reviewed textbooks barely, if ever, discuss the treaties that tribal nations 

entered into with European nations and the American government. The brief mentions 

serve to explain the purpose of treaties as redefining boundaries. The simplification of this 

issue was dissatisfactory to some of the interviewees. For example, when Elma. in her 80s. 

was asked about treaties she replied, "They done them dirty that is what happened [and 1 

think children] should know the whole thing." Janet concurred, yet added, "I think that 

they [children] need to know that this was by force and not by choice." More of a 

discussion on treaties in textbooks is warranted because it sheds light on the fact that tribal 

nations were recognized as sovereigns, and could help children to understand some of the 

contempyorary issues that tribal nations are facing today in a time where the federal and 

state govenmients are constantly imposing upon tribal sovereignty. 



78 

Andrew Jackson and Indian Removal 

As expected, questions regarding Indian Removal sparked strong reactions from 

the study's participants. Andrew Jackson became a national hero following the Battle of 

Horseshoe Bend in which about 800 Creeks were killed, with few non-Native casualties. 

The outcome of the battle was a direct result of Cherokees who enlisted on the side of 

Jackson. Once Jackson became president of the United States, he pushed the Indian 

Removal Act through Congress in an attempt to free up eastern lands for non-Native 

settlement. Removal was one of the most devastating eras in Native American history, 

breaking up many families, and dispossessing whole groups of people. Charlene. the 

current Chief of the Cherokee Tribe of Northeast Alabama, had this to say about Andrew 

Jackson and his role in removal: 

The truth has never been told about Andrew Jackson. I really feel that the 

part that Andrew Jackson had in the slaughter and the killing of Indians 

should not be hid. I think that more truth should be told about Andrew 

Jackson hiding behind Christianity and not having any use whatsoever for 

the Indian people. 

Some textbook portrayals of Andrew Jackson represent him as a hero and idealist. 

Andrew Jackson was a new kind of President— of the people, self made, 

from the West. Jackson took ofiBce believing that the people stood solidly 

behind him, and he began immediately to put his ideas into practice. He 
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thought government should stay out of certain matters, such as economy 

and personal freedom (Divine 341). 

When this excerpt was presented to Tony, he responded in the following way: 

Nothing can be further from the truth. If you look at history itself, not 

my words, every document in the archives that would relate to my people 

would argue this point totally. Personal freedom? For whom? Of the 

people? What people? Andrew Jackson, to me as a person and as a 

Cherokee, is a murderer and a traitor to this country. He took our people 

under his wings and into his fold and used us, and then banished us from 

our own homelands. I think that his record is quite clear without me going 

into any great detail about it, but I am personally offended. I always have 

been all my life, as have my ancestors before me by the very name of 

Andrew Jackson. I am a resident of Tennessee. Today in 1999, the state 

office building in Tennessee is called the Andrew Jackson building. I refuse 

to go in it, and I would not under any circumstances go in it. Hitler built 

wonderful highways for Germany, the Autobahns were the first highways 

of the world. But we do not see statues of Hitler today and we do not see 

buildings named after him. I think that Andrew Jackson's attributes should 

be taught if we want to teach them, he was after all the president of the 

United States. He was the governor of Florida. But let's tell the truth...It 
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has not changed much today in many areas [many people] are still pro-

hero, 'Let's don't tear down our heros, let's don't bust the bubbles.' 

but sometimes we have to do that. They did in Russia a few years ago, they 

did it with Hitler. People say that you can compare Andrew Jackson to 

Hitler, absolutely. Four thousand graves between here and Oklahoma. No 

one has ever paid for those, yet this man is still held as a hero. Everywhere 

I go and in my own state, and that is insulting. Especially to those groups 

of folks who were buried in those graves. 

Interestingly enough, this same textbook goes on to show the darker side of Jackson; 

however, it is made very clear that the negative things being said about him are from the 

perspective of his critics. 

Jackson's critics called his actions arrogant. They accused him of 

overstepping his powers as President. Some people questioned the 

constitutionality of some of his policies. Tyrant, rabble-rouser, king— these 

were but a few of the names hurled at Jackson by his opponents (342). 

The way in which this excerpt is phrased makes it easy for the reader to dismiss these 

descriptions of Jackson as merely the biased opinions of his "opponents." Not a single one 

of the reviewed textbooks gives a "real" voice to the Native people who were afiected by 

removal, and many generalizatk>ns are made. The discussions on removal tend to focus on 
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the Cherokee while barely even mentioning other tribal communities. A great deal of 

history goes untold in these textbooks, leaving children with the impression that Indian 

Removal only refers to the Cherokee, or the "Five Civilized Tribes," when if fact Indian 

removal was a nation-wide phenomenon. Charlene pointed out: 

Like so many things in the textbooks, they have just left so much out, you 

could write a whole book about that. It just was not Cherokees who were 

removed. It is obvious that they just skim over the subject. 

Some of the reviewed textbooks tend to try to rationalize Cherokee removal by 

saying that "Cherokees had taken up the ways of whites, become Christians, and sent their 

children to white schools," and as a result, they willingly "accepted their fate" (Hamilton 

1986: 88). This same text, however, does go on to say that the Cherokees did resist 

removal, but eventually signed the treaty, and thus leaving out some crucial information 

regarding the fact that the treaty was signed by four Cherokees who did not represent the 

whole Cherokee Nation. The majority of the Cherokees did resist removal, and continued 

to after long after the Treaty of New Echota was signed. The whole process was forced— 

the nation as a whole did not give in. Another textbook more boldly addresses removal by 

saying. 

It was a shameftil thing for Americans to do to other Americans.^ It was an 

^It is important to point out that Native Americans were not considered citizens of the 
United States during the Removal era. Citizenship was not granted until the 1924. 
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act that completely opposed the values of equality, democracy, and 

freedom for which the Oeclaration of Independence and the United States 

Constitution said America stood. The forced migration of Native 

Americans was a terrible event in our history, and we as Americans and 

AJabamians must never forget it happened (Norrell 1993:93). 

This textbook is to be commended for making such a strong statement against removal, 

and should set a precedent for other textbooks. However, this excerpt does not view 

Removal as being an assault on sovereign nations, but rather on individuals. This does not 

promote an understanding of tribal governments as sovereigns, or of Native people as 

citizens of a tribal nation, but appeals to the students' emotions on the mistreatment of 

individual "Americans." 

The textbooks that are specific to Alabama only briefly mention Fort Payne, a 

significant removal stock brigade, located in DeKalb county. When Janet was asked about 

whether she was taught about Fort Payne in school her response was. 

No, I have never heard about that in school. I do not believe that it is in the 

books now. I think that Wills Valley is mentioned a little, but it does not 

say it's located in the Fort Payne area. 

All of the interviewees expressed the importance of teaching local history. Wanda said, 

I want my grandchildren to see our history. I would like to know more 
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myself. I think that all kids should know their history, and the history of 

other people. Local history should be stressed. 

Fortunately. Linda is confident that the teaching of local Native history has improved 

tremendously, particularly in the area of recognizing significant historical sites that abound 

Alabama. 

Lastly, none of the reviewed textbooks directly recognizes the thousands of 

Natives who avoided removal. They each leave the reader with the impression that most 

"all" Natives were moved out of the southeast, and the "few" who stayed were too 

insignificant to discuss. Janet addressed this point by saying. 

As I got older that bothered me. All that I knew [from school] was that 

they were gathered up and sent out, end of story. 

Tony expanded on this issue: 

There were many people who did not make that journey. As people are 

learning more all of the time. The documentation, again proves that out. If 

you look at our Cherokee census roll, it is not really a census roll but a 

payment roll, the Siler Roll of 1851, the title of that role, entered by the 

commissioner Siler is a register of 1,750 heads of Cherokee families who 

still lived in the east in 1851. Thirteen years after the Trail of Tears. So 

1,750 families is a lot of people. Today that could literally translate to 
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millions of people with Cherokee blood. The Cherokee still live in the east. 

Large numbers of Cherokee people throughout North Carolina, Georgia, 

Alabama, Tennessee, especially. Some of them acknowledge their heritage, 

probably 80% to 90% do not. Today there are probably ten times as many 

who acknowledge it as there were twenty years ago. 

Tony also pointed out other crucial pieces of information that the textbooks leave out. 

Everything that I have ever researched, and I have researched every 

document there is in the archives in D.C. and Fort Worth over the years, I 

am sure that the people who were in charge of the removal of the Five 

Civilized Tribes were very humane, the everyday working foot soldier. I 

never seen an exception to that, not one. You hear people, and I have 

people coming up to me looking for their roots, and they say that 'my 

grandmother was shot on the Trail of Tears.' I never seen a single example 

of any member of the 'five civilized tribes' who was shot by a soldier 

during removal, not one. I always make sure that I say that for a number of 

reasons, a lot of people hear us discussing the Trail of Tears, which of 

course in our history was the most trying times, but they get the viewpoint 

that all Indian people think that all white people hated them. That is just 

not true. There are many eye witness accounts where the entire [white] 

populace of the county lined the streets as [the Indians] came through. 
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White people, these were their neighbors, they knew no different, except 

that they were Indians and they weren't. I used to ponder why Andrew 

Jackson could accomplish what he accomplished, if there were enough 

people who felt that way, and I don't know that there weren't. People get 

very complacent and think, 'if it is not affecting me, I better hush.' Back in 

those days it was probably even worse. 1 think that the archive instruments 

bear out that the people who were in charge of the removal detested their 

job. We have a few written instances of that you see published widely and 

have for many years, but if you dig deep enough you will find old letters 

and other stuff where soldiers were writing home and they are just heart 

breaking because they do not paint the picture of the horrendous soldier 

that you see at Wounded Knee, which I think was quite different. Removal 

should not of happened, period, but a handful of politicians made it 

happened, just like they do today. I do not think that the 

general populace of good people supported this at all, I think that they 

would have done something about it if they could have. I think that should 

always be pointed out to people. 
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Native American Leaders/ Contributions 

When the study's participants were asked about what Native American leaders 

were discussed during their schooling, overwhelmingly, the only figure that came to most 

of tlieir minds was Sequoyah, the inventor of the Cherokee syllabary. Others remember 

John Ross also being mentioned in relation to Removal. However, Larry recalls. 

The only Native American leaders I recall fi-om school were Geronimo and 

Osceola. Everyone knew who Geronimo was and 1 do not recall how 

Osceola was presented, but I do know we talked about him. Other than 

Sequoyah, that was about it. 

The current state-adopted textbooks fit the same general pattern of what the interviewees 

recall, there are only a handfUl of Native leaders who are profiled and none of them are in 

modem settings. Ferguson (1983) found the same problem in the textbooks that he 

evaluated: 

Major accomplishments by Native Americans are either treated lightly or 

passed over entirely. Not treated are such achievements as the Indian 

Preference Act, the Self Determination Act, the Alaska Native Land Claims 

Settlement, and several victories in obtaining lost treaty lands and rights 

through litigation. These advancements and accomplishments create an 

awareness of, and at the same time, diminish the stereotype that Native 

Americans existed only in the past. They continue their fight for survival 
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today (165). 

The Native American leaders who are portrayed in textbooks are usually those 

who have achieved distinction in the European American perspective. As mentioned. 

Sequoyah is in every textbook, yet his image is used to promote the misconception that 

the Cherokee were actively trying to be "white." For example, the textbook- The Alabama 

Story (1993), tells us: 

[The Cherokee] had adapted to the white settlers' culture. Their leader 

Sequoyah, had created a written language so that they could communicate 

on paper as the whites did (93). 

This passage marks the entire discussion on the Cherokee syllabary and Sequoyah. A great 

deal of informatk>n is left out which leads that reader to believe that the k>gical next step 

for the 'Svhole Cherokee Nation" is assimilation. Sequoyah was not considered a 

Cherokee leader, and the syllabary led to more resistance against non-Native settlers 

because it provided an opportunity for Cherokees all across their Natk)n to communicate 

with one another. If anything, the invention of the syllabary widened the gap between the 

Cherokee nation and the non-Native settlers, not bridged it. Textbooks need to be more 

careful with what they insinuate. 

The study's participants were also asked if they ever had any Native American 

visitors to their schools and Larry expressed the sentiments of all of them when he said. 
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To my knowledge, there was never any Native American visitors or 

speakers at any of the schools that I attended in OeKalb County. I strongly 

encourage any school to invite the Native Americans of ail tribes to speak 

to the students, especially in the lower grades. 

In asking the study's partk:ipants about what they learned Native Americans 

contributed to American society, Wendy remembered "being taught about the Indians who 

helped the settlers leam how to plant... and we got a lot of our names from the Indians. A 

lot of our games like baseball and ballplay. That's it." Elma also remembered learning 

about how non-Native settlers learned how to plant com from Native peoples. Larry's 

response to this inquiry was. 

As for what contributions the Indians made - nothing other than what 

Sequoyah dki. I just don't remember the Indian being given very much 

credit. 

Again, the responses of the study's participants correlate with the reality of what is 

continuing to be taught. Most of the reviewed textbooks limit their discussion on the 

contributions of Native Americans to food and place names. 

Whether you realize it or not, Indians still influence our lives in Alabama 

today. We enjoy foods which they taught our ancestors to grow and eat. 

Com, beans, squash, and pumpkins were Indian foods. If it had not been 



89 

for Indians, you might not have tasted hot combread, hushpuppies, and 

grits. Indians taught Alabama pioneers to roast green ears of com over a 

campfire. make succotash from beans and com, and flavor vegetables with 

meat juices...Does your town, county, or a nearby river or mountain have a 

rippling Indian name like Cheaha, Talledega, Sylacauga, Tallapoosa. 

Coosa. Tombigbee, or Tuskegee? (Hamilton 1986: 35-6). 

Ferguson's study found the same results: 

Over one-half of the selected textbooks presents coverage of Native 

American contributions to the United States and world cultxires. Most of 

this treatment regards the contributions of domesticated plants, devices, 

words, and medicine. Nothing is said about the domestication of animals 

such as the dog and the turkey in the southwest. The topic of Native 

American medical practices and the psychology of child rearing are treated 

minimally (163-4). 

Food and place names are important contributk)ns to be pointed out; however, they just 

scratch the surface of what Native Americans contributed, and continue to contribute, to 

American society. 

Native Americans fought in almost every American war and while all of the 

textbooks devote whole sections to these wars. Native Americans are rarely mentioned, if 
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at all. These omissions were of great concern to Larry who stated: 

Participation in the wars? The only credit they got was the accusation that 

they started some, I don't think anyone taught us about Indians and their 

connection to fighting in the Civil, WWI, WWII and Korea, Vietnam had 

not taken place yet [when I was in school]. The American Indian played a 

very important role in all of the wars. And I might add - as volunteers. I 

can not imagine why. If I remember correctly it was a Cherokee regiment 

that was the last to surrender at the end of the Civil War.^ 

Linda also responded by saying: 

I think that they should know that many Indians fought for both sides in the 

Civil War. I think that they should know that there is all of the good stories 

about Squanto and the first Thanksgiving and all where some Indians 

helped white people, but there is also times when Indians killed white 

people, probably very much justified. I think they ought to know that some 

of them fought in the Revolutionary War. I think that they particularly need 

to see that Indians were caught in a very unique situatH>n especially when 

this country was supposedly being formed in that here came the whites. 

Some of them were very fiiendly, but they were standing by to grab their 

•* The last battle of the Civil war was fought by Native Americans in "Indian territory." 
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land. They were sometimes good to [Indians], but they were constantly 

pushing them back and encroaching a little bit more every year and at every 

chance that they got. I think that they need to see the Indian's unique 

position, and that everybody who is caught in a similar situation may 

have to fight on the skle of somebody whose policies and ideals they don't 

really respect but to protect their own lives and their families. I think that it 

is one of the big lessons that kids need to leam in Social Studies. 

In the reviewed textbooks. Native Americans are discussed in relation to the 

Revolutionary War. However, they are often only left to a few sentences at the end of the 

chapter on the Revolutwn. 

Like the toyalists. the American Indians who had fought on the side of the 

British suffered from Great Britain's defeat. Even those who had sided with 

the American colonists would continue to face threats to their lands and 

culture as white settlers would move increasingly westward onto Indian 

lands (Divine 182). 

Why did some Native Americans choose to fight in the Revolutionary War? What sort of 

backlash did they receive foUowing the war? These are the sort of questions that 

textbooks need to address so that the readers coukl gain a better understanding of some 

Native perspectives in this era. The way the subject is currently approached is so detached 
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involvement in the Revolutionary War at all, which is how textbook writers apparently 

feel about the Civil War. Native American were vital to the Civil War on both sides, yet 

there is not a single mention of this in any of the reviewed textbooks. The only war where 

Native American involvement is really celebrated is in World War II where Navajo Code 

Talkers "relayed secret messages in their own Navajo language. Their 'code' completely 

baffled Japanese agents, who never figured out how to break it" (Divine 737). 

Another serious omission of Native American contributions in the reviewed 

textbooks is the discussion of how the United States government was formed. As Janet 

pointed out. "Svhat we are taught is that our legal system comes fi-om England, and that 

the Constitution and everything were all based on ideas that they brought with them from 

England." In a book entitled Indian Givers: How the Indians of the Americas 

Transformed the World (1988). Weatherfbrd states. 

American settlers from Europe knew little of democracy. The English came 

from a nation ruled by monarchs who claimed that God conferred their 

right to rule and even allowed them to wage wars of extinction against the 

Irish. Colonists also fled to America from France, which was wandering 

aimlessly through history under the extravagances of a succession of kings 

named Louis, most of whom pursued debauched and even extravagant 

reigns that oppressed, expk)ited, and at times even starved their 

subjects.. .The first person to propose a union of all the colonies and to 
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propose a federal model for it was the Iroquois chief Canassatego. 

speaking at an Indian-British assembly in Pennsylvania in July 1744. He 

complained that the Indians found it difficult to deal with so 

many diflferent cok)nial administrations, each with its own policy. It woukl 

make life easier for everyone involved if the colonists could have a union 

which allowed them to speak with one voice. He not only proposed that 

the colonies unify themselves, but told them how they might do it. He 

suggested that they do as his people had done and form a union like the 

League of the Iroquois (134-5). 

By omitting the contributions that Native Americans made to the formation of the United 

States government and laying all of the credit onto the shoulders of such people as 

Benjamin Franklin, textbooks are expressing bias by omission in which crcdit is only given 

to European Americans. 

There are many other examples of how Native Americans are not credited for 

contributions that they have made to society, yet the area in which the interview 

participants had a particular problem with was the lack of discussion on the contemporary 

contributions that Native people make as professwnal doctors, lawyers, politicians and 

educators. The reviewed textbooks do not offer much of a contemporary portrayal of 

Native Americans in any venue unless it is to talk about poverty and unemployment. 
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Identity Recognition 

Historically, Alabama social studies curriculuni has reflected the state's reluctance 

to recognize the Native communities within their state. However, some of the study's 

participants do have vague memories of being asked to develop a family tree. Larry 

remembers. 

I can recall a little efibrt trying to teach us about our &mily tree. It dkln't 

go very deep and more mention was directed toward the European 

connection. I don't remember this as a very important subject at the time. I 

have graiulchikiren that now attend school in DeKalb County and this is 

now a subject that is being taught with some feeling and I can see some 

positive results. 

Rosten said that his educatk>n lacked the mention of "[Native Americans] who stayed 

behind during removal and the possibility that several of the students may be descendants 

of these people." The interviews reveal a general feeling that the schools in DeKalb 

historically did not recognize that they had Native children in their schools. Elma recalled 

that. "A k>t of times 1 had to speak up about Indians in school, but they always thought 

that I did not know what I was talking about." This sort of treatment led Larry to believe 

that, 

Indians were less than second class people. This made me want to try real 

hard to be good at anything 1 attempted. When I felt as if I failed, this really 
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bothered me, but it also gave me the desire to try harder next time. I am 

not saying that I was on a mission for Indian people, it was more personal. 

I wanted to be accepted. 

Otliers such as Wendy were affected differently by how Native Americans were 

represented in schools. 

When daddy first asked me if I wanted to get a [tribal] card, I did not want 

to hurt his feelings, but just to be down right honest, it made me feel 

unsure. I went ahead and told him 'sure.' Then after, my degree of respect 

changed as I got older and more educated. I am not sure [why I was 

embarrassed]. I think that it was because Indians were portrayed badly as I 

was growing up. I am not sure why, but I just remember feeling that. I am 

thinking that it was because of how Indians were portrayed in school. 

[Also] I guess being exposed to T.V.. A lot of times you see Native 

Americans in poor conditions. Whenever you see Indians on T. V. it is not 

in a very good tone and I guess that I associated that with being Indian. I 

am not sure why I felt that way. Later on I felt that was stupid and it kind 

of made me feel bad because I felt embarrassed. But looking back now. 

there was a reason. I always associated Indians with being dirty. I did not 

associate them as being very successful people. 
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It is fortunate that the curriculum has improved somewhat since the interview 

participants were in school. For example, in one of the Alabama-specific textbooks the 

following passage was found, 

AiK>ther reason for studying Indians is that you may have some Indian 

bk)od. Many Alabamians are descended from Indians. If you had an Indian 

aiKestor. you should be proud of him or her and want to learn more about 

Indian life (Hamilton 36). 

The attempt at trying to reach out to Native chikiren here is clear, and that in itself is to be 

commended. However, teachers who use such textbooks must be careful not to perpetuate 

stereotypes such as what Linda pointed out earlier in the chapter about people claiming 

that their grandmothers' were "Cherokee princesses." Clear distinctions should be made 

between how various dififerent Native people identify themselves: as members of a 

contemporary Native community, as members of a clan or specific family, as being tied 

culturally to a Native community, or as being a descendant of a tribe with no 

contemporary social or cultural ties to them. In addition, most of the textbooks reviewed 

tend to present Native Americans as "timeless." In other words, changes that have taken 

place in Native communities and issues that are relevant today are often ignored while it is 

presented that "real Indians" are those who Uved before 1900. 

In the minds of most Whites, 'Indiaiiness' belonged to the past, and the 

political, artistic, and cultural expression of today's tribes is simply a 
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diluted, distorted attempt to recreate the life of the true Native American 

who vanished long ago (Vondra 242). 

As long as school curriculum continues to perpetuate such notions, as described by 

Vondra. in an attempt to identify who is a Native American, Native children will continue 

to question tiieir own identities, and all children will continue to hold stereotypical images 

of Natives in their minds. 

The Indian Education Program of DeKalb County has contributed to the 

integration of curriculum materials into the school district that recognizes their Native 

students. As Maurice, the director of the program stated; 

We build a program to meet the demonstrated needs from the needs 

assessment that we do with the Indian students. Indian parents, educators 

and everybody involved with the instruction of Indian Education students 

here in DeKalb. Our needs assessment has shown that in this part of the 

world, and owing a lot to Indian Removal, that reestablishing the culture 

and heritage continues to be the overriding issue...We have folks from the 

Indian communities come in and do [talks]. We try to present [Indian 

students] with current outk>oks in the Indian community, as well as 

building on the past and getting from point A to point B...We have twelve 

schools in DeKalb County and my resources allow me to employ three, fiill 

time certified teachers. But three to twelve is four and so my teachers are 
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divided. They spend nine week sessions at each of the schools. So one 

teacher serves four schools during a year. That way we can cover all 

schools and not deprive any Indian education, or qualifying Indian 

education, students of the services. DeKalb County has the largest Indian 

education program in the state of Alabama. The past year there were 1.700 

students, this year there are 1,623. 

The Indian Education Program of DeKalb County also stresses the importance of helping 

tlieir Native students' academic success, in which case they provide tutors for reading and 

math. 

Just south of DeKalb County is Cherokee County, which also has an Indian 

Education Program that stresses cultural awareness, and academic success. As part of 

their 1999-2000 grant proposal, they include a position for a consultant on past and 

present Native issues who will not only serve the students directly, but also the general 

education curriculum teachers. The position was created because, "although it appears 

that the academic needs of American Indian pupils are being adequately met, the only 

cultural influence to be found is in literature textbooks" (Cherokee County Indian 

Education Grant Proposal 1999). Linda, one of the study's participants, is also the 

Director for the Indian Education Program in Cherokee County and her perspective on 

recognizing Cherokee students in the classroom is as follows: 

Most of them, even the very young ones, would like to know a little bit 
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more about their history and what is sad is when our kids graduate from 

high school and they say, 'yeah, I am Cherokee/ and that is as far as their 

appreciation of their heritage goes. And it is the fault of adults because we 

have not taught them to appreciate their heritage enough, but there is so 

much entertainment and outside things now that if a family is not involved 

in their tribe and they are not attending even a few gatherings, the kids just 

lose their identity entirely. We are seeing so many kids now who have little 

value for life or family unit. I think that it is Dr. Brokenleg who says that 

they have no sense of tribe. In other words, they do not know that they 

belong to a family or clan. I think that teaching a stronger, more 

culturally accurate view in our social studies classes would certainly help 

kids appreciate the value of different beliefs and difl&rent cultures. I am not 

into cultural awareness as a big thing because sometimes I think that it is 

overused, but I think that chiklren need to know something about every 

ethnic group that lives in this county just as they need to be learning more 

about Hispanic people who are coming into this area. That is another ethnic 

group that they need to be aware of and very respectful of their cultural 

traditk>ns. I think that they need to be taught that we may not agree or 

participate in one group's cultural traditions, but we must respect them. 
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Although great strides are being made in the way of reaching many Native 

American students in DeKalb County, and other outlying counties. non-Native children are 

continuing to be misguided in what they leam about Native Americans. Janet recalled 

some of the problems that her daughters face in school. 

They come home and tell me if something is not right or if they feel that 

something is not true [in the curriculum]. They do not let it get to them, 

but they get a little bit upset if they are told something that they know to be 

different. The girls argue among the other children about diflFerent things 

and people don't believe them. The racial thing, a lot of the other children 

do not believe that the girls are Cherokee of any description. "That's not 

possible,' or 'That's not true.' Then, there will be another one sitting there 

saying, 'I am full-bk>oded and I know it.' There is a little conflict there. I 

think [that it can effect their self esteem], yes, like I said, my children are 

not accepted as being Cherokee by most of their peers. Most of them do 

not give a flip, so they do not accept it, and my girls are proud of it. There 

is a little conflict there and a self esteem issue. It's still not fully accepted 

by everyone and it makes it hard for the kids to fit in, they just basically 

leave it alone and not stress it. Among their close friends they mention it 

and talk about it especially during POWAVOW times, but they are really not 

accepted as being Cherokee. 
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As Janet pointed out. Native children can have a good sense of identity themselves, but if 

the other children around them express ignorant views, than that can have a serious eflfect 

on the self esteem of a Native child. These attitudes are why it is good that Indian 

Education Programs are branching out and offering their services to teachers so that 

accurate information can be circulated into every classroom that contains both Native and 

non-Native children alike. 
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CHAPTER 5 

•'I WILL REALLY HAVE TO PAY MORE ATTENTION": 

AN EVALUATION OF LANGUAGE 

It is significant to look at language when conducting a curriculum evaluation 

because language can distort the content of a written text through the use of misleading, 

negative or stereotypical language when referring to Native Americans (Antell 277). 

"Some textbooks may actually contain a relatively large amount of content that refers to 

American Indians. However, if the language of the text is not acceptable, it should be 

changed to enhance the content" (ibid). 

Each of the study's participants was asked if he or she could recall any derogatory 

terms, such as "squaw," "tomahawk," "Injun," "Indian-style," and "Indian Giver," that 

were used while they were going to school. Larry's response was. 

The term 'Indian Giver' was a very popular term with adults as well as 

children. It drove me crazy, no one could satisfactorily explain this phrase 

to me. For some reason I hated that term then and I still do today. It is very 

offensive. 

Janet felt the same way when she said. 

Yes, those kind of things are taught. I knew those words as a child and my 

children know them too...from school...I don't agree with it and I do not 
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like it very much. As a kid, I did not know the difference. I always hated 

the term 'Indian Giver" though. 

Every textbook that was reviewed refers to Native Americans as "Indians" a 

majority of the time without explaining how the term is a misnomer. 

To classify over two thousand widely diverse cultures, composed of people 

who felt little if any allegiance to anyone outside of their tribal boundaries, 

was the first white efifort to describe another culture group using the 

yardstick of Eurocentrism (Vondra 238). 

The term "Indian" is also used as a tool to generalize Native people in the reviewed 

te.xtbooks. For example, one of the textbooks makes statements such as "Indians believed 

that there was something like Heaven above this rock sky" (Hamilton 38). This implies 

that there is only one "Indian" culture or system of belief, and no matter how many 

specific tribes a textbook profiles such as the Cherokee or the Iroquois, generalizing 

language is always going to move children away fi"om understanding tribal diversity. 

Almost every interviewee discussed their concerns over Native Americans being 

dealt with in the past tense. For example, Janet said, "It is all [in the] past. It's like it 

happened then, then there was the Trail of Tears and then it was over." In the third grade 

textbook. From Sea to Shining Sea (1997), the very first page, which is the preface titled 

"From the Authors," the following passage is found: 
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Many of the people [this is in reference to Native Americans] you will meet 

in this book lived long ago in places that may seem far away from your 

home. But they all had feelings just like yours. They had many of the same 

needs that you have today (v). 

Wendy's response to this passages was that, "it does not say anything about the Indians 

who live in places where they are teaching your children at. It also makes it sound like it is 

so long ago and that Indian people aren't here anymore." Janet's reaction to the same 

passage was. 

That is sad. 'they lived many years ago and far away," alright.. What about 

now? I have one child going into the eighth grade and one into the fifth 

grade. I will really have to pay a lot more attention. 

Similar passages abound in the reviewed textbooks: "California was the homeland to the 

largest and most varied Indian population north of Mexico" (Divine 54). This implies that 

California is no longer home to the most varied Native population north of Mexico when, 

indeed it still is. It would be easy for a child reading this passage to think that California 

no longer has a Native population. Also, the same textbook says "Religion played an 

important part in Iroquois life" (63). Is this meant to imply that the Iroquois are without 

religion now? Or is it trying to say that there are no more Iroquois? Either way, the 

language needs to imply the truth which is that there are still many thriving Iroquois 
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communities and religion still plays a large role in their daily lives. Linda also agreed that 

Native Americans are too often talked about in the past tense when she said, "When I talk 

to groups of people [about Native American issues], I talk about current issues that are 

facing Cherokees today and what is current in our counties because schools strictly teach 

about Native Americans as a thing of the past." 

Other terms struck a chord with some of the interviewees. For example, the same 

3^'^ grade textbook that was quoted previously also contained the following excerpt. 

The Navajo first learned sand painting fi-om other Indians who lived 

nearby. But in Navajo myths, the Wind People taught the Navajo how to 

make sand painting (105). 

The way in which this excerpt is phrased makes it appear as if the Navajo belief of how 

they learned to sand paint is to be humored, but not respected. In other words, this 

excerpt reflects an authoritative tone in describing how the textbook author believes the 

Navajo learned to sand paint while dismissing the Navajo explanation. In addition, Tony's 

response to this excerpt was. 

'Navajo myths,' I do not like the word 'myth,' in any textbook-1 find 

Christian ministers who talk about our traditions who do not understand 

them, or usually do not, and they use the word 'myths.' To me the Bible is 

a myth, I just view that as a myth fi-om my perspective. I believe that we 

are talking about traditions which have been passed down fi*om generation 
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to generation to generation. We do, within our basic spiritualism, rely on 

legend, but never myth. When I see the term myth used I think that it is a 

misnomer because it implies untruth, fairy tales, things that you would like 

to believe. Anytime that these types of terms are used they should be fully 

explained in textbooks, and then if you are going to use the term myth, let's 

make sure that we understand that you know what myth means, not just 

from a Webster's definition of it. If you still look at the word "Squaw" in 

Webster's dictionary today, it still says what it did 80 to 100 years ago. No 

one listens when we speak. It is a non-Indian term, so I guess we have no 

right to change it from their view. I guess that is a good example of what I 

mean. Why not take another sentence and state what it means to Indian 

people because it is a reference to Indian people. Then when someone 

reads it, they will think twice about using it because of that extra line. I 

think that this same thing would apply in this case. 

The 5"* grade textbook, America Will Be (1997), contained the following 

paragraph that references some illustrations, 

Bodimer's paintings and Maximilian's journal record the lives and habits of 

the Plains Indians. The explorers hoped to understand the actions, customs, 

and feelings of the Indians. This understanding is called empathy 

(emphasis in original) (71). 
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Not only is using the word "empathy" awkward in this context, but it also perpetuates the 

stereotype that Native Americans are to be pitied and felt sorry for. Wendy responded. 

I was not under the impression that any of the explorers were trying to be 

"empathetic.' I was under the impression that they were just looking for 

material things or land. I was not ever taught they actually studied Indians. 

I am not real crazy about them teaching the word "empathy' at the same 

time they teach about explorers. It is almost like they are saying that they 

had empathy for the Indians and I did not find that to be the case. That is 

not a good place to teach it because that is not the way that [the early 

explorers] were. 

This type of language also tends to leave readers with the idea that Natives are not human, 

or that they do not have the same "actions" or "feelings" as other people, and that they are 

something exotic to be studied. Also, this further encourages students to romanticize 

Native Americans and to approach Native issues with a "lite curiosity." 

Many of the reviewed textbooks utilize the language of defeat to describe Native 

Americans. For example. 

Whenever colonial expansion took place, there was conflict with the 

Indians. The end result was usually the same for the Indians— defeat. This 

struggle was to continue far beyond America's colonial period (Divine 82). 
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What does the word "defeat" refer to? Death through genocidal means? Disease? 

Assimilation? Unfortunately, each textbook that was reviewed is laden with this sort of 

language that, in Wendy's words, portray Native Americans as being an "unsuccessful 

people." 

In sum. the language evaluation portion of this study reveals that the language 

used to depict Native Americans either locks them into the past or reduces them to 

"pitiful," "defeated" people with "superstitious" beliefs. 
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CHAPTER 6 

• LET'S TELL THE REST OF THE STORY": AN ILLUSTRATION EVALUATION 

The illustrations in textbooks are a very important part of the learning process. As 

Antell (1981) points out. 

Their visual impressions are even more lasting than the written content of 

the textbook. This is especially true for young children who have not 

learned to read. As a matter of fact, many of them come to the school 

environment with negative stereotypes that have been gained through the 

visual images on television and in the movies. Illustrations and pictures 

convey ideas about the intention and implications of material included in 

textbooks (279). 

Every reviewed textbook in this study has at least one visual depiction of Native 

Americans. The illustrations range from paintings, drawings, and photographs. Upon 

reviewing the textbook illustration samples (Appendix 3), most of the interview 

participants said that they corresponded well with the pictures that they remembered in 

their childhood textbooks, and that they mostly portrayed Native Americans as being part 

of the past. 

Figure 1 is an illustration taken Srom America: The People and the Dream (1994) 

that is accompanied by the following excerpt, "Columbus lands while Indians watch from 
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shore, an artist of the 1800s imagined the scene" (45). Janet's reaction to this illustration 

was that "those ones there [are] smoking peace pipes while something is going on beyond 

them like they do not even know." Although it is explained that this depiction of Native 

Americans is from the 1800s, the fact that they look indifferent to what is going on behind 

them, where European ships are arriving, perpetuates the stereotype that the Natives who 

Columbus encountered were "ignorant" and "harmlessly inferior." and thus, justifying his 

treatment of Native people. Tony also has this to say about Figure 1: 

Once again, Columbus falls under the category of Andrew Jackson. We are 

still teaching our children today in public schools the same things that they 

were sixty years ago when I was growing up in 1957. I have never seen a 

derogatory word about Columbus in a textbook. 1 [had] never seen 

anything about what he did to these people in this picture. This picture 

simply does not tell the truth. If you look at the historical portrayals of 

what actually happened, that very may well have been what he seen, but 

let's paint the picture of the next day. 

Native Americans are also portrayed as passively accepting the advances of 

Europeans in Figure 10 which is taken icom America Will Be (1997). The caption reads. 

"The painting on the left shows Indians leaving their villages as the Spaniards approach on 

horseback" (115). Charlene asked, "where did the painting come from?" Similarly. Janet's 

response was. 
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That does not make good sense. Does it tell who painted this picture or 

where it came from? It looks like some kids drew it in school. The caption 

does not explain why they were leaving. This is sad that they are 'fixen' to 

teach my kids these things that are not right. 

This illustration needs to be placed into a historical context. Was it drawn by one of the 

eye witnesses to this scene? If so. students need to be told where it came from and what 

this person's cultural perspective was. 

Another image that portrays Native Americans as being "indifferent" or 

"oblivious" to what is happening around them is in Figure 6 which is from the textbook. 

From Sea to Shining Sea. The caption reads. "Fast-moving water and rocks and holes 

along the river bottoms made river crossings dangerous for pioneers" (147). The image 

depicts pioneers crossing a dangerous river while a group of Natives sit around in a circle 

smoking a pipe. Why are they even in this picture? They are not mentioned in the caption 

and the picture is not intended to portray the Native experience at this point in history. As 

Tony responded, "Indian people are not mentioned in the caption at all. Well we are just 

invisible to many people." This reinforces the notion that Native Americans are used in 

social studies textbooks as tools in which to discuss the European American experience, 

and in this case. Native Americans are intended to show how "brave" the pioneers were in 

their treks through a "dangerous" and "hostile"environment. 

Figure 2, which is taken from America: The People and the Dream, is typical of 
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the illustrations in the reviewed textbooks that portray "plains life." The caption reads. 

"Women are drying and stretching buffalo skins while the men hunt" (515). Not only does 

this caption fail to pinpoint which "plains culture" that it is depicted, but as Janet pointed 

out. "They do not look like real people. They all look the same. All of their faces are 

exactly the same on different bodies and they are all little short squatty things." The 

illustration is seriously flawed in that it generalizes that this is what every plains culture 

looks like, and then, it gives that distinct impression that all Native Americans have the 

same physical characteristics. Illustrations such as this makes it very clear why some 

Native children are having a hard time being recognized as being Native American by their 

peers— because children are being indoctrinated as to what a Native American should 

look like. 

Figure 5 is a Thanksgiving scene taken from the textbook. From Sea to Shining 

Sea (1997). The caption is, ^'Thanksgiving with Indians is a painting from the 1940s by 

N.C. Wyeth. It shows Pilgrims sharing their first harvest with their Indian friends" (114-5). 

Tony's response to this illustration was. 

There was no Thanksgiving. My people have never celebrated 

Thanksgiving because of the inaccuracy of these portrayals. I think that it is 

O.K. to portray this, but let's tell the rest of the story. It is never done, the 

first Thanksgiving feast, if you look at what happened next, the very next 

line. You will see that the very people that were being fed were thanking 

God for bringing disease down upon the very people who fed them. These 
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fine religious people. I do not know the numbers of the people who they 

decimated, but let us tell the whole story and stop painting this 

Thanksgiving picture in the minds of children. 

Janet's response was more directly tied to the physical positioning of the people in the 

painting, "So they [the Pilgrims] stand around looking down at them [the Natives] as they 

are eating off of the ground. That is not a good way to portray it." Wendy also 

commented on the fact that the Natives in the illustration are all eating out of "one big 

pot." 

The illustration on the Bering Strait (Figure 7) received the same responses that 

the earlier discussion on Native Origins revealed. Wendy said. "That is kind of like what I 

grew up seeing, similar pictures. That is just a theory, it is not factual." Each of the 

reviewed textbooks really go into a great amount of detail about Native American 

migrations into the Americas and this is just one of the many illustrations that accompany 

such discussions. 

Figure 8 is the famous "Trail of Tears" painting that is in every one of the reviewed 

te.\tbooks. In America: The People and the Dream, the caption reads, "In 1838. the 

Cherokee were forced to pack up whatever belongings they could carry with them and 

move from their homelands to the newly established Indian territory in Oklahoma" (342). 

Janet commented, "That is not correct. That is not an accurate picture. That is not how it 

was, and they did not have the time to pack up everything that they could carry. Similarly. 
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Charlene said that, "I never pictured [Removal] quite that comfortable." Also. Wendy 

thought that the picture. 

Is a lot more colorful and prettier than my perception of what [Removal] 

really was. It does not look real. It is a beautiful picture, but it does not 

portray what I believe that situation to be like. It is sad that those people 

are moving, but it almost seems [from this picture] that they are moving in 

a happy manner. I don't think that it portrays an actual event. 

Almost all of the interview participants had similar comments to make regarding the 

inaccurate portrayal of the "Trail of Tears" in the te.xtbook illustrations. 

Of the sample illustrations, two of them were photographs. Figure 3 was extracted 

from America: The People and the Dream, and it is of a group of Hopi Butterfly Dancers 

performing at second Mesa in Arizona (516). Janet had this to say about the picture, "This 

is a better picture than the others because they are 'real' people." Other interviewees liked 

that this picture revealed that Native people still maintain their ceremonies, however there 

was concern over how appropriate it was to include a "ceremonial type" photograph such 

as this one in a textbook.^ Also, Wendy's response to this photograph was, 

I think that this is great in understanding Native traditions, but honestly 

and sincerely, as a Native American myself I would much rather be 

^ The Hopi Butterfly Dance is a social dance. 
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portrayed in a professional form than rather my 'traditional' wear because 

if you are teaching about a group of people, you do not just need to focus 

in on what they wear and what they look like. You need to focus in on 

what they are doing for our society today and how we are successful in 

making a contribution to our society as a whole. I think that this is good 

but I think that more needs to be shown in light of how Native Americans 

are as professionals. 

Antell (1981) agreed with Wendy's assessment when he said. 

Textbook illustrations should depict American Indians in a wide range of 

occupational roles. They should be included in scenes that show executive, 

professional and vocational occupations. This will provide positive role 

models for American Indian children. It should also help eliminate some of 

the stereotyped thinking that American Indian occupations are limited to 

the arts and crafts such as pottery making, blanket weaving, jewelry 

making and beading. [Also] textbook illustrations should show American 

Indians in modem clothing and with modem hairstyles whenever it is 

appropriate. Illustrations should not reinforce the stereotype that today s 

American Indians typically wear feathers and braids. If contemporary 

American Indians are shown in traditional dress, this should be explained 

so that students do not have the impression that American Indians dress 
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like that everyday (280). 

The second photograph (Figure 4), which is also from America: The People and 

the Dream, is of some members of AIM in front of the White House in Washington D.C.. 

Again, Janet liked that "they are 'real' people. Each one of them is different. I like that." 

The caption for this photograph is, "After years of unsuccessful protests, American 

Indians tried once again during the 1960s to be heard and understood" (799). Textbooks 

need to portray Native Americans in other roles besides as the "protestor." Also, as Antell 

points out. 

Textbook illustrations should portray American Indians in the same range 

of socioeconomic settings as other groups of Americans. American Indians 

should be shown living in modem homes that depict middle-America as 

well as modest homes. If poor conditions are consistently portrayed, it can 

create a sense of fatalism in children's minds about the future for American 

Indian people (280). 
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SUGGESTIONS 

This study has found that there are many improvements that need to be made in 

order for Alabama's social studies curriculum to more accurately portray Native 

Americans, as well as to fit the Alabama State objectives for social studies instruction. 

Throughout the course of each interview a pattern of suggestions emerged. The interview 

participants asked that the social studies curriculum; 

• Be historically accurate; 

• Address stereotypes of Native Americans head-on instead of 

reinforcing them through generalizations and placing Natives in the 

past tense; 

• Provide the Native p)erspective on issues such as Native origins in 

the Americas and in other areas that directly pertain to them; 

• Be conscious of how "image-making" affects students (for example, 

making European explorers "heroes" while depicting Natives as 

"cowards"); 

• Integrate information about Native Americans throughout the social 

studies curriculum instead of isolating the coverage to a few 

historical occurrences; 
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• Portray Native Americans in a contemporary setting; 

• Utilize the local Native communities as resources in developing 

curriculum and as guest speakers; 

• Provide clear definitions for words or terms that are used when 

talking about Native Americans (examples: "Indians." "myths"); 

• Place illustrations of Native Americans into context so that students 

know the cultural perspective of the person who produced or 

recorded an image. 

Some of these suggestions are directed at individual school districts and teachers, while 

others are aimed at the state-level of educational decision-making. Maurice, the Indian 

Education Director for DeKalb County, recognizes that the problems are within the 

organization of the curriculum itself, and he does not feel as if Native Americans are 

represented any worse than any other "minority." 

[Native American misrepresentations] are imposed upon us by the 

state textbook committee and they are probably treated as well as other 

minorities and as di£ferent social issues come into and go out of vogue, 

sometimes they are addressed a little bit better than others, but not in any 

kind of depth. Which one would not suppose that they would be because 

our social studies courses, and I am an old history teacher, are mostly 

survey-type courses. You do not expect an Anthropology approach to 



119 

teaching in class. It is strictly survey and within the context of thirty six 

weeks the study of social studies within a given grade, probably a small 

percentage is given to Native American studies, but not disproportionately 

low in comparison to the way other minorities are addressed. 

Linda also recognizes that social studies instruction is based on a "survey method" of 

instruction so when she was asked what sort of changes she would make to the social 

studies curriculum if she had the opportunity, she simply stated. "'I would concentrate on 

being accurate and factual and try and address some of the misconceptions. That is the 

part I would change if I could." Tony takes this a step further when he said: 

Anything that is published in a book to teach our children today, what ever 

it may be. on this subject, should be reviewed by people who have the 

credentials or the experience, or at least they know enough people who 

they could carry this material, to make sure that it is accurate before it is 

published. There should never be anything about me published without me 

seeing it. I think that the problem today is that everything that is taught is 

written by non-Indians. I am not saying that we should have the right of 

censorship, but I think that we should have the right to review for accuracy 

because this is how we could eliminate these things. We have heard so 

many inaccurate portrayals of our people for so many years. Our people 

did not ride pinto ponies and dress in feathers, people stereotype us in that 
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way, they were fanners. I think that every textbook that is going to be 

published should have some type of panel that approves every word of that, 

you are still going to have controversies because you are going to have 

people who believe different things and were taught different ways, but it 

still will not be this stuff that is taught today. The only way to change this 

is to get Indian people involved. Trust me there are enough Indian people 

out there who are willing to do the work. We are all willing to donate our 

time for these things without pay, and I do not know of a exception to that. 

Tony continued to express his concerns over what information about Native Americans is 

prevalent in curriculum and its implications: 

I get tired of seeing the old things about the reservation Indians moving to 

the cities on the government programs. 1 get tired of seeing the same old 

type things rehashed, the same issues because at a point it becomes 

stereotypical. People start to look at Indian people as 'cry babies,' 

especially people who do not understand. People today, in general, you 

would be surprised how many people think that we do not pay taxes at all. 

I had a lady at a motel just the other day who said "I did not put any ta.x on 

your bill because I know that you all do not pay taxes.' They think that we 

are welfare people in general and they are thinking that they have to pay for 

that which is not true. They do not understand that much of the iunds that 
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has... and in retiun for some of lands taken away and many other things. I 

think that the issues of that nature should be drawn upon to some degree to 

get rid of the misconceptions and the misiritbrmation. Let us tell people 

that Indian people really do pay taxes just like anyone else, even if they live 

on a reservation. The only thing that they are exempted from is property 

taxes. Let us tell them that the treaty fluids that they hear about, when we 

are applying for them and when they hear that the BIA and Congress is 

passing this big Indian money bit. let's make sure that they understand that 

is our money to start with for all of that land that was taken away years 

ago. It is by agreement. The government is supposed to live up to their 

treaty obligations even thought they have broke most of them. Those issues 

would make tor a much better relationship between peoples. I think that 

more than anything else is teaching people what the word "sovereignty* 

really means. Even our government can't seem to accept that we are 

nations within a nation. That we were here first. Look what they have did 

to us, they have done everything in their power to try and assimilate us. 

Let's teach people that we are nations within nations and that we have the 

right to govern ourselves. We did not fight wars, we did not wage wars 

with white people, we defended ourselves and histor>' proves that out in 

every respect. We do not have to give up our sovereignty because we 
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defended ourselves. If the American public is educated on this subject more 

than what you see on T.V., the only time that they hear about it is when we 

are fighting, we are having to defend ourselves again. I think that the 

attitudes should be different. So I think that is an issue that needs to be 

addressed. I think that if we can get the average, everyday American to 

understand that we are all not a bunch of drunks on welfare. Let's not 

forget the past, but let's tell the truth about the past and lets keep crying 

about it because we owe that to our ancestors, but lets do something to 

change it and insist that it will never happen again. Until we do our part, 

how can we expect anyone to view us diflferently as a whole. You cannot 

teach the ignorant anything, you cannot make them not ignorant. You 

cannot argue with them because they are always right. If you give him food 

for thought, when he gets oflf by himself, he cannot help but think about it. 

He may not agree with it. I try to approach ever>thing fi-om this 

perspective. If you can overcome ignorance by simply planting seeds with 

truth, as long as it is the truth I think that it gets back to that every time. 

Everything that we have talked about, the one thing that is glaring to me is 

"truth." Let's teach the truth to children and adults and then you will have 

better people to approach any problem... 1 think that in the areas of 

Northeast Alabama, I think that the word 'tolerant' is better. I think that 

we have at least reached tolerance. And when a child comes home from 
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school today and tells their parents something that they are wrong about, 

then we are going to inspire parents to find out what their children are 

being taught more so than just saying that 'it is different than what I was 

taught and let's go raise hell with the teacher." I think that if we can at least 

instigate for them to get off of their butts and go see. In the cases that I 

have seen that happen, in a large percentage of those cases. I have had 

people come up to me and actually apologize, people who I did not even 

know. They would say, 'you know I was taught that and I found out from 

my eight year old kid that was a bunch of hooey. I did not do it, but I just 

wanted to apologize for it.' On the other hand, you got another group of 

people who insistently say that they do not want their children to learn 

that. They say, "I can't help what my great-great grandfather did." Well, 

when I hear that, my answer has to be that "you still enjoy the rewards of 

it." *Have you done anything about that?" All that we are asking you to do 

is understand us, we are not trying to get the property that your house sits 

on back. We are smarter than that. But understand that it did belong to my 

people and it was taken, and all that we want you to do is have a different, 

non-stereotypical view of us and let your children be taught the real truth 

so that they can teach their children the real truth. We cannot go back and 

change it, but we can certainly make it factual. I think that is what we all 

have to do. 
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Wendy's suggestions for the improvement of Alabama's social studies curriculum was also 

directed towards curriculum development boards. 

I would want to touch on the bad things that were done [to Native 

Americans]. I would definitely not want to leave that unscathed or 

unmentioned and I would want it to be taught in a way that is truthfiil and 

not so harsh^ well maybe it does need to be harsh and brutal in parts of it. I 

would not want to focus on that, I would want to focus on what Native 

Americans contributed to our society and what we still use because of them 

and what Native Americans are like today, not what they were like a 

hundred years ago. You don't realize how many people still live in this area 

today that are of Native heritage and that needs to be brought out... 1 think 

that generational trauma needs to be stopped. If we can get it published in 

the textbooks or if we know of someone who knows enough about it that 

can teach it I am sure that they [school boards] would want it just as much 

as any of us would. I definitely believe that Indians need to be portrayed in 

a more professional air as far as what they are doing now. It is really neat 

when you have all of the feathers and head gear and all, but as far as 

wanting to be like that, children want to grow up and be like the things that 

they see. not the things that they are told about, well a combination of 

both, but those things are not real, that is not realistic. You do not go 

around in society wearing feathers on your head and children need to 
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know that. Also, more Native Americans should be mentioned that have 

made contributions and who are leaders. 

In addition, when Janet was asked how she would change the social studies curriculum if 

she had the power to do so, she responded, 

I would have to change almost everything. I would like my children to 

know that Indians are not the bad guys and that they were living here 

because this is where they were supposed to be living, this is where they 

were put, this is the way that God meant for it to be. Not necessarily 

stressed in that way, but just that they did not magically appear just 

because somebody said that they could come. They did not come across 

the Bering Strait for sure. I want them to know that they were here all 

along and that they did not completely disappear. I want them to know that 

when some did leave it was not by choice, it was by force. And I would 

like for them to know the truth about people being taken out of the beds 

and away from their meals, despite their health or anything that they did. I 

definitely would not want those pictures taught to them. They are so 

inaccurate and they make you feel like you are down here under your shoe, 

something dirty that got stuck to it. That is not progress, some of that is 

going backwards from the little sad pictures that I was shown in school. I 

Just wish that the information were more available and that it was not just 
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one little ten minute thing for the entire year. I would like for it to be 

taught continually and not in the fourth grade only because in the fourth 

grade you are eight or nine years old and by the time that you finish school, 

and by the time that you get out in the 'real world,' if that is all you ever 

heard not much is going to go with you. You are going to have a very 

uneducated idea about what Indian people are about... 1 would definitely 

love for contemporary issues to be discussed and speakers and field trips, 

or what ever. If they want to teach Alabama history, it needs to be more 

accurate and more thorough. 

Charlene went on to say that. 

The real truth about Native spirituality would be the first thing that I would 

make sure is taught, and that encompasses our whole way of life. If people 

understood Native forms of spirituality they would realize that it is a way 

of life, it is not just something that is done occasionally. It is lived seven 

days a week and therefore everything in life, the way I understand and the 

way that my mother has told me, that everything is taken care 

of .Spirituality is the bottom line on the whole thing, everything revolves 

around that. 

All of the study's participants showed an interest in there being more of a focus on 
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local Native history. Wendy suggested that the history of Fort Payne be taught 

specifically, and Elma suggested that it should be taught that the Native Americans of 

Northeast Alabama were not 'ioo bad until the settlers wanted their land." But what can 

people do at the local levels besides blindly follow the "pre-packaged" curriculum that 

they are given? Again, Maurice addresses this issue by oflfering his locally-based, 

culturally-specific, curriculum, for classroom teachers to use as supplements to the core 

curriculum. Some of these lesson plans are called "Alabama Cherokees Today, Preserving 

the Past— Planning the Future," "A View of History" which discusses history as not being 

objective, "First Inhabited, First Removed" which discusses the Cherokee and Chickasaw 

of Madison County, Alabama, and "Thousands of Years of Alabama Indians." Maurice 

says that. 

[These lessons] are available on a requested basis. We try to act as a 

resource unit for teachers who are looking for more in depth material...I 

think that there are only 17 [districts] in the state of Alabama that have an 

Indian Education component and there are 129 [districts] in the state of 

Alabama, so there are not that many. I think that as a history teacher that 

has spent 18 years in the classroom, I always taught [about local Native 

history], but I do not know that every teacher in this system, or 

surrounding systems do that. I think that it is very important. Everything 

builds on everything else and it is hard to teach national history if you do 

not make it relevant to the students as to what was happening. 
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Maurice also discussed how the DeKalb County Indian Education program. 

Prepared a bibliography and placed it in each school library [of DeKalb 

County]. We have used some of our materials' money and supplies to buy 

books, tapes, and filmstrips to enhance the libraries, but I do not know of 

any supplementary materials that are routinely used by teachers. Some 

teachers would [use] a lot of it, some teachers would [use] none of it. 

Some of the interviewees take these issues beyond the curriculum and place the 

responsibilities of presenting accurate information about Native Americans onto teachers. 

Even the Alabama Social Studies Council Newsletter stated that. 

Teachers in schools that take the formation of character seriously bear 

special responsibility for their own conduct. One important dynamic by 

which individuals acquire values is through exposure to attractive models 

of behavior. A school curriculum that attempts to teach values such as 

responsibility or respect is unlikely to be effective in the hands of teachers 

who are irresponsible in the performance of their professional duties and 

disrespectful in their dealings with students (4). 

If a teacher is expressing stereotypical attitudes about Native Americans in the classroom, 

than the children leam from this. As mentioned, Maurice provides teachers with the 

resources that they need to offer the students some alternative perspectives on local 
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history, as well as a more complete understanding of Native people of the southeast. 

When they express an interest I will send my [Indian Education] teachers 

into that classroom to present not only to the Indian education students but 

to the class as a whole. When they are in that six weeks where they are 

doing Indians, the early development of Alabama or whatever, then we 

lend ourselves to a presentation to reinforce the regular class room 

teacher's lessons. [Our services are called upon] a good bit. 

There are many individuals, at different levels of the educational hierarchy, who 

are involved in the creation and delivery of social studies curriculum. The suggestions 

outlined in this study pertain to everyone involved including the ofiScials for the State 

Board of Education, curriculum specialists, textbook authors and publishers, school 

district administrators, individual school administrators, and teachers. Public school 

education relies on the input of the public and this study provides crucial insights into how 

the social studies curriculum in Alabama could better serve their Native populations by 

simply utilizing the pientillil resources that they have available, such as the Native 

communities themselves. 
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CONCLUSION 

This study has found that the portrayals of Native Americans in the social studies 

curriculum of DeKalb county, Alabama, has improved in many areas, however, some 

problems persist. In combining the memories of the study participants' educational 

experiences with an evaluation of the contemporary curriculum, very distinct patterns 

emerge. The contemporary curriculum still displays all four types of bias defined by 

Billington (1966): bias by inertia, bias by omission, bias in use of language, and bias by 

cumulative implication (13). 

The content analysis portion of the study looked at six main themes: 1) general 

representations (deficiencies, stereotypes and generalizations); 2) Native American origins 

in the Americas; 3) early European/ American contact and settlements; 4) Andrew Jackson 

& Indian Removal; 5) Native American leaders/ contributions; and 6) identity recognition. 

The interviews, accompanied by the textual analysis, resulted in the following conclusions: 

• Native Americans are no longer being portrayed as the "bad guys," a 

portrayal that characterized the educational experiences of the study's 

participants, but they are being portrayed as "pitiful" and "destitute." 

• Native Americans continue to be secondary characters in history, and are 

merely utilized as a way of telling European American history. 
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Native Americans are rarely portrayed in a contemporary setting, 

particularly in Alabama. 

The current social studies curriculum oversimplifies serious historical and 

contemporary issues that Native people face. 

Improvement has been made in the portrayal of Native American women. 

Improvements have been made in the teaching of tribal diversity, however 

progress in this area still needs to be made particularly in the discussion of 

Native traditions. 

Discussions on Native Americans continue to be isolated from the rest of 

history. 

There is a lack of Native American perspectives on such important issues 

as Native origins in the Americas. 

No progress has been made in the portrayals of the relationships between 

early European explorers and Native Americans. Explorers are still 

portrayed as the "heros" while the Natives are portrayed as "cowards." 

There has been some progress made in the discussion of demography and 

disease in the Americas. 

Native Americans are still portrayed as being inferior to Europeans both 

politically and technologically. 

Manifest Destiny is not presented well. It is still used as a tool to promote 

nationalism at the expense of Native people. 
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• Andrew Jackson is still depicted as a hero. However, some of his more 

negative points are being discussed in current textbooks. 

• Removal is still depicted as the hardship of individuals instead of tribal 

nations as a whole. 

• The "Five Civilized Tribes" are still the only groups mentioned in relation 

to Removal. 

• The same handful of Native leaders are still profiled. They are individuals 

who have achieved distinction fi-om the European/ American perspective, 

and none of them are in a contemporary setting. 

• There seems to have been no changes in what contributions Native 

Americans are credited with making to American society. These 

contributions are restricted to place names and foods. The current 

curriculum still omits the contributions that Native Americans have made in 

wars and in the development of the United States government. 

• The current curriculum has improved in the recognition of the Native 

Americans in the southeast who did not participate in Removal. However, 

more progress still needs to be made in the dispelling the stereotypes of 

Native Americans as belonging exclusively to the past. 

The language evaluation portion of this study looked at the current textbooks, as 

well as the educational experiences of the study's participants, for misleading, negative or 
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stereotypical language. It was concluded that not much progress has been made in how 

language is used in relation to Native Americans. Children are still learning derogatory 

terms for Native Americans in school such as 'indian Giver," "Injun," and "squaw." Also, 

there is still a problem with language that generalizes Native Americans, continuously 

refers to them in the past tense, and uses language of "defeat" in describing them. 

The last evaluative portion of this study involved looking at textbook illustrations 

for their depictions of Native Americans. The study's participants felt that the current 

illustrations are similar to the ones that they remember seeing during their educational 

experiences. Native Americans are mostly portrayed as being part of the past. Also, as was 

pointed out in the content analysis portion of this study. Native Americans are used in 

textbooks as a way to complement the European/ American experience. Lastly, many of 

the interviewees were satisfied with the more frequent use of photographs in current 

textbooks because it portrays "real people" in semi-contemporary settings. 

The result of this three-prong evaluation was a list of nine main suggestions 

offered by the study's participants. These suggestions are directed towards every level of 

educational decision-making and contributes to the fulfilling of the following objectives 

outlined by the Alabama Council for Socizil Studies which says that curriculum should: 

• Reflect a balance of local, national, and global content; 

• Reflect a balance of past, present, and future content; 

• Promote the use of a variety of teaching methods and instructional 

materials; 
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• Reflect a global perspective; 

• Foster the knowledge and appreciation of cultural heritage; 

• Foster the knowledge and appreciation of diversity; 

• Foster the building of self-esteem; 

• Be consistent with current scholarship in the disciplines; 

• Stress the identification, understanding, and solution of local, 

national, and global problems; and 

• Promote the transfer of knowledge and skills to life. 

It is my hope, as well as the study's participants, that this study will be given serious 

consideration by the public school system of Alabama, and that more studies like it will be 

fostered nation-wide which will benefit both Native and non-Native children alike. Also, it 

is the goal of this study to point out what tools are available to social studies teachers in 

order to better determine more appropriate methods of teaching about Native people. 
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APPENDIX 1 

INTERVIEW QUESTIONS 

What are your earliest memories of hearing about Indian people in a social studies class? 
What sort of things were discussed? 

What Indian tribes were you taught about in school? 
Did you leam about where different tribes live? 
Have you ever heard of the: Ojibway, Dine, Chumash, Oneida, Monican... 

Where did you hear about them, in school? 

Do you remember learning about Native Americans at a certain time of year, such as 
Thanksgiving, or did you have teachers who integrated topics related to Indians into the 
lessons throughout the year? 

Did you find that lessons about Native Americans tended to follow lessons about the 
natural environment? Why do you think this was the case? 

Did your Social Studies or History teachers teach from textbooks or did they use 
additional materials? 

What Social Studies or History textbooks did they use, if any? What sort of 
information about Native Americans did they contain? 

Do you remember any stories or songs that your teachers taught you that related to Native 
Americans? 

What sort of children's books about Indians did you read (or have read to you) in school? 
(Examples: The Little Indian, Young Squanto: The First Thanksgiving, Raven: A 
Trickster Tale From the Pacific Northwest, The Legend of Bluebonnet, etc.) 

How do you feel that Native Americans were represented in your textbooks and picture 
books? 

What did they look like? 
Did this make you feel as if that was how you and your family should of looked as 
Native Americans? 
What impact did this have on you? 
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Did your classes take field trips to museums or historical landmarks in which Native 
American were mentioned? Explain? 

How did these trips make you feel? 

Were you ever taught about what archeologists have been digging up in Alabama for 
decades? 

How was this information presented to you in classrooms? 
How did this make you feel? 

Were there ever any Native Americans invited into your classrooms to speak? Who? What 
were the circumstances? 

How did this make you feel? 

Did you ever have to do a class project on your ancestry or family tree? Was this a good 
experience for you? 

What did you learn about early American "explorers" such as Columbus or DeSoto? 
When your teacher(s) taught about them, did they also talk about the Native 
people that they encountered? 
How did this make you feel? 

Were you taught about how Indian populations decreased dramatically as a result of white 
contact? 

Did your teacher(s) give an explanation for this (disease, genocide..)? 
How did this make you feel? 

Were you taught about where Native Americans came fi-om ("Land Bridge," origins)? 
What did you learn? 

Did this conflict with what you were taught at home? 

How did your teacher(s) place Native Americans in relation to other people (evolutionary 
theory)? 

Do you feel that they expressed racist attitudes when talking about Native 
Americans? 

How did this make you feel? 

Were you taught about different Native American housing structures? 
Agricultural practices? 
Languages? 
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Were such words or terms as Powwow, squaw, tomahawk, Injun, sit "Indian-style," 
"Indian giver," etc.. ever used in your classes? 

How did this affect you? 

Did you ever leam about missionaries living and working among Native American 
communities (particularly among the southeastern tribes)? 

Did you ever leam about Indian boarding schools in your classes? 
How did this make you feel? 

What were you taught about Indian/ White relations in school? 
Were you taught to fear Native Americans? 

Were you taught about Indian Treaties in school? How was this information presented? 
How did you feel about this? 

Did any of your teachers ever talk about the relationship between Indian tribes and the 
federal government and how this is different from the relationships that other Americans 
share with the government? What was said? 

How did you feel about this? 

Were you ever taught about Indian Removal in any of your classes? 
What was said about this? 
Was this presented as a positive thing? 
Did your teacher(s) talk as if all Native Americans were removed to Indian 
territory at that time? Did they (he or she) recognize the Cherokees, Creeks, and 
Choctaws who remained in Alabama? 
How did you feel about this? 

Did your teacher(s) spend anytime on Cherokee history (Removal, Andrew Jackson, 
Sequoyah, John Ross, missionaries, contemporary issues)? 

Do you feel like your teacher(s) did justice to the topic? 
What was missing? 
How did you feel about what was presented? 

Did you ever leam about Native American leaders in school? What was the context and 
who were they? 

Was there anyone whom you felt should of been talked about who wasn't? 
What sort of leaders were they (i.e. historical figures such as Chief Joseph, or were 
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you ever taught about Indian doctors, lawyers, teachers, writers, etc.)? 

Were you ever taught about the contributions that Native Americans made (and are still 
making) to the United States? 

Were Native Americans credited with fighting in wars (Revolutionary, Civil WWI. 
WWII, Korea, Vietnam, etc.)? 
How did you feel about this? 

Did your teacher(s) ever talk about Native American place names? 
Can you name any in Alabama? 

Did any of your teachers discuss oral traditions or ceremonies in class? 
Did this make you feel uncomfortable? 

Did any of your teachers ever discuss contemporary Native American issues, or did they 
mostly talk about Native Americans in the past tense? 

How did this make you feel? 

Who were your role models in school? 
Were any of them Native American? 

Who did you hang around in school? Other Native American children? 

Did anything that you were taught in school about Indian people conflict with what you 
were taught at home? What conflicted? 

What was the same? 
How did this make you feel? 

Was there ever a situation in class in which you had to speak up about something 
regarding Native Americans? 

Was there ever a situation in which you felt like you should of spoken up about 
something and didn't? 
Why didn't you? 

Can you give me a list of positive ways in which you feel Native Americans were 
represented in school? 

Negative ways? 
How did these thing affect the way you look at Indian people? 
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Did you include yourself in this outlook? 

Have you ever experienced racism or discrimination in school as a result of being Native 
American? 

From who? 
Did your family get involved? 

Were you ever held back a grade in school? 
Do you feel that this was because you are Native American? 

Can you say that what you learned about Native Americans in school had an affect on 
your identity or self esteem? 

Looking back, do you think that you bought into the information that you were 
taught about Native Americans? 
What was the result of this? 

Do you remember your parents or grandparents discussing these issues in regards to their 
educations? 

What did they say? 

What recommendations do you have for schools who wish to change the way in which 
they represent Native Americans? 

*What concerns you the most about your children (or grandchildren) learning 
about Native Americans in school today? 
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CURRICULUM EXCERPTS SAMPLES 

"Andrew Jackson was a new kind of President— of the people, self made, from 

the West. Jackson took ofiBce believing that the people stood solidly behind him, 

and he began immediately to put his ideas into practice. He thought government 

should stay out of certain matters, such as economy and personal freedom" 

{America: The People and the Dream, S"** grade, p. 341). 

•'In 1865 more than a quarter of a million American Indians lived in the western 

half of the country. Some of these Indians, such as those of the Five Civilized 

Tribes, were groups who had lost their eastern lands and been forced west" 

{America: The People and the Dream. S"" grade, p. 508). 

"Bodmer's paintings and Maximilian's journal record and lives and habits of the 

Plains Indians. The explorers hoped to understand the actions, customs, and 

feelings of the Indians. This understanding is called empathy" (America Will Be, 

5"' grade, p. 71). 

•'Many of the people [this is in reference to Indian people] you will meet in this 

book lived long ago in places that may seem far away from your home. But they all 

had feelings just like yours. They had many of the same needs that you have today" 

{From Sea to Shining Sea, grade, p. v.). 

"The Navajo first learned sand painting from other Indians who lived nearby. But 
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in Navajo myths, the Wind People taught the Navajo how to make sand paintings" 

(From Sea to Shining Sea, 3"* grade, p. 105). 
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CURRICULUM ILLUSTRATION SAMPLES 

Figure I- "Columbus lands while Indians watch from shore, as an artist of the 1800s imagined 
the scene" {America: The People and the Dream 1994:45). 

Figure 2- "Women are drying and stretching buffalo skins while the men hunt" (America: 1994:515). 
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Figure 3- "Hopi butterfly dancers perform at Second Mesa, Arizona" (America: The 
People and the Dream 1994: 516). 

Figure 4- "After years of unsuccessful protests, American Indians tried once again during the 1960s to be 
heard and understood" (America: The People and the Dream 1994: 799). 



Figure 5— "'Thanksgiving with Indians is a painting from the 1940s by N.C. Wyeth. ft shows Pilgrims 
sharing their first harvest with their Indian friends" {From Sea to Shining Sea 1997; 114-115). 

Figure 6- "Fast-moving water and rocks and holes along river bottoms made 
river crossings dangerous for pioneers" {From Sea to Shining Sea 1997: 147). 



Figure 7- "Small group of Asian hunters such as this one crossed Beringia in search 
of new hunting grounds" (America: The People and the Dream 1994: 19). 

Figure 8- "In 1838, the Cherokee were forced to pack up whatever belongings they could 
carry with them and move from their homelands to the newly established Indian territory in 
Oklahoma" (America: The People and the Dream 1994: 342). 



Figure 9- "Boston citizens dressed as Indians, dumped crates of tea into the harbor. 
The colonists probably did not look as much like real Indians as they do in this 
nineteenth-century view of the Boston Tea Party" {America: The People and the 
Dream 1994: 149). 

Figure 10- "The painting on the left shows Indians leaving their villages as the Spaniard approach 
on horseback" (America Will Be 1997: 115). 
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APPENDIX 4 

HUMAN SUBJECTS FORM 

I AM BEING ASKED TO READ THE FOLLOWING MATERIAL TO ENSURE 
THAT I AM INFORMED OF THE NATURE OF THIS RESEARCH STUDY AND OF 
HOW I WILL PARTICIPATE IN IT, IF I CONSENT TO DO SO. SIGNING THIS 
FORM WILL INDICATE THAT I HAVE BEEN SO INFORMED AND THAT I GIVE 
MY CONSENT. FEDERAL REGULATIONS REQUIRE WRITTEN INFORMED 
CONSENT PRIOR TO PARTICIPATION IN THIS RESEARCH STUDY SO THAT I 
CAN KNOW THE NATURE AND RISKS OF MY PARTICIPATION AND CAN 
DECIDE TO PARTICIPATE OR NOT PARTICIPATE IN A FREE INFORMED 
MANNER. 

I am being invited to participate voluntarily in the research project entitled "The 
Representations of Native Americans in Alabama Social Studies Courses." The 
purpose of this project is access the manner in which Native Americans are portrayed in 
social studies classes of Dekalb County Alabama's public schools, and what affects these 
portrayals have on Cherokee students. 

I am being invited to participate in this study because I am a concerned with helping 
Native students to receive a quality education. 

If I choose to not participate in this study, any information obtained from me up to the 
point of my decision will be discarded or handed over to me to do as I wish. 

If I agree to participate, I will be asked to consent to the following: a 1 'A to 2 hour tape 
recorded interview regarding my opinions on how social studies classes should represent 
Native Americans. 

I realize that if I participate in this study, I will be helping to create a tool which will be 
used to inform education policy makers and curriculum specialists about the Native 
American perspective on past and current social studies curriculum This study will also 
potentially be used in reforming how Native Americans are portrayed in social studies. 

I also understand that complete confidentiality will be maintained by the researcher. It is 
my decision whether I would like my name to appear on the research, or if I would like to 
be represented under an alias. The only people who will have access to my data is the 
researcher and authorized representatives of the American Indian Studies Department at 
the University of Arizona, Tucson. 
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There is no cost to participate in this study. 

I can obtain further information from the principal investigator, Denise E. Barragan, M.A. 
at (520) 690-5785. If I have any questions concerning my rights as a research participant, 
I may call the University of Arizona Human Subjects Committee office at (520) 626-6721. 

BEFORE GIVING MY CONSENT BY SIGNING THIS FORM. THE METHODS, 
INCONVENIENCES, RISKS, AND BENERTS HAVE BEEN EXPLAINED TO ME 
AND MY QUESTIONS HAVE BEEN ANSWERED. I UNDERSTAND THAT I MAY 
ASK QUESTIONS AT ANY TIME AND THAT I AM FREE TO WITHDRAW FROM 
THE PROJECT AT ANY TIME WITHOUT CAUSING BAD FEELINGS. MY 
PARTICIPATION IN THIS PROJECT MAY BE ENDED BY THE INVESTIGATOR 
OR BY THE SPONSOR FOR REASONS THAT WOULD BE EXPLAINED. NEW 
INFORMATION DEVELOPED DURING THE COURSE OF THIS STUDY WHICH 
MAY AFFECT MY WILLINGNESS TO CONTINUE IN THIS RESEARCH PROJECT 
WILL BE GIVEN TO ME AS IT BECOMES AVAILABLE. I UNDERSTAND THAT 
THIS CONSENT FORM WILL BE FILED IN AN AREA DESIGNATED BY THE 
HUMAN SUBJECTS COMMITTEE WITH ACCESS RESTRICTED TO THE 
PRINCIPAL INVESTIGATOR, DENISE BARRAGAN OR AUTHORIZED 
REPRESENTATIVE OF THE AMERICAN INDLVN STUDIES DEPARTMENT. I 
UNDERSTAND THAT I DO NOT GIVE UP ANY OF MY LEGAL RIGHTS, 
SIGNING THIS FORM. A COPY OF THIS SIGNED CONSENT FORM WILL BE 
GIVEN TO ME. 

Subject's Signature Date 

Parent/Legal Guardian (if necessary) Date 

Witness (if necessary) Date 

Investigator's Affidavit 
I have carefully explained to the subject the nature of the above project. I hereby certify that to the best of 
my knowledge the person who is signing this consent form understands clearly the nature, demands, 
benefits, and risks involved in his/her participation and his/her signature is legally valid. 

Signature of Investigator Date 
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