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Dr. William Demmert 010 WEST 112TH STHEET
Director of Education NEW YORK N Y 1025

Bureau of Indian Affairs ) . PHONE 1212' 663 7000

Department of the Interior
washington, pD.C. Fy

Dear Dr. Demmert:

This report is submitted in fulfillment of Contract No. K01C14200614 between the
Bank Street College of Education and the Bureau of Indian Affairs as the result
of a Congressional directive €o the Bureau (HR-16027, #93-1292, August 14, 1974)
"to provide to the House and Senate Coomittees on Appropriations an analysis of
the need for a program in early childhood education, togethar with recommendations
for carrymg out such a program in the future.®™

~We have found that, in general, existing educational programs gerving Native Amer i-
cans .are inadequate and insufficient. They are inadequate in their responsweness
to the culture and life experiences of the children and families they serve; in
staff training and development; in the mmber of Native Americans in professional
positions; in health, psychological and social services; and in programs for handi-
capped children or for children who show umusual promise. They are insufficient
because they do not meet the needs of Native Americans and their families which a
comprehensive and contimuous program in education should meet; because in many
comminities there are no programs available for many families who would like them
and need them for their young children; and because Native Auricans do not exer-
cise control over the education of their own children.

We wish to stress that our recammendations urge just such a commitment to the
future as is noted in the Congressional directive. If young Native American chil-
dren are to have the same chances for their future as do other Americans, a long-
term coulni;:ment to the education of young children is essential.

In our recommendations we urge that such a conmitment and effort take advantage

of a@.ready existing programs. Renewed efforts on the part of Congress, however,
will not be effective unless the fragmentation currently in evidence of Federal,
State, Tribal, and private programs is eliminated. Coordination of planning, fund-
ing, administration, and implementation for all programs at local, State, regional,
and washington levels is vital. Only then can services to young Native American
children and their families be effective.

’ Herbert Zimiles, Project Director
Edna Shapiro
Doris Wallace
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RESOLUTION

Whereas an Advisory Board was selectéd to work with Bank Street
College of Education in implementing its Contract No. aulCl4200614 with
the Bureau of Indian.Affairs, and

Whereas the Advisory Board was selected fram a nationwide balance of
representativv from several ‘important' Native American organizations, and

Whereas the Advisory Board has had several meetings with Bank Street
College of Education during the planning, progress, and development of its
recanmendations based on the educational needs assessment of young Native
Americans and their families, and | 3

Whereas the Advisory Board has had ithe opportunitf to review the
final report by the Bank Street College of Educati}.m,

Now therefore be it resolved that the Advisory Board hereby endorses
the finished report and recommendations and pledges its contrinuing inter-
est in the implementation of the recommendations.

This resolution was adopted by a vote of 10 in favor and no opposi-

tion at a meeting of the Advisory Boardi in Albuquerque, New Mexico, on

May 5, 1976.
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I. INTRODUCTION - .

.

This report presents findings and recommendations based on a detailed as-

1

sessment of the educational needs of young Mative American~ children and their

families. It originates in a Congressional directive to the Bureau of Indian
Affair:s.2 A= a result of this directive, in April 1975, the Bureau of Indian
Affairs contracted with Bank Street College of Education to undertake a needs

assessment of young Native American children and theix" families. This project

b ad
had three major objectives: .

1) To conduct an assessment of the educational needs of Native American
children prenatal to age eight and their families. This population
- was defined specifically by the Burean as those children and their
families "of one~quarter or more of Indian or Eskimo blood quantum
and who are recognized for services by the Bureau of Indian Affairs
...where Pederal schools provide schooling, grades kindergarten
through third grade.”

2) To describe and report on the types of programs currently available x

to these children and their families.3

3) On the basis of the assessment of needs and in the context of pro~
grams available, to draw conclusions and make specific recommenda~-
tions for programs which will have the maximum:potential for meet~
ing the developmental and educational needs which have been identi-
fied.

lin this report, the term Native American is used to include American Indians .
. and Alaskan Natives (that is, Eskimo, Indian, and Aleut groups in Alaska). It
should be noted, however, that in many official documents and statements (which
may be quoted in this report), the term Indian is often used to refer to the same

groups.

2"'x‘he managers on the part of the House and Senate direct the Bureau of
Indian Affairs to provide to the House and Senate Committees on Appropriations an
analysis of the need for a program in early childhood education, together with :
recammendations for carrying out such a program in the future.” Conference Report
(to acgampany HR-16027), p. 8, Amendment #19; 93rd Congress, Second Session, House
of Representatives, #93-1292, Department of Interior, Appropriations Bill for
Fiscal Year 1975, August 15, 1974, ordered to be printed, submitted by Mrs. Hanson
(state of washington) from the Caomittee of Conference.

31wo pilot programs--the Parent Child Development Prcgrams on the Acama and
Choctaw reservations--were singled out by the Bureau for intensive evaluation.
See Appendices A and B.

9
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o
The requirements of the task os a whole fal's into comsideration that young

Native American children and their families h&&e a multiplicity of nceds which

the school must respond to if tﬁe children are to benefit from their education

in school. Education, especially of young children, is thus broadly defined.

Intellectual growth is a major but not the only focus. Emotional development

and the culﬁivagion of physical and social skills and competence are part of the

educational province. It follows that any special needs in these domain§, whether

intellectual, emotional, social, or physical, become the business of the school.

+ ¥

The findings of the needs assessment are presen;ed in the context of data and
analysis of";;sues from the relevant literature. The findings are orgapized in
broad content areas--economic condit;ons, social problems, health, education.
It 1s important to emphasize at the outset, although it is repeated and doc~ -
umented in the different sections, that these are all interrelated phenomena. In

o

the ecology of the reservation, one mslfunctiondleads to and exacerhates another.
The lack of roads makes it difficult to get t; the health clinic--an espccially
serious problem in emerggncies; families have to travel many miles to shop and
are dependent on the stock of the nearest tragding post; children  have to spend
long hourg getting to and from school, and this is one justification offered for
boarding schools. Lack of electricity means no refrigeration and no way to store

perishable foods in hot weather. Substandard housing, including lack of water

and sewage fag¢ilities and overcrcwded conditions, makes preventive health care

difficult and increases the sevnrity of illness. ' Malnutcition can lead to irre-
vers;ble damage and certainly leads to greater susceptibility to disease. Ear
infections lead to hearing loss, which, in turn, is associated with poor achieve-
ment in school. Lack »f recreaticnal facilitie;, unemployment, lack of opportun-
ity, are preconditions for alcohol and drug abuse, which, in turn, lead to ill-

ness, accidents, and the neglect of children. *

RIC - i0
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The Native American peoples are survivors. ,Thex have survived through years
"
of a governmeht policy which has shifted: from exterminatiop to removal to land

allotment to relocation fo tepmipation; which has ignored Native culture, tried

} - »

- * ’ L ] .
to extirpate it through fo;;ed é;similation, and only lately has given formal

support to the styengthening of the language and cultural\ heritage of Native

peoples. In recent years, changes in Pederal policy concerning the Native Ameri-

¥

can population--the promise of selfséeterm;nation, the visible effects of pro-
. v <

graméhlike Head St;rt--along‘W%th the decrease in infant mortglity and certain

.

infectious diseases likegfyberculosis, have brought hope and accompanying strength
to many. In spite of the multiplicity of problems, there is no-justifiable rea-
son why the American Indian and Alaskan Native population should nct have a
standard of li{ing that provides what mosé people in this country c0nside;’the
bare necessities of life, and why thggyshould qot’ﬁa;ticipate in the benefits of

being Ameridan. There is no justifiable reasongﬁhy they should not have an’ edu-

&

catiori that honors and builds on their-cultural heritage and provﬁges the knowl-

b

edge and skills that will enable themfto determine their own future.

,

President Lyndon B. Johnson, in a special message to the United States

Congress in ﬂ968,1 asked the Secreéary of the Imterior, in cooperation with the

Secretary of Health, Education, and Welfare, to establish a médel cammunity
school system for Indians, which wounld include the finest teachers, %amiliar with
Indian history; culture} and language; an enriched curz’i':culum, special guidance
and counseling programs‘and a souéd program to teach English as a seggnd ianguage;
which would serve the Hocal community as an educatioﬁal and'iocial center; and

which, in Federal schools,;iould have }ndian school boards whose members would

receive whatever training was necessary to enable them to carry out their re-

Presidents, pp. 335-344,

——

1Lyndon B. Johnson. Special message to the Congress on the problems of the
American Indian: "The Forgotten American," March 6, 1968. Public Papers of the

11
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sponsibilities. President Johnson also said, "Wé must set a goal to gn}oil every
four- and five-year-cld Indian child in a preschool program by 1971."}
Native American school boards have been established in Bureau schools; but

President Johnsonis other goals have not been achievgd.

Description of the Project
P

‘A central tenet of the conduct of the project has been that it be responsive

to the needs and wisfes of the Indian and Alaskan peoples.' Accordingly,~the bulk

v

of the .field work consisted of ‘interviews with members of Native American cammun-
5

¢

ities. An Advisory Board to the project was established, all of whose members

are Native Americans; the Bgirq reflects a nationwide balance of representatives

»

of several important Native American organizations, and generally consists of

persons who are knoq}edgeable and concerned about the education, culture, and

* . .
welfare of Native Anericaxi’peoples.2 - “

A number of constraints have dictated the conduct of the study. The scope
of the project is extremely broad, in terms of the number and magnitude of the

issues to be adareséed, as well ag the large geographic areas to be covered.

~

The amount of time and money allotted for the study, however, precluded full

coverage of all aspects.3

lpyid., p. 338.
»

2'rhe Advisory Board has met four times with members of the pfoject staff (in
May and November 1975, and April and May 1976) and has reviewed and endorsed this
report. h '
. 4 4 7 . ) . . . X
3This is no great disadvantage since the present projéct issone of many ef-
forte to assess the needs or report the status of Native American peoples; and
other assessments are currently under way or being planned. ' Noteworthy among
reports since 1969 are the following: B. Berry, The -education of American Indians:
a survey of the literature. A report prepared for the Special Subcommittee on
Indian Education of the Committee on Labor and Rublic Welfare of the United States
Senate, Washington, D.C.: U.S. Govermment Printing Office, 1969; Indian education:
a national tragedy--a national challenge. Report of the Special Subcommittee on
Indiah Education of the Committee on Labor and Public Welfare of the United States,
Senate,-Washington, D.C.: U.S. Govermment Printing Office, 1969; A. M. Josephy,
Jg., The American Indian and the Bureau of Indian Affairs--1969: a study, with

12 /
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.

The needs assessment was conducted in six Bureau-designated administrative
areas, which were specified by the Bureau of Indian Affairs, as follows: Aberdeen,
Albuquerque, Juneau, llavajo,_Phoenix, and Eastern. In each of these areas, cer-
tain cammunities were selected as sites for the collection of field data, some
of which were later selected for more intensive observation of preschools and
elementary schools. The sites selected for scﬁml observation were cammunities
with kindergartens in BIA schools and, in some instances, contained programs for
‘handicapped children, bilingual programs, and boarding as well as dey schools.

While each comminity has particular characteristics that distinguish it from
even nearby communities of the same tribal gro.p, there are nevertheless common
historical and cultural‘elaents, common Social corcerns and attitudes, and com-

, mon life conditions. We believe, therefore, that the data collected in this

. pgoject can form the basis for recommendations that are applicable to communities
beyond those visited and can be generalized to all Native Americans for whom the

Pederal government has trust responsibilities.l

recommendations. Hearings of the Special Subccsmittee on Indian Education of the
Cammittee. on Labor and Public Welfare of the United States Senate, vol. 6, Appen-
dix. Washington, D.C.: U.S. Govermment Printing Office, 1969; E. Fuchs and R. J.
Havighurst, To live on this earth. New York: Anchor Press, 1973; Robert Nathan
Associates, Pederal programs and Alaska Natives: 2(c) report, 4 vols. U.S. De-
partment of the Interior, 1973; S. L. Tyler, A history of Indian policy. U.s.
Department of the Interior, Washington, D.C.: U.S. Govermment Printing Office,
19737 Alaskan MNative needs assessment in education, 2 vols. Project ANMA, Juneau
Area Office, Bureau of Indian Affairs, 1974; The Ravajo Mation: an American col-
ony. A report of the United States:Commission on Civil Rights, September 1975;
C. L. Attneave and M. Beiser, Service networks and patterns of utilization,
mental health programs, Indian Health Service. Final Report, Contract IHS HSM

. 110=-73-342, 1976.

J'It is important to note that we have gathered no information about Native
Americans in urban situations. While it seems likely that urban Indians and
Alaskan Matives are also in need of programs for young children and their fami-
lies, we were not asked to and have not made specific recommendations for Native

'Anericans in urban areas.

“a
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Data Gathering Methcd

in defining the scope of the project, we did not take the traditional route
of selecting a handful. of variables in advance and subjecting them to controlled
study. Nor have we limited ourselves to the collection of quantitative data with
the belief that the problems confronted can b2 solved by prec;se measurement.
Instead, the major effort has been to assess the quality of life for children in
each Indian and Eskino community we have visited. We strove to learn how Native

¢ Americans and otheré working in the Native Amcrican community view the environ-
" ment in which they live, to delineate the interacting forces which shape the

course of children's development in each cammunity, and to identify problems,

issues, and gains relating to early childhood education.

Each reservation and Alaskan village was visited by a field team of between
two and four staff members camposed of at least one member of the Bank Street
College staff and one or more Native Americans. After preliminary contact and
interviews with BIA area officials and agency personnel, and after obtaining ap-
pr$val from Tribal Chairmen, Governors or other tribal representativés, the team
worked in an area for several days. When the field team arrived in a cammunity,
tean members were often asked to make a prg;entation of the project. The audience

forr this presentation usually consisted of people whose interests or professicns

were.serving children directly or indirectly--education and health and social
service professionals, tribal cfficials, copmunity leaders, members of school
’ .boards, interested parents, etc. The natu.’e and purpose of the project were ex-
| plained and the group was told how long the team would be staying. It was empha-
sized that the team was there to learn and listen and not to impose its own ideas.
Questions were invited. Team members were sensitive to the widespread skepticism

. ¢
witht which necds assessments were regarded by Indian and Eskimo people since

there had been so many assessments and so few resulting benefits. (In their own




-7 -

words, they had been "assessed to death.”) At the end of this first general
meeting, team members arranged to meet individually with intergiewees. The
first round of interviews led to others.

The overall method of operation, tixen, was to use a team approach to tap,
in a matter of days, a variety of information sources. This provided a holistic
picture of the conditions of life in a given community and a vivid account of
perceived needs relating tc the physical, emotional, social and intellectual
development of children at hame and school. Problems and accomplishments were
identified. Areas wher/:e information was sought included: direct and preventive
health care, social problems, parent education, parents' attitudes towards
services for their children's health and education, econamic conditions, how
reservation topography and physical conditions _affecﬁeq life fram day to day,
m the coordination among the various agencies and institutions serving young
children and their families. In addition to lay persons, intérviewees included
professionals and paraprofessionals working for the Bureau and other Federal
agencies {(for examéle, Public Health and Indian Health Services), and- state,
church, and tribal organizatioms.

The major instrument for obtaining these data was an open-ended interview.l

7 While certain content categories were covered whanever possible (e.3., for par-
ents, attitudes to school), how the relevant questions were worded and when they
were asked was left to the discretion of the interviewer. This format made it
possible to adapt questions to different communities and individuals while pre-

-

serving common themes. Questions were geared to the responses, rather than to a

preo:dained format and sequence. Group interviews, held occasionally, were gener-

ally avoided because they often elicited poorer data, tending to favor opini-ons

l‘rhe interview quides and forms for recording observations in classrooms and
interviews with administrative personnel in schools are presented in Appendix D.

15
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from those who were willing to respond while leaving out those who might not-wish
to voice opposing opinions in a group, or who were shy in the group sgituation.

In general, people were very willing to respond to the questions. While we
believe that, in part, this was due to the format used (that is, avoiding the
precoded closed-question technique), in large neasu;e our ability to reach so
many Indian and Eskimo people was because of our collaboration with a Native
American group brought together by staff at Haskell Indian Junior College. Their
participation in the project--planning and preparing for the data gathering and
as members of the field teams--snabled us to gain access to many Native Americans,
at both official and grass roots levels.

The first round of data were gathered during the summer of 1975 when schools
were closed, and only a few preschools were in session and some school staff were
available. The visits to elementary schools and most of the interviews with
school personnel were conducted in the fall. Table I-1 lists the areas, the
reservations, pueblos, and villages where data have been collected. The number
of persons interviewgd is also presented. Table I-2 lists the schools and pre=-
schools visited, where observations were made in classrooms and school personnel
were interviewed.

The data of this project consist of verbal statements of attitudes, opinions
and preferences, as well as factual information. We have examined the data for
consistencies and conéradictions. Common themes within and across cammunities
have been identified. In tabulating the data, the source of the information has

been noted. The content areas that have been taken into account are: attitudes

concerning education, health, and social problems; and expressed needs and prob-

A

IémSvconcerning physical conditions of life, health care, social conditions and

‘ problems, and education. 1”(}
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T2 le I-1
Conmunities in Which Field Data Have Been Collected
Number of Persons Interviewed
Dates Native
BIA Area {(1975) Reservation/Village American Other Total
Aberdeen July and Standing Rock 30 31 61
* October Cheyenne River 8 5 13
Fort Totten 13 8 21
Turtle Mountain 18 13 31
Total 69 57 126
Alaska July and Bethel and villages 70 20 90
Octaobex Kotzebue 6 19 25
Total 76 39 115
Albuquerque May Acama . 20 3 23
July Isleta 15 6 22
October Santo Domingo 12 0 12
November Jdicarilla . 17 2 19
Mescalero 14 7 21
Zuni 10 6 16
Total 89 24 113
Eastern July Cherokee 13 5 18
October Choctaw 36 25 61
Novembeyx, idliccosukee 3 2 5
December Seminole 11 1 12
Total 63 33 96 . .
Navajo August and Chinle 32 13 45.
September Crown Point 4 10 14
Fort Defiance/’indow Rock © 33 8 41
Shiprock 23 24 47
. Tuba City 29 12 41
Total 121 67 188
Phoenix July Gila River 16 10 26 .
August Hopi 11 9 20
— - Cctober Papago 70 23 93
Salt Rivurs 25 4 29
Vvhite iicuazain 9 8 17
Total 131 54 185
Area and Regional -
Personnel 13 53 66
Grand Total 562 327 889

‘ ' ' 17
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i~hie I-2

schools and Preschools visitcd

Reservation/ BIA Day & Boarding ! :
hrea Community/Village Schools Public Schocls | rye o 15
: A N
l H
Aberdeen ! Cheyenne River i Cherry Creek day I
iEagle Butte day & ?,ﬁ N SRR
.  boarding
i ' i e )
: standing Rocit Bullhead day* thost S Lve
Cannonball elem.* [Hood Lve-iL
‘ Soien elem,
Fort Yates Co-op
elem.* Lo Heal ctort*
Fort Yates board- §
. ing* '
Little Eagle day* Hcad Stact™
i Wakpala elem.* Head Start
i 1
Turtle lountain | Duseith day . %
Belcourt day {
‘L ]
albuquerque Acoma | Acoma day* Acomita Day h\\
: | s Cacc Cunters |
‘ JlcCartys Day ! &
1 Care Center* ;
Family Day Care
B Prozram* A
Head 3tart*®
t ‘ ’
Isleta Isleta day* :Head start*
I i
Jicarilla ;Hcad Stert
‘Day Car.*
3anto o-mingo Bernalillo elem. l
Zuni Towa Yallane elem.|Diy Car:
'Heal Ltart
J
|
Eastern Cherokee '

Cherokee day

18

1 Cove Head
' Statt
galrd i.wn Head
fwt:lLt*
vooen Head Gtart¥*
{ .ang Drer Head
i Start
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| Reservatior/ ! BIA Day & Boarcing . - i
Area , SomrunityVillage Schools Public Schools ! Preschools
! ‘ : {
Eastern ’ Choccaw ‘ ~£Choctaw Central %
(cont.) } : ! elen. ]
| | Bogue Chitto day* ; | PCDP/Head Start#
’ . Pearl River day* | PCDP/Head Start*
: Conehatta day* | PCDP/Head Start*
‘ , Red later day* i PCDP/Head Star%t#
| . Standing Pine day* ! PCDP*
| | Tucker day* ! ! pCDP*
+
Juneau ; Akiachak : Akiachak day* Cammunity Child
| J Development
! ! Program#*
! Bethel : Bethel elem.
l
: Emmonalc ¢ Immonak day ! |
. ' { i
! Kotzebue - Kotzebue day* j ! Parent=Child
! ' 1 § Center*
| ! !
! - 0 |
Navajo i Chinle Chinle day & board-j | bay Care*
| ing# { | Head Start*
! | Chinle Valley | '
! School for Excep-|
| i tional Cnildren* |
‘ ( Cottcnvood day
{ elenm.*
’ " Rough Rock day &
! i boarding (con- |
I tract)* ,
? lMany Fams elem.*
Crown Point ?Crown Point elem. | Head Start
i Borrego Pass day %
(contract) )
Dzilth-na-o-dithhlei
+ boarding ‘
Shiprock ! | Day Care
' J Head Start
) ‘Ruth N. Bond
i | elem.*
: ?Kirkland elem.,*
- Beclabito day* f
' Nenahnezad board- ' .
ing , ! |
Sanostee boarding* | |
i Teecnospos day & : !
i boarding* | i
| :
¢ 19
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Reservation BIA Day & Boarding
Area Comsmnity/vVillage Schools Public Schools Preschools
Navajo Tuba City Head Start
{cont.)
Window Rock St. Michael's Schdol
for Exceptional
. Children*
Phoenix Gila River Day Care
Head Start
Casa Blanca
Hopi Hopi day
Papago santa Rosa Boarding* Santa Rosa
Head Start*
Indian Oasis Sells Head
elementary* Start*
: | Topowa elem.*
Santa Rosa Ranch
day*
Kerwo day*
Vaya Chin day* vaya Chin
' - Head Start*
Ventana day*
Salt River Salt River day

white Mountain

Chaghache Day
Care Center

*Schools in which clagsroom observations were made.

3
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It should be emphasized that the purpose in this’ project was not to test
specific hypotheses, but td assess a camplex set of conditions i; order to m&ke
recammendations  for pro§ramming. Towards this end, our discussion of,the topics
Jroted above is an amalgam of observations, interview-data, ahd the pestinent ;

L

literature.




1I. ECONOMIC CONDITIONS!

The economic situation of Native Americans can be described in a word:
poverty. Poverty has two meanings in economic literature: (l)’Poverty exists
when a society is unable to produce or distribute sufficient quantities of goods
and services to a group so that it can maintain itself in a functional sense.
This can be designated as absolute poverty or deprivation. (2) Poverty exists
when ;ociety has the rescurces to maintain a social group in a viable way, but
chooses not to do so by creating social institutions that prevent access to re-
sources and prevent the'employment of productive energies. In this second, more
complex case of poverty, the séarcity of resources is less imporfant than the fact
that a group is denied, through a constellation of social mechanisms external to
its control, the use of its actudl or potentiai capacity. The deprived group's
cultural identity is degraded; and the group is made to feel impotent in its
desires and efforts to survive in a Qay comparable to the population in the
larger society.

These two kinds of poverty are'not mutuall§ exclusive. There are gray areas
where physical deprivation can make the dominant society appear even m;re oppres—
sive than it might in fact be. Objective barriers are perceived differently by
the weak and the strong; economic powerlessness is both subjective and objective.
The interrelationship between the two kinds of poverty was noted by Jilliam Byler,
Executive Director of the Association on American Indian Affairs:

“Low income, joblessness, p;or health, substandard hausing, and low
educational attaimment--these are the reasons most often cited for
the disintegration of Indian family life. It is not that clear-cut ~

....Cultural disorientati-n, a person's sense of powerlessness, his
loss of self-esteem~~these may be the most potent forces at work.

l1n the writing of this chapter, we are greatly indebted to Dr. Raymond
Pranklin, our consultant in Econamics. ,

2Indian Child Welfare Program, Hearings before the Subcommittee of the Com-
mittee on Interior and Insular Affairs; United States Senate, anety—third Con~

gress, Second Session, April 8 and 9, 1974, p. 25.

22 :
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As is vell known, poverty breeds poor health and malnutrition, which in turn
affect the acquisition of education and skills necessary to cope or compete ef-
fectively with the more advantaged groups in the surrounding society. Consider

‘these facts.
1) Life expectancy for reservation Indians is 46 years (compared
to 71 years ¢ -he U.5. as a whole).l ;
2) suicide r.«o ir @, adjusted for age, was 20.6 per 100,000
for Indisn and Al: an Natives compared to the age adjusted
rate of 12.1 per } ,000 population for all the U.S.2

A}

3) In 1974 a Huus.ng inventory by the Bureau of Indian Affairs
revealed that 53,000 housing units in which Indians lived
vere substandard. Given the fact that tha total number of
housing units in the survey consisted of 96,000 units, this
means that 55.4 percent of the Indian dwellings were sub-
standard.3 (The U.S. Census.does not provide camparable
figures for the country as a whole.)

4) Turning to the educational sphere, it has been reported by
two in~-depth studies in the late 1960s that the combined
high school dropout rate for Native Americans in Federal,
public, and private schools is at the rate of 42 percent.
Since those studies were made, there is some indication
that Ehe high school dropout rate has declined to 35 per-
cent. .

These facts are interrelated and are, in turn, associated with poverty and
educational failure., According to Birch and Gussow, the flow chart in Figure II-1

suggests that

the links which bind the poor into this repeating cycle of
* failure can be broken at any one of a number of points.

lthere is great disparity in reports:of this statistic. A life expectancy
of 46 years for reservation Indians “rising a year each year” is reported by Wax
and Buchanan (see M. Wax & R. W, Buchanan (Eds.), Solving "the Indian problem":
the white man's burdensome business. New York: The New York Times Company, 1975,
P. 166. According to the Bureau of Indian Affairs, however, Indian and Alaskan
. Natives born in 1975 are expected to live 65.1 years as compared with 70.9 years
for the U.S. (see Pacts About American Indians and Alaskan Natives, U.S. Depart-
ment of the Interior, Bureau of Indian Affairs, March 1975, p. 2).

2 .
7acts about American Indians and Alaskan Natives, op. cit.

3mia.
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Figure II-1*

[nvironmental Relationships Between Poverty P
and Educational Fallure

DISADVANTAGED CHILDREN

Poor maternal health //////,/,//’ \\\\
Poor maternal growth ‘kg .
Poor maternal nutrition \\\\\
Inadequate family planning ) . i
. pPoor obstetrical supervisicn \\\\\\
] ‘ l ¢ v N
Elevated infant mortality Malnutrition =3
Elevated infant morbldlty Illness .~ Social deprivation
Elevated family size Absence of medlcal care Environmental
){////’inadequacy
INCREASED RISK OF SCHOOL FAILURE ° -
!
\ g

UNEMPLOYMZINT AND UNDEREMPLOYMENT

#Source: Figure 11.1 in H. G. Birch and J. D. Gussow, op. cit., b. 268. <o




Vocational training, for example, may interrupt the sequence
that leads from school failure to unemployment, and adequate
family allowances could break the link between unemployment
and poverty. But while povetrty persists, the failure of gocr:
children in school is linked to it by a variety of environ-
mental factors, Thus iptervention at a single’ point must in-
evitably have a limited effect. Compensatory education may
help [somevhdt?...but it cannot make up for a childhood spent
with an empty belly.l ' \

-

Birch and”Gusscu cite a mass of evidence systematically relating health con-

ditions and educational achievement to variations in socioeconomic status. The
A

import of such studies must be retained in thinking about strategies devised to

improve the conditions of lile of the vast majority of Native Anerican Jpodpulations.

*

‘Strategies that ignq;e the critical links betueen incomes, jobs, nutrition, and

e€ducational achicvenent vill necéssarily fail ot prove ‘grossly inadequate.

There are tuo aldditignal dimensions to Native Ameiican poverty that differen- .

tiate it from that experienced by other poverty-ridden groups (1) The status of
“ : .
the Mative American population is intimately connected to the agencies of the

 Federal govermment, and is detemmined by discretionary political and legal con-~

Py

~

siderafions that do not aé;Iy to other poor groups in our society. (2) Native
Americans as a commdnipy are oétén far more isolated than are other oppressed
Ainority groups. 'Approximately 55 percent live in rural communities that are
relatiyely iséiéted geographic;ally.2 Indians literally live in a hinterland that
is often far removed from the urban and heterogeneous influences that affect other

minority groups and the larger U.S. population.3 Rural Indians have few "noxmal"

1H. G. Birch ¢ J, D. Gussouv Disadvantaged children: health, nutrition and
school failure. Wew York: Harcofirt, Brace and World, 1970, p. 267.
. 2 .

25 Study of Selected Socio-Economic Charactéristics of Ethnic Minorities
Based on the 1970 Census, Vol. III: American Indians, HEW Publication No, (0OS)
75-122, p. 13. This study will hereafter be referred to as HEW Report.

o

3It should be noted that the distribution of Indians By residence between
urban and rural areas has been changing rapidly over the decades. "While only 10
percent of the Indians lived in urban areas in 1930...45 percent did by 1970....
Theeshift is particularly apparent with the 20-40 year olds in urban areas whose
members have increased 2.4 times in the last decade, while the rest of the urban
Indian population has increased 2.0 times" (HEW Report, p. 13).

20
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’ social relations vith non-Indian peoples. The most-eyidcnt implications of such

*

isolation was no.od in a bulletin published by the Departrment of the Interior:
. BN
Indian reservacions are- in ‘genezally iZblated rural areas, ,
* thereby causing transportation to be an essential factor in

the accomplishment of social and econSq}c development objec-

tives. Seiviceable roads' are essential for commerce, trans- ;
. porting ot school children, obtaining health care and other
[ .- essent1axl services requiring the movement of people and
. pProw.f . ...

, and a cross-

* " 1a essence, lative Imericans are n:t visible to othexr Americans
. « . P

. scction of othex Americans are not visiule 'to them. Their economic condition is .

: thus a special case. Furtheimore, their special relationship with the TFoderal

M . . . « . B . -~ 3 \‘
goverrment anc. the:r isol ion have dicect implications for the economic qtra%e-
[

gids that must be employed if the oc¢onomic status of the Native American is to -

T | -

N
be alteored.” . .

Income -

N

THe simplest and most general oveiall measuré'of_;.gfoup's economic position .i

[}

"is income. Put in a oune-dinensional fom, individuzl or family income differ-

i - . -
ences represent differences in command over good$ and services afd, therefore,

5 .

differences in access to resources that define physical standards of well-being.

: Sustained differences in income suggest more general phenomena which’ are not

%

often thought gbout when income data alone ace arrayéd in a column. In the

broadest possilile terms, sustained income differvences indicate differences in
life chances defined by the standards that prevail in a particular sdciety.
[

»

Life chance: include a bundle of "goods," for example, health care, cducation,

.

. o
’

longevity, inioc.metion about employment opportunities, the acquisition or put-~

chase of knouledgce not available through general education, and a range of social

contacts.

- —

lpacts About American Indians and Alaskan Natives, op. cit., p. 4.

, 3 R
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Income differences mean variations in ability to withstand unpredictable

disturbances which emanate from the economic and social enviromment. If ghere
/

is a threshold for the inability to deal with disturbances, a threshold for

e

" despair, it is reached sooner at lower levels of income. i‘hen e examine differ-
x
ences in per capita income levels between groups, Indians arec at the lovest level.

This is shown in Table rI-1.

Table II-1%

Per Capita Income for Specified National
or Racial Groups, 1969 .

National/ Population 1970 Per Capita Income
Racial Group (Thousands) 1969
White Anglo 168,823 $3,383
Chinese 432 3,122 .
Filipino 337 2,790
Chicano (part) 4,657 1,850
"Black 22,550 1,818
Puerto Rican 1,391 1,805
American Indian 764 1,573

*Sources: U.S. Bureau of the Census. Census of
Population: 1970, PC(1)-Cl, U.S. Summary; also Subject
Reports, Final Report: PC(2)-1B, PC(2)-1C, PC(2)-1E,
PC(2)-1F, PC(2)-1G. fs

The American Indians thus rank lowest in per capita income. Indian per
capita'income is 46 percent of white American income. The absolute income gap
between the two groups ($3,383 minus $1,573) is $1,810. Since per capita income
is a crude measure of differences in well-being, it can be used to give a rouéh
indicétion of the magnitude of transfer payments that might be necessary to
achieve some degree of parity between groups in the short run. The parity ad-
justment involves only current incéme, and therefore leaves untouched the deeper
and longer-run problem of wealth inequalities. For example, if the Indian popu-

lation were to acquire an averaje income that was 75 percent of white income, it

y R7
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would need an incresSe in per capita inCOm; of $964 peyr year, aséumin; the gap

- .
prevailing in Table II-1 remained more or less constant. The aggregate costs
of increasing transfers of that magnitude would be approximately $797,332,108
annually. For the Indian population to achieve parity with the black population,
a group Qhose 9xperience with poverty and degradation is comparable to that of
the I;mdian, it would involve increasing annual transfer payments (based on 1970
census figures) in'the neighborhood of $202,641,460.

According to the U.S. Census for 1970, there were 792,730 Indians and 34,374
Aleuts and Eskimos in the U.S. Of this total of 827,108, the Bureau of Indian
Affairs estimates that 478,000 Indians (approximately 58 percent) live on or near
réservations.1 Reservation Indians do significantly vorse than non-reservation
In'dia:\s with regard to income levels. The per capita incl:me range for reserva-
tion Indians was frém $1,513 for Indians at Flathead, Montana to $472 for the
Joint Use Area embracing Wavajo and fopil.

A comparison of median income for U.S. as a whole with the‘American Indian
population by place of residence, sex, and family is';hown in Table II-2. Rural
Indians are relatively worse off compared to U.S. total. Rural Indian males have
a median income that is 42 percent of U,S, total; for rural Indian females the
relative difference is 56 percent of the total. And rural Indian family incame
is 48 percent of the U.S. family income. Although not indicated in Table II-2,
it vas reported that "tﬁe income of rural Indians...{s equal to only one-third

of the income of their rural counterparts in the total population."3
4

lmid., p. 1.

ZU.S. Bureau of the Census. Census of Population; 1970, Subject Reports.
Final Report PC(2)-1F. American Indians. . U.S. Government Printing Office,
Washington, D.C., 1973. ’ .

‘Por a cautionary note on 1970 Census figures, see p. 154.

3HEW Report, p. 58. 28
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Yool II-0F

Income Characteristics of U.Z. Total an?
Jmerican Indien Jopulations, 1370

Indian Rural .
"Total ' Indian
ltedian u.c. Irdian as % of Indian ’ as 8 of
Income Toral Total U.S5. Total Urban Rural U.5. Total
ialel $6,514  $3,509 53 $4,568  $2,749 a2
Fenalel 2,504 1,697 70 2,023 1,356 56
Families2 9,590 5,832 51 7,323 4,649 48

*Source. A study of selected socio-economic characteristics of
ethnic minorities based on the 1970 Census, Vol., III. American Indiang,
Table G-1, p. 59. Department of Health, =ducation, and {lelfare, No.
(0s) 75-122, July 1974,

1Persons 14 years and olde:x.

2Figures for this item on the averace represent income from
several wage earners per family,

Indians Belo: the Poverty Level. Table .I-3 shous the proportions of the

Indian population that e:perience degrees of absolute deprivation. It indicates
the poverty characteristics and sources of income ofvthe U.S. total and the Amer-
ican Indian population for 1970.

The definition of impoverishment is estimated by the Bureau of the Census
as the minimum budget required Zor viability after it is adjusted for family size
and place of residence. Thus, a family consisting of five persons would have a
different cut-off point than onc consisting of two pecssons. Some of the high-
lights of Table II-2 show.

1) 200,000, o: about 4& percent, ol all rural Indians are in pcvertys

2) 93,000, oxr 47 percent of rural Indians, are under 18 years of age;

3) 40,662, 6: 35 percent of rural children in poverty, are under nine years

of age:1

Irhis is a consecvetive estimate derived from the mean size of the total U.S.
Indian population. Jince rural families tend to be larger than urban ones, the
G"ﬂber of rural children in poverty under the age of nine is probably larger.

ERIC 29
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Table I1I~3*%

Poverty Characteristics and Sources of Income of the U.S. Total
and American Indian Pepulations, 1970 -

American U:rban Rural American Indian
U.S. Indian American New Okla- South
Total U.S. Indian Total Arizona Mexico homa  Dekota
Tyne of Income

% of Fanilies Re- N

ceiving Social

Security 22 1.7 15 19 16 1€ 24 17
% of Families Re~

ceiving Public .

Assistance 5 19 15 23 28 18 22 39

Incidence of Povertyl

% of All Pamilies 11 33 21 45 57 52 43 55
§ Pemale-Headed 33 31 43 25 25 26 21 35
§ Female-Headed Fam-

ilies in Poverty 32 56 47 64 72 64 60 64
8 of All Pexsons 14 33 26 48 60 54 12 56
% Yho arze 65 and

Ove: 19 7 8 7 6 6 12 6
% of 65 and Over

in Poverty 25 - 47 34 56 73 67 55 61

% Unrelated Indi-~

viduals in

Poverty . 37 54 47 68 76 72 70 71

*Source: U.S. Bureau of the Census, 1970 Census of rhe Census, 1970 Census of
Population. General Social and Economic Characteristics, United States Summary, PC(1)-
Cl; Detailed Characteristics, United States Summary, PC(1l)-Dl; Subject Reports: Amer-
ican Indians, PC(2)-1F.

1

Per definition used by U.S. Census.
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' 4) 115,360, or 58 percent, of rural Indians have dependent status, such
as,.dependent children, elderly, female heads of households; thus their means

of support does not come from earned income.

Dependent Status. 1lith respect to the relationship betweén dependent

status and poverty, especially as it pertains to welfare recipients, Table II-3
showrs that of the 33‘percent of the Indian families in poverty, 19 percent are
welfare recipients, a ratio of poverty to welfare of 1.7 to 1. For rural
Indians, velfare assists an even smaller proportion of the total number of
families in pbverty. That is to say, of the 45 percent of the rural families
in po&erty, only 23 percent are welfare recipients, a ratio of poverty to wel-
fare that is 2 to 1,

In FY 1974 the BIA General Assistance program served 39,18l cases compris-
ing 119,887 persons, approximately 14 percent of the entire Indian and Alaskan
pcpulation.1 Although this number includes many who are categorized as unemploy-
able, by virtue of age, illness or physical incapacity, it also includes many
who are looking for, but are unable to find employment.

Thus, on the one hand a substantial amount of money is being spent on wel-
fare, but in order to reach all those who need assistance, the outlay would have
to be doﬁbled.

Occupation, Employment, and Education

The immediate determinants of income are occupation and employment status.
A more indirect determinant, but one that is nevertheless ;ital to occupation
and employment, is education. The lov per capita level of income partly reflects
the fact that Indians are over-represented in lower paving and less skilled rungs
of the occupationsl ladder. Purthemmore, lower paying jobs generally have a

higher incidence of unemployment. Long periods of periodic unemployment feeds

1BIA statistics,
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" into lover laboyr- lorce parsticipation rates. #1l these factors--even in the ab-

O
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sence of educational chstacles--ernde the motive pouver required to raisc one's
educational status, Tec the "natural" obstacles that the low/ economic status
poses in the acquisition of education, one must add the intimidation, discrimin-
ation, language, and cultural barriers that Indians experience. 1In esscnce,
sceking economic viability through the educational process involves overcoming
many piroblems. .

<

Cccupation. Table II-4 shous the occupational distribution of the U.S.
’ |

total population and the Indian population. The occupational groups have been
ranked from 1 to 9 on the basis of median incomes of each group that prevailed
for the U.S. populatiorn as a whole. The broken line separates the occupations
above and belov the national median. For males, four occupations were above,
and scven belou the meidian; for feﬁales, three occupations were above and cight
belei: the median,

As can be secen [rom Table II-4, Indians arc over-represented in the lower-
ranked occupations and under-represented in the highei-ranked occupations com-
pared to the total U.5. population. Rural Indians do worse than urban ones, and

rural Indian females are more over-represented in the lower-ranked occupations

than any other group in American society.

It should be cmphasized that the degree of over-representation in the lower-

ranked occupations as shoun in Table II-4 grossly understates the case. ilajor
occupational groups are a composite of many suboccupations. In the category of
Professional und Technical “'orkers, for enample, the range is from extremely high

salaried nourosurgeors to lowecs-paid sociazl workers and teachers. This is true

for other categories as well. The lowest paying suboccupations in some high-ranked

grovps actually pay lcss than some suboccupations in lower-ranked groups. Since

Indians tend to have the lower paying suboccupations in each general category,

32
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Table II-i*

lizjos Occupations of Males and Females of
U.S. and Bmerican Indians, 1970

Percent Distribution
American Indians
Total Urban Rural
Rank U.S. Total 1Indian Indian Indian

Occupations. Males

1, Professional and Technical “Jo:rkers 14.3 9.0 11.0 7.0
2, Managers and Administrators 11.2 5.0 5.8 4.2
3. Sales ‘lorkers 6.9 2,2 3.2 1.5
4, Craftsmen, Foremen and Xindred Vorkers 21.0 22.0 23.0 21,0
Total: 1-4 53.4 33.4 43.0 33.6

5. Clerical "'orkexs 7.6 5,7 7.3 3.9
6. Operazives 20.0 24,0 26.0 22,0
) 7. Sexrvice Vorkers 8.0 10.0 11.0 10.0
8. Laborers, e:cept Faim 6,6 13.0 11.0 16.0
9. Farm Managers and Laborers 4.5 £.0 2.0 4.7
Total; 5-9 £6.7 60.1 51.3 66.6

Occupations Females

1, Professional and Technical "“orlers 16.0 11.0 12.0 10.0
2, Managers and Administrators 3.6 2.4 2,5 2.2
3. Clerical {lorkezs ' 35.0 25.0 29.0 20.0
Total: 1-3 54.5 38.4 43.5 32.2

4. Craftsmen, PForemen and Kindred Workers 1.8 2.1 2.2 2.0
5. Operatives 14,0 19.0 17.0 22.0
6. Laborers, except Fa:m 1.0 1.3 1.1 1.7
7. Sales Vlorkers 1.4 4.0 4.8 2,8
8. Seirvice Vorkers 20.0 33.0 32.0 35.0
9. Fam lfanagexs and Ladorers .8 2.3 .7 4,6
Totals 4-9 45,0 6l.7 57.8 68.1

*Sourcey HEYW Report, Table F-1, p. 50.
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the distributions shoun in Table II-3 minimize the extent to vhich American
Indians vork at lower paving jobs compared to the total U.S. population.

Labor Force Population and Unemployment. Low incomes and louer paying jobs

reflect the entent of occupational opportunities. If two é&oups have different
gencral employment possibilities, it produces different labor force paiticipa-
tion and unemployment rates. In 1973 the unemployment rate for reservaélon
Indians was 37 percent.l The uncmployment rate for the country as a vhole in
1373 was 4.9 percent. Foxr black workers, it was 8.9 percent.2 Thus, reserva-
tion Indian uncmployment rate vas 7.5 times greater than that for vhites and 4.2
times greater than that for blacks, .
aAs shoun in Table II-5, the rate of unemployment varies from one area to
another, from four times to 12.9 times the unemployment rate of the country as
a vhole.

Table II-6 shows the differences in labor force participation rates.
Indians have the lowest rate of male labor force participation of any group in
the U.C.3 Only 63 percent of men 16 years of age and over are in the labor
force, compared to 77 percent from the U.5. total average. Rural male Indians,
it should be further noted, have an even lover rate.of labor force participation
-- 0f 5G percent. For Indian fe;ales, the rates are even lowe}. The differen-
tial rates hoth vithin the Indian population and betveen the Indian population

and tho total U.Z5. rellect gencral Jdifferences in econonic opportunities among

rural and urban Indians and by sex. This interrelationship was noted in the HIZU

lr'acts Aboqgﬁzmcrican Indians and Alaskan llatives, op. cit., p. 1.

”
“Lconomic Reporf ol the President, Table C-25, p. 279, U.S. Government
Printing OZfice, Washington, ».C., 1975.

BHDQ Report, p. 49,
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Table II-5*
Native American Population On and Adjacent to Reservation: ’
Labor Force, Unemployment--Summary by Selected Areas
liaxrch 1973
Unemploy-
Population Labo:i Rate of . ment +
o on and Force Unemploy- Temporaxy Underem-
‘Adjacent to (16 years Unemploy- ment Employ-  plovment
Reservation and over) ment % ment 3
Total in labor
force survey 512,831 " 157,321 61,678 37 30,213 55
BIA Areas ‘
&
Aberdeen 48,846 13,141 5,283 . 40 2,321 58
Juneau - 61,025 19,878 12,461 63 ., 2,906 78
Eastern 10,095 3,622 ) 666 18 996 45
Navajo 136,686 47,317 16,567 35 9,845 56
Albuquerque 34,952 12,961 4,373 34 1,848 48
Phoenix 50,833 16,415 5,876 36 2,814 53
*Source: Department of Interior, Bureau of Indian Affairs, June 1973.

Table II-6%

Labor Force Participation Rates of the U.S. and
the American Indians, 1970

Percent Distribution
American Indians . ,

Labor Force Participation Rate U.s. Total Urban Rural
(16 years old and over) Total Indians Indians Indians
-
Male 77 63 72 " 56
Female 41 35 42 29

*Source: HEW Report: Table F-1, p. 50,
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lReport as follous ,

In consideing labor Zorce participacion and unemployment rates
for Imerican Indians, one must rot only look at the actual rates
for cach of these factors, but also at the percentage ¢f Indians
vho are in fact employed....''ith low labor participation rate
and the high unemployment rate, less than half (40 percent) of
all rural male Indians are employed compared to three-quarters
(74 percent) of all men nationally. Clearly the low participa-
“tion rate is not a product of an absence of desire for woxk.
Given the excessively high unemployment rate, the lou partici-
pation rate is probably only an acceptance of reality. Knowing
that jobs are unavailable, persons simply give up trying and
thus high unemployment rates are generally accompanied by low
labor force participation rates. The relationship holds true
particularly in depressed areas. Both situations characterize
rural Indian males.l

Zven in those sections where the rate of unemployment is lowest, for example,
amona the Cherokee 1n the Eastern area, the percent of males 16 years and over
vho are not in the labor force is thi'ee times higher than in the surrounding

2

State (North Carolina), o in the United States. The economy of the :Zastexn

Cherokee is largely based on tourism, anl the main part of the tourist season
lasts only four months (June through Septcmber). Thus, the seasonal nature of

the economy means that wvorkers in the tourist trade are unemployed for eight

>
months of the year. A

vthen we look at employment figures for a large geographic area, several
additional factors need to be borne in mind. Industries must be located vhere
there is water and electricity, and where there are roads to bring supplies 'in,

take manufacturad products out, and on which cmployvees can travel to and from

wvorli. Thus, indust.1cs v1ll tend to bec clustered in locations that have such

facilities. &nd muny potcntial employen»s cither have to travel long distances

to go to and from wosk, ~r have to move, either permanently or temporarily in

.
%

l1nia., p. 51,

2
“Comprehensive Plen, Volume 1. Population and Economy Study, Zastein Dand
of Cherokee Indians, EBCI Planning Doard, July 1974, p. 92,
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o .
order to.be able to wosk. In areas such as iavajo, for instance, the ratio of

paved roads to square miles is little more than one-third that in the rural areas

N

of the States su-rcunding the reservation.l
In Alaska, élso, transportation is a major stumbling block in economic de-
velopment. Lack of {oads, veather conditions, and the expense of air travel re-
stricts possibilities for moving goods such as food and equipment to outlying
villages, énd produce, especially perishable produce, to market areas. It also
restricts oﬁportunities for gmployment. Oscar Kawagley, the director of Yupikt;k
Bista, the non-prbfit arm of Calista Regional Corporation, told us that transpor;
tgtion and communication vere two of the most urgent problems confronting the
corporation (of 102,000 telepgone calls attempted in-the Calista region in 1974-
only 36,000 succeeded in making a connection). In Alaska, employment and vages
have been increasing at the rate of approximaéely six percent a year. But, as

the 2(c) Report notes, "The big increases in the number of jobs--1ll out of a

P
total increase of 12 thousand--have been confined"to the three urban-centered

regions, Cook Inlet, Doyon and Sealaska, and are therefore out of reach of Native

villagers."2

Education

Linked to income, occupational and employment status differences are, as we
have indicaéed, educational profile differences. These are indicated in Table
II-7. For the U.S. total, as of 1970, the median number of years of schooling
completed for males is 12.1 years; the comparable figure for all Indians is 10.4
years. For U.S. females, it is 12.1 and for female Indians, it is 10.5. Rural i

5
Indians have less schooling than their urban counterparts. 'The relation between

lThe Navajo Tribe,.The Navajo Ten Year Plan, June 1972, p. 52.

2

Robert Nathan Associates, Federal Programs and Alaska Matives: 2(c) Report.
Task 1 - An Analysis of Alaska Natives' Well-being. U.S. Department of the
Interior (1973).
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income and years of schooling holds for the general population in the United
‘States, as well as for the Native American. As Bowles and Gintis have pOinted'
out, "Even among those who had graduated from high school in the early 1960s,
children of families earning less than $3,000 weré over six times as likely not

to attend college as were the children of families earning over $15,000."1

Table II-7*

Educational Characteristics of the U.S. Total Population
and Urban and Rural Indians, 1970

Schooling Completed - american Indians
(16 Years of Age or Older) U.S. Total Total Urban Rural
llales: .
% 8 years or less 27.0 37.0 *26.0 46.0
~ % high school graduates 54.0 34.0 46.0 25.0
% 4 years college or more 12.6 3.5 5.6 1.5
Median schooling (years) 12.1 10.4 11.5 9.4
Females: )
% 8 years or less 25.0 34.0 25.0 43.0
% high school graduates 55.0 35.0 44.0 25.0
% 4 years college or more 7.8 2.5 3.8, 1.2
Median schooling (years)' s 12.1 10.5 11.4 9.7

*Source: HEW Report, p. 40.

A number of observations about the educational profiles of rural and urban
Indians as compared to the total U.S. population are noted below (see also Tables
II-8 and II-9). ,

1) Both rural and urban fndians have shown improvement at all educational

levels over the past decade.2

1S. Bowles & H. Gintis. Schooling in capitalist America. . New York: -Basic
Books, }976, p. 31l.

2

HEW! Report, p. 38. 38
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2) alaskan 3skimos, Aleuts and Indians have had less schooling than all
other groups, and this is most dramatic for the Eskimos and Aleuts.

3) Rural Indians who graduate frem high school tend to migrate to urban
centers at a higher rate than those who do not graduate from high school.

4) In spite of the low’educational achievement levels of Indians (espe-
cially rural Indiars), progress 1s taking place at a sufficient rate so as to

have narrowed the educational gap over ‘the past decade between the Indians and
. 1 !
the total U.S. population.
' 5) Despite the narrowing of educational disparities between Indians and
theg non-Indian population, employment opportunities lag disproportionately be-
{ i -~

hipd the total population. This has led the authors of the HEI! Report to raise
the question of

whether the urban Indians have received sufficient vocational

training for the competitive employment situations that tlrey

find in urban America. Many of the Indians residing in urban

areas completed their education in rural areas or near the
l reservations where little vocational training is offered.?

his question opensg’ a Pandora's 'box and lggds to an cven more general question
IE
out the quality and goals of the educational institutions which Indians .

attend. "hen vocational training is offercd, it has often been regarded- as in-
adequate. People are trained on equipment that is obsolete, and for jobs that
do not exist. Furthermore, vocational training is often given for the lowest
level of skill so that even when there were opportunities to use the skill, the
graduates quaiified for only the lowest paying jobs. In the Dakotas, for ex-
ample, where unemployment is extremély high, many people spoke of the need for

*

\
jobs. tiayne Duchencau, Governor Of the Cheyenne River Sioux, said that they

lmid., p. 42.
m——— A ‘

21p3d4Y, p. 51.
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. Table II-8%
@ .
School Years Completed: Urban vs. Rural Indians, 1960-1970
i Urban - —_ Rural
! 1560 | 1970 t 1960 i 1970
. Male |Female , Male |Female | liale ' Female lMale | Female
. 1 i TR : { T
: : . | . ' i !
% of population 32 |34 ‘a¢ |45 68 {66 (56 155
% 8 years or less # 46 46 y 30 28 | 66 65 |50 . 47
% high school graduates . 28 28 43 42 112 {13 .24 23
% 4 years college or more 3.5 2.4 + 5.2! 3.6 f 8 .7 1.2 1.1
. ! i ’ T

»
1

! j)

*Source: HEW Report, p. 38.
\ Table X1I-9%

Educational Characteristics of the U.S. Total Population
and Alaskan Watives, 1970

Alaské

X 7 Total U.S.
D Lo i _[Eskimos & ; All | Rural
' Total {Indians | Aleutsl [Indians 1 Indians
3 [ k] ‘ I‘
Schooling Completed X : ! }
(25 Years of- Age or Oldex) i
% 8 years schooling or less: 18 ! 53 73 E 43 54
“ % high school graduates 67 26 18 33 24
% 4 years college or more 14 1.5 2.7 3.8 1.9
Enrollment in School <
% 3-4 years old 14 15 18 14. 15
% 18~24 years cld 15 256 33 i 23 22
i | ' : |
- ]

*Source: U.S. Bureau of thé Census, 1970 Censys of Pbbulation. General
Social and Economic Characteristics, Alaska, PC{1)-C3; Detailed Characteristics,
Alaska, PC(1)-D3; Subject Report: American Indians, PC(2)-1F.

lData are not yet available from Census on Alaskan Eskimos and Aleuts.
These data were calculated by subtracting data on whites, blacks, and Indians.
2 in Alaska. Ninety-two’percent of the remaining population consists of Eskimos
and Aleuts. ‘ . -
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had had lcts of training programs; the rescrvation had many welders and carpen-
ters, but there vere no jobs for them. 'hat was needed, he said, were jobs in
industry where "one could start off as labor and work up to management."

In all the areas the field team visited, peopla spoke with great feceling
ahout the need for jobs, for training in careers for which jobs were available,
and for jobs which had the potential for upward mobility. The interdependence
of education and employment is keenly rFelt,

Stability of Family Units

IL does not take a great mental leap to expect that the interrelated eco-
nomic conditions described would lead to unstable family units or family prob-
lems., As we have argued, there is a threshold beyond which family stability
cannot be easily maintained. This threshold is reached sooner the greater the
degree of economic instability and impoverishment. Moreover, the burdens of
instability are necessarily greater among those below the threshold of poverty
than those abdve it. Thus, the breakup of a family in a middle-income bracket
does> not have the same social consequences as one in the pOVergy category.

Two tables are shown which reveal dimensions of family instability or problems.
In Table II-10 we wish to rote two points: that 18 percent 6E rural Indians are
feﬁale-headed families; and that of rural Indian families ﬁeaded by females,

61 percent have children under 18 and 30 percent have ch;idren under six.

Table II-1ll shcws the marital status of Indian women by age. /There were
148,485 U.s, Indian families ié 1970 and 43.6 pecscert of them can be character-
ized as "broken" as a result of scparation, divorce, or the absence or death
of the spouse. Among ruxal families, 19.6 percént fall in the "broken" family
category. Among urban families, separation and divérce are much higher than

among rural families where the absence or death of the husband is more frequent,

Some of the factors related to family disruption in the MNative American

41 :
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Table II-10*

v Farilv Characteristics of the U.5. Total and
American Indian Populations, 1970
L
American Urban Rural American Irdian
v.s. Indian American Yew Okla- South
Total U.s. Indian Total Z:rizona Mexico homa  Dakota
% Husband-~!life
Families 85 77 77 77 75 73 79 64
% uvith children
under 18 56 67 B 70 76 77 60 71
% with children
undex 6 27 40 38 41 47 50 28 41 .,
% Persons under 18
Living with Both
Parents e5 69 67 70 70 71 71 59
% Female-Headed
Families 11 18 19 13 20 21 15 30
% with childxen
under 18 55 65 70 6l 65 &5 52 67
% with children
under 6 21 32 33 30 32 33 21 40
% Primary
Individuals 20 18 22 13 12 11 17 11
% male 37 48 45 53 51 48 42 56
$ female 63 2 55 47 49 52 59 44
% Families with 3 ox
More Own Children -
under 18 20 33 27 33 46 44 27 38
% Families with S ox K
More Persons 25 41 32 50 59 58 37 53

*Sourcey U.5. Bureau of the Census, 1970 Census of Population. General Social
and Economic Characteristics, United States Summary, PC(1)~Cl; Detailed Character-
istics, United states Summaiy, PC(1)-Dl; Subject Reportss American Indians, PC(2)-1F.
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ilarital Status of U.S. To:cal and iIndian ('omen by Age

Marital S£:atus Total 20-24 25--34 35-44
single
U.S. Total 22.5 36.3 3.8 5.7
Ucban Indians 25.6 35.3 12.1 6.1
Rural Indians 29.1 36.7 12.4 6.3
liairied Hushand
Zresent
U.S. Total ‘ 57.1 48.3 78.7 80.8
chzn Indians 50.3 50.4 68.9 69.1
2uiral Indians 50.4 42.0 71 . 2we 74.4
Separxated
U.5. Total "1.9 2.6 3.4 3.3
Uzban Indians 4,6 3.9 5.6 6.6
Rural.Indians 2.8 3.5 4.7 4.6
Married Husbhand
. 2bsent
U/S. Total 2.2 3.5 2.2 1.9
. Urban Indians 2.9 5.3 3.3 2.6
Rural Indians 3.4 6.5 4.0 3.9
widoved
U.s. Total 12.3 0.7 1.3 3.0
Usban Indians 9.6 1.0 1.8 4.2
- Rural Indians 9.8 1.1 2.2 5.0
Divorced
U.S. Total 3.9 2.5 4.6 5.3
Urhan Indians 6.9 3.2 8.4 11.4
Tural Indians 3.6 2.2 5.5 5.8

*Source: HEW Report, Table D-2, p. 28,
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population are somewhat different from thc.e prevailing in the total U.S. popu-
lation. These, in turn, are related to general economic and social factors.
For example, the percenc of young women 20 to 44 yeérs of age (who are likely
to be mothers of children under 18) is high relative to the total population
because there is a high mortalit; rate for Indian men in the same age range
due to accidents.1 Furthermore, because women also die prematurely (for rea-
sons other than accidents), Irdian men 25 to 44 years of age are tuice as like-
ly to be vidowed as are their countérparts in the total U.S. population.2
A general word of caution is in order concerning the estimation of in~-

stability in Indian families. As the HEW Report points out:

The lower pegcentage of husband/uife families...is not neces-

sarily a sign of increased family disorganization among Indians,

but results firom a variety of factors that differ for urban and

rural Indigns, and

A larger proportion of American Indian families contain sub-
families3 (six percent compared to two) .4

About eight percentc of urban families and nine percent of rural ones are
headed by relatives, e.g., brothers and sisters. The extended family has been
the characteristic pattern of family organization for Indians and Alaskan Na-
tives. Although many people have said that the incidence of extended families
is decreasing, the pattern remains an impoitant part of the culture. As we
have indicated, this must be borne in mind when examining statistics about
family stability, as well as when examining patterns of child rearing and social

organization.

lymy Report, p. 26.
2Ibid.

3Subfamilies are either a husband and wife unit living with a related head
of household or a single parent and children living with a related head of
household.

j 44

HEW Report, p. 26.
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Ir this section we have shoun that the economic conditions which prevail-’
for the vest majoirity of REmerican Indians and Alaskan Natives constitute a
coamplex of factors which shape the quality of everyday life and what can be
//’/,»expeéted in the future. Being poor not only limits what goods can ke bought
for cash. Being poor limits the quantity o7 education a person is likelr to
nave, aZlects che ducation of unemployment or level of employment he or she
can exp:ct, limits the amount ol stress that can be endured and, consequently,

the physical health and psycholcgical well-being that can be expected. Im-

prove l education, alone, will not change this bleak picture.

ERIC
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I1I. HEALTH AND NUTRITION

Bac)_(ground

Since 1955 the Indian Health Service has been responsible for the health

care of Native A-er:i.cans.:l In 1972, IHS defined its service population as

"422,000 American Indians belonging to more than 250 tribes and 53,000 Natives
living in 300 Alaskan vi.llages."2 THS publications point up the fact that the

health problems of the Native American population are much more severe than

those of the U.S. population as a whole. "A number of special health problemas

exist in exaggerated proportions that require extraordimary efforts and program

expansion."3 Furthermore, the age characteristics of the IHS population differ

markedly from those of the U.S. population. First, the population is consider-

ably younger than that of the U.S. population. The median age of Indian and

lon August 5, 1954, President Eisenhower approved legislation that provided
for the transfer of the health programs of the Bureau of Indian affairs to the
United States Public Health Service by July 1, 1955. The Indian Health Service
is a component of the Department of Health, Education, and Welfare's Health
Service and Mental Health Administration (HSMHA).

The material on health presented in this section is largely based on data
from the Indian Health Service. The Indian Health Service reporting system
covers natality and mortality data for the 24 states in the IHS service jurisdic-
tion. These 24 states include rural and urban populations and, according to one
report, represent 85% of all Indians. On the other hand, reports on the inci-
dence of diseases are bagsed almost exclusively on data from rural populations
which, according to the same source, comprise 61% of the total Indian population.
This 61% constitutes the IHS service population. Urban Associates, Inc., A study
of selected socioeconomic characteristics of ethnic minorities based on the 1970
Census, Vol. II. American Indians. Prepared for the U.S. Department of Health,
Education, and Welfare, Wwashington, D.C., 1974, p. 78; Indian Health Trends and

Services, 1974 edition. Department of Health, Education, and Welfare Publication
No. (HSA) 74-12,009. wWashington, D.C.: U.S. Govermment Printing Office, 1974,
ppP. 3 & 5.

2The indian Health Program of the U.S. Public Health Service. Department
of Health, Education, and Welfare Publication No. (HSM) 73-12,003. wWashington,

D.C.: U.S. Govermment Printing Office, August 1972, p. 2.
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Alaskan Natives is 18.4, a difference of almost 10 years from the U.S. median
age of 28.1. sSimilarly, only 11.8 percent of the Indian and Alaskan Native
population is age 55 or older, while 19 percent of the U.S. population is in
this age group.l The most outstanding characteristic of the IHS population,
that is, its extreme poverty and isolation, has already been discussed in the
previous section.

Over the past two decades there have been dramatic improvements in the
health status of Native Americans. Influenza and pneumonia deaths decreased
54 percent from 1955 to 1973. Infant mortality, which in 1955 was 10l times
that of the general U.S. population (all races), decreased 69 percent by 1973.
For the same l8-year period, deaths from gastroenteric disorders and tubercu-
losis decreased 86 percent and 89 percent respectively; TB morbidity was re-
duced by 86 percent. These improvements are linked to increases in health
services to Native Americans, especially in outpatient visits (419%), hospital
admissions (107%), and dental services (415%).>

On the other hand, the health status of Indians and Alaskan Natives lags
20 to 25 years behind that of the general population of the United states.3
Even a fourfold increase in clinic visits does not mean that all who require
clinic service are receiving it. A decrease in the incidence of disease can
reflect improved care, but an increased incidence can reflect improved diag-
nostic techniques. 1In some instances, improved identification programs have

uncovered higher disease incidences than expected. For example, otitis media,

1 . .
Indian Health Trends and Services, op. cit., p. 5.

2yital Events Branch, Office of Program Statistics, Division of Resource
Coordination, Indian Health Service, Provisional, 1974.

3The Indian Health Program of the USPHS, op. cit., p. 2.
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a middle ear disease which has been the leading reported disease among Native
Americans since 1961, has been more rigorously screened in recent years. FPartly
in consequence (though also reflecting an absolute rise in incidence), the
number of new cases reported has more than doubled since 1967.1 Similarly, in
the 1960s, trachama, an infectious eye disease that can lead to blindness, was
more carefully surveyed to determine if its rate of incidence reflected o;er-
diagnosis. As a result, twice as many cases of trachama were revealed as had
been noted through more cursory testing one year earlier.

Adverse social, economic, and envirommental conditions, as well as some
L

basic inadequacies in the health services Native Americams receive, contimue to

impede progress. Depressed living conditions coupled with inadequate knowledée_

~
4

about preventive health and health care foster the spread of cammunicable dis-
eases at rates higher than those of any other national group.

In a recent study of socioeconamic conditions among Native Americans,? it
was found that two-thirds of all rural Indians have no running water in their
homes and almost half have no toilets. .Public sewage systems, wﬁich the IHS is
funded to provide, are lacking for three-quarters of the rural Indians located
within IHS service areas; public water supplies are not available to 41.3 per-
cent of this group. Also reporte. were cmlp;rative s£atistics on overcrowded
housing, an index of poverty as well as a factor contributing to poor health.
Moderate overcrowding.was twice as common for rural Native Americans as for
the total U.S. rural population, severe overcrowding was 9.5 times as great for

rural Native Americans as for the total U.S. rural population.

1J. L. Stewart, Otitis Media Report. Manuscript prepared for IHS by

Sensory Disabilities Program, IHS, 1974; J. L. Stewart, Provision of health care
to underserved populations. The Volta Review, issue on health care and the
hearing impaired, 1975.

2urban Associates Report, 1974, op. cit.’
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Such conditions make preventive health care difficult and often impossible.
Even minor infections can then lead to serious consequences and be communicated
to other members of the family. when water has to be hauled many miles, it is
likely that it will be used sparingly. The difficulty of maintaining sanitary
conditions in the hame, combined with insufficient information about éisease
processes and bacterial infection, is certainly a contributing factor in disease
incidence and, in same cases, in mortality rates. While infant and neonatal
death rates have been redgqed considerably in recent years, the death rate fo;
the post-neonatal period (28 days to 11 months) is still 2.3 times that for the
d.s. as a whole. In addition to the lack of sanitary facilities in the home,Aa
further contributing factor to this relatively high post-neonatal death rate is
the long distances that have to be traveled to get to hospitals and clinics.

Thus, health problems are intimately bound up with the physical and social
conditions of life. Alcoholism remains a critical health problem for the Native
American population. A steady increase in alcoﬁol—related deaths, due, for ex-~
ample, to cirrhosis of the liver and car accidents, has been reported since the
1960s, with a 23 percent rise fram 1972 to 1973 alone.1 Accidents have been the
leading cause of death among Native Americans since 1971, and many accidents are
a consequence of excessive drinking. Alcohol also contributes to child neglect,
which in turn can have deleterious effects on the physical and psychological
health of the child and the entire family. In our interviews, repeated reference
was made to the magnitude of the alcohol problem, with expressions of concern in

25 percent of all health-related responses, and in 53 percent of responses about

social disorders.

1Vital Events Branch, op. cit., February 1975.
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Prenatal Health

In the period since 1955 there has been a noteworthy increase in the
mmber of births which occur in hospitals. This is particularly dramatic among
Alaskan Natives. The percentage of Alaskan Natives born outside hospitals de-

creased from nearly 35 to 5 percent from 1955 to 1971. 1In 1971 the percentage

of Indian and Alaskan Native live births in hospitals was 98.6 (comparable to
the 1968 figure for the U.S. All Races population).l

This progress has, however, not been matched in the delivery of prenatal
health care and education. IHS reports that in 1971 there’were 2,563 admissions
to IHS Public Health Mursing Service for prenatal supervision. In that year
there were 23,806 live births (22,092 Indian for 23 reservation states, and
1,714 Alaskan Native).2 Th;se figures indicate that 89 percent of the mothers
who gave birth in hospital were not seen by IHS staff during their pregnancies.

In general, use of prenatal services and socioeconamic/educational levels
are positively correlated. Underutilization of prenatal services by women of
lowpsocioeconomic and educational status has been found to reflect several fac-
tors: (1) ignorance of the value of preventive medicine, (2) discrepancies be-
tween health-related attitudes and practices, (3) deterring characteristics of

health services and personnel accessible to these women, and (4) financial con-

siderations (e.g., carfare).3 The availability and accessibility of prenatal

care are, of course, primary considerations.

lindian Health Trends and Services, 1974, op. cit., p. 14.

2nrid., pp. 12 & 73.

3y, g. Birch & J. D. Gussow. Disadvantaged children: health, nutrition,
and school failure. New York: Harcourt Brace Jovanovich, 13972, Chapter 7.
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For the past several years the leading cause of hospitalization among
Native Americans has been complications of pregnancy, childbirth, and the é;riod
immediately following childbirth, accounting for an alarming 43.5 percent of all
1972 admissions among wamen aged 15 to 24 years.1 Fertility rates are highest
in this period. The birth rate for Native American wamen aged 15 through 44 is
almost twice the U.S. rate, and infant death rates, generally taken as an index

s

of health and envirommental conditions in a community, have declined toJa level
approximating that for the general populatioqf Despite this, as noted above,
the postneonatal death rate among Native Americans is still 2.3 times greater
than that of the national sample.2 .

The higher incidence of maternal and infant disease and death rates for

women who have had more than one child have been well-documented.3 Risk condi-

tions are compounded, as Birch and Gussow note, by "a reproductive pattern in
which child bearing is begun too early, repeated too rapidly, and continued too
long."4 This is substantiated by information available about Native American
teenage pregnancieé. These are typically associated with little or no prenatal
supervision, and substandard health and nutrition. Infants born to mothers
whose reproductive patterns are consistent with the above description tend

to have lower birth weights, which in turn is associated with higher death

rate and the incidence of neurological problems, for example, epilepsy,

cerebral palsy, mental retardation, and various other sensory-motor deficits.

., lIndian Health Tremds and Services, 1974, op. cit., p. 53; Indian Health
Service, Discharge Summary, Fiscal Years 1967-1972, Department of Health, Edu-
cation, and Welfare Publitation No. (HSR) 75-12021. washington, D.C.: Govern—
ment Printing Office, October 1974.

2Indjan Health Trends and Services, op. cit., p. 21.

34. G. Birch & J. D. Gussow, op. cit., Chapter 4; H. M. Wallace. The
health of American Indian children, American Journal of Diseases of Children,
, 1973, 125, 449-454.

. 4 . .
EMC Birch and Gussow, op. cit., pp. 172-173. 51
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Nutrition

Maternal nutrition hasﬂﬁféfound effects on the fetal enviromment, and a ¢
long history of malnutrition in the mother can be disastrous for the growing
fetus and neonate. In a study of 284 ca.ses,1 95 percent of infants examined at
birth were found to be in good or excellent health when the maternal diet had
been good or excellent. Only eight percent of infants in good condition were
born to mothers whose diet was poor; of the remainder, 30 percent were in fair
condition and 62 percent were in very poor condition.

Adequate nutrition is essential for cerebral growth, particularly in the
perinatal period when the brain is'undergoing critical development. Fetal mal- )
nutrition limits the production of brain cells if it occurs during the period
of numerical cell growth which precedes growth in cell size. Moreover, DNA pro-
duction, directly linked to numerical cell growth, is inhibited in cases of mal-
nutrition.2 Thus, nutrition affects the fundamental substance whose mechanism
governs the storage and transfer of genetic information.

The interrelationship of health and mutrition has been the focus of growing
concern. Increased availability and consumétion of widely advertised foods of
marginal nutritional content, particularly those high in sugars and fats but low

1n other mutrients, are connected with deterioration in physical and dental

health. Infant food programs have greatly reduced the incidence of protein and

calorie deficiency diseases among many young Native American children.3 Such

5. s. Burke, S. S. Stevenson, J. Worchester, & H. C. Stuart. MNtrition
studies during pregnancy. Relation of maternal mutrition to condition of in-
fant at birth: a study of siblings. Journal of Nutritiom, 1949, 38, 453=-467.

" I 4 ' .
“M. Winick. Fetal malnutrition and growth processes. Hospital Practice,
1970, 217, 33=41.

33. Van Duzen, J. P. Carter, & R. Vanderzwaad. Protein and calorie malnu-
trition among preschool Navaj> Indian children, a follow-up, 1975 (mimeo).
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programs should be extended and their value reinferced by more adequate infor-
mation’about nutrition. It should also be noted that eligibility for these

" programs is based\on ceneus counts, and there ie considerable evidence that the
1970 Censds ser?busly underestimated the reservation pdpulation. Thus, there
are many mbre families which should be behefiting from these programs.

There has been little systematic research on the impact of nutrition on
disease 1incidence among Native Americans, owing to the methodologlcal obstacles
involved in this kind of study for any large population. However, in a study of
dietary practices among Navajos by French, a causal relatjonship was found be-
tween unsanitary feeding conditions, poor maternal health, and the high inci-
dence of gastroeﬁte;ic disease and death rates among infants. As is true for
the nation as a whole, nutrition is probably related to the precipitous increase
in incidence of cardiovascular disease among Native Americans, up 221 Percent
from 1955 to 1971. There is also some suggestion. of a dietary component, per-
haps acting on a genetic substrate, in the high incidence of diabetes mellitus
starting in adulthood,2 up 115 percent in the same period. Although a history
of ‘obesity and high sugar consumption is often pPresent in such cases, a cause-
effect relationship between these factors and risk of diabetes has yet to be
established.

A survey of the nutritional status of American Indian children indicates that

lJ. G. French, Reletionshlp of morbidity to the feeding patterns of Navajo
children from birth through twenty-four months. American Journal of Clinical
Nutrition, 1967, 20, 375-385.

2K. M. West. Diabetes in Bmerican Indians and other native populations of
the New World. Diabetes, 1974, 23, 841-855; P. P, McGill, Chief Medical Resi~
-dent, Babies Hospital, Columbia-Presbyterlan Medical Center, New York, N.Y.
Personal communication.
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N

...the average reservation Indian family's diet is often
marginal and requires supplementaticn. The deficiencies
are generally in animal protein, milk, and fresh fruits
and-vegetables. These deficiencies mainly contribute to
"hidden hunger" which results in the generally poor health
of the Indian school’ child....Nutritional surveys lave
identified a fairly general dietary deficiency of vitamins
A and C, calcium and iron, and borderline protein intake
....The exception seems to be in the Alaskan Natives and
Eskimos where one-third of their caloric intake is 'largely
animal protein....Anthropometric data vbtained from a rela-
tively few surveys...show that the average Indian preschool .-
child is below the average U.S. white child in both height
and weight. This lends further credence to the hypothasis
that Indian preschool children have suboptimal nutrition.

k4

-

In general, poor nutrition can be viewed as a predisposing factor in disease
incidence ,amony adults and children.

Diseases of Children ’ - o

¢

of sﬁeéial ;ignificance for the purposes of this study are those diseases
[ 2 { .
which are ca@gﬂé in the Native American pediatric population (ages.Q throagh 9)
and their impact on general developmeht. Conmminicative disorders stem:ing fram

.

ear and eye-disease have partiCﬁ}arly concerned heélth and etiucation profession-
als in contact with this.age'gg p.2

Otiti; media, at a rate of incidence approximéting 12,200 per 100,000 for
1972 to 1973, poses the greatest thregt to Native American children. Early on-
set of the first attack (before the child's second birthday) is highly corre- l
lated with a tendency toward chronic recurrence of this potentially. crippling
ear disease. In 1972, 25 percent of all cases reported were in children young-

er than one year of ége; 67 Percent of new cases occurred in the under-five age

¥

group.

1w. K. Carlile, H. G. Olson, J. Gorman, C. McCracken, R. VanderxWagen, & H.
Connor. Contemporary nutritional status of North American Indian Children. 1In
W. M. Hoore, M. M. Silverberg, & M. S. Read (Eds.), Mutrition, growth and devcl-
opment. of North American Indian children. Department of Health, Education, and
Welfare Publication No. (NIH) 72-26. Washington, D.C.: Goverrment Printing
Office, 1972, pp. 62-63.

2stewart, 1975, op. cit.; K. W. Deuschle. A report on the middle ear dis-
ease problem among the American Indians and Alaskan Natives, 1969 (mimeo).
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In a study of infants in 27 Eskimo villages in the Yukon and Kuskokwim River

N

Delta areas of southwestern Alaska, a cohort of 378 children were followed frum

birth to four years of age.1

Sixty-two percent of the children had one or more
episodes of infected and draining ears during-the study period. Of these, 65
pPerce : had their first episode before their first birthday and 89 percent be-
fore cheir second birthday. The authors of this study point out that removing
the adenoids and tonsils, usually considered to prevent otitis media in older
children, had also been considered for these yosung Eskimo children. put the
data showed that "frequent cpisodes and hearing impairment occur long before
the children reach an age’fof safe operation. An effective method of treatment
or prevention of otitis media in these children will have to be applicable be-
fo;e they reach the age of two."2

Incidence of otitis media in a population tends to parallel that of acute
respiratory infection, and respiratory disease ranked as the leading cause of
hoébitalization for young Native American children (birth to five years) from
1967 to 1973. Poverty-level groups are most prone to both kinds of outbreaks
Becaﬁse of crowded living conditions, inefficient heating, and poor hygiene and
nutrition, ali of which are reinforced by inflation. Limited accessibility of
adequate medical services further impedes effectivg treatment and prevention of
otitis media. Moreover, existing facilities have proved inadequate in coping
with the serious problem of a mounting backlog of cases requiring medical,
surgicai or rehabjilitative attention.

The social as well as medical significance of chronic ear disease in Native

American children is clearly manifested in the school context, as described bg/'

1D. Reed, S. Struvé, & J. Maynard. Otitis media and hearing deficiency

among Eskimo children: a cohort study. American Journal of Public Health, 1967,
Ez, 1657-1662,

21pid., p. 1662.




Deuschle:

Teachers who face a classroom of children in which half of the

students have hearing impairments are frustrated and undexstardably

demoralized. Children crippled by partial-to-complete deafness

tend to learn more slowly and may exhibit social, psychological,

and behavioral abnormalities. These children are observed to be

insecure, withdrawn, and urable to learn at an acceptable rate.l

The significance of this disease is widely recognized in Native American

cormunities, as well as in the medical literature.2 Our interviews revealed
much dissatisfaction among parents, teachzrs, and health professionals with re-

gard to the effectiveness of programs already implemented to deal with the medi-

cal and educational aspects of this problem.

Uﬁfoffunately, health instruction to correct harmful misconceptions about
this and otaer discases has made minimal progress in some communities. Bottle-
propping, which by leaking milk into the infant's ear encourages bacterial in-
fection, is still ?racticed. A public health nurse in Kotzebue lamented that
Native mothers with the best intentions perpetuated otitis media by neglecting
to clean their children's ears befcre applying eardrops. An itinerant nurse in
the Bethel area explained that otitis media is so cammon that many Native Ameri-
cans view it as a part of normal development. According to one story we were
told, a rural Alaskan Native mother thought there was something wrong with her
youngest child because he had never had a draining ear.

Otitis media is largely seen on an outpatient basis, except in cases where

surgery is indicated. For exampl2, according to provisional statistics for

ipeuschle, op. cit., p. 12.

ZA cemprehensive discussion of the otitis media problem and a review of
relevart literature are presented in pp. 413-435 of the Indian Health Care Im-
provement Act, Hearings Before the Subcommittee on Indian Affairs, House of Rep-
resentatives, Ninety~Fourth Congress, Serial Ho. 94-22., Washington, D.C.: U.S.
Zovernment Printing Office, 1975.
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children vnder ten years, there were 1,374 hospitalizations in 1975, campared

to 69,167 outpatient visits that same year.1 As was mentioned earlier, those

diseases most commonly requiring hospitalization for Native American children

involve the respiratory system. As of 1972, respiratory disease accounted for
34.8 percent of hospitalizations for children under five years of age, repre-

senting a decrease of 6.8 percent since 1967. BAccording to IHS statistics on

infant mortality, pneumonia deaths rank highest, at a rate over 1.5 times the

1969 national percentage of infant deaths due to pneumonia.

Eye disease. Findings fram a recent vision study, presented by the Ameri-
can Optometric Association at the 1975 Congressional hearings on the Indian
Health Care Improvement (IHCI) Act,2 revealed that an average of 51 percent of
school—aged Native American children had some visual problem, compared to 20.9
percent of their white counterparts. Examination and treatment referrals for
Native American children with myopia were almost four times as frequent as those
for white children; 39 percent of Native American children were referred for
astigmatism, compared with 1.5 percent of white children. Conjunctivitis in the
general Native American popularion, trachama among Southwest Indians, and glau-
cana among Alaskan Natives were found to be prevalént by the American Optometric
Association and IHS surveys. However, little or no eye care was received by 60
percent of the Native American children and 90 percent of Native American adults
surveyed.

Trachoma incidence among Native Americans has decreased 71 percent in the

past 20 years, and 1ts prevalence among Southwest groups i1s largely related to

lMozart I. Spector, Director, Office of Program Statistics, Public Health
Service, U.S. Department of Health, Education, and Welfare. Personal communica-
tion (3/19/76).

2Indian Health Care Improvement Act Hearings, op. cit., pp. 409-410.

w
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persisting inadequacies in sanitaticn and family hygiene, and a lack of under-
standing about transmission of the disease. Trachoma damage advancas rapidly
with age, producing scarring and orogressive opacity of the cornea. Giving med-
ication in school offers conly temporaxy protection against this infection, and
the child's re-exposure to trachama is almost unavoidable without the effective
control of the envirommental conditions which promote its spread.

A substantial segment of the Alaskan Native population is affected by visu-
al ard hearing problems, exacerbated by severe climatic conditions. Many are
deprived of adequate care becausc of geographic isolation as well as shortages
in existing health resources (supplies, manpower, etc.). Large numbers of Nat-
ive American children in these regions are at a serious disadvantage in school
because of combined visual-auditory handicaps that progress unchecked.

The impact of illness and hospitalization on Native American children. The

psychclogical impact of illness and hospitalization in children has been t'ell-
decumented in the medical and psychiatric literature.1 Illness often-exposes
the child to physical disccemfort, fatigue and, depending on the child's level
of matyrity, to feelingg'of anger, guilt, and helplessness. The traumatic po-
tential of illness is increased when hospitalization is required. The child
enters the hospital milieu handicapped by illness, confusion, and anxiety, par-
ticularly in cases of emergency admissinn, Fantasies generated by the illness
assume new propsitions upon hospitalization as, all at once, and usually with
little or no preparaticn, the child is ~xposed to strange caretakers, rooms,

sounds, equipment, routines and other sick or disabled patients. 1In addition,

Isee a. Freud, The role of bodily illness in the mental life of children,
Psychoanalytic Study of the Child, 1952, 7, €9-81, for the classic description
of the problem; and D, T. A. Veraon, J. M. Foley, R. R. Sipowitz, & J., L. Schul~
man, The Psychological Responses of Children to Hospitalization, Springfield,

I111.: Charles C. Thomas, 1965.




- 49 =~

the child must often face another major stress: forced separation from parents
at a time when their presence and protection 1s needed most.

In Alaska, for example, a village child requiring hospitalization may be
taken by parent, teacher, or health representative to a local airstrip. There
the child is put on a plane, flown to Bethel or Anchorage, a strance and totally
different environment, is met by a stranger, escorted to the hospital where the
child may remain for many weeks before returning home. There 1s no contact dur-
ing hospitalization between the child and family members, except in the rare in-
stances where they are able to accampany the child on the plame. Thus the child
has to cope alone both with the illness and with an alien enviroment.

Over the ycars means have been developed to facilitate hospitalization for
children. The most comprehensive of these is the Child Life program, which
focuses directly on the needs and capabilities of hospitalized children. Child
Life is a professional liaison service, which mediates between child, family,
and hospital staff, to enable the child and family to cope with the stress of
hospitalization. -

Child Life programs feature supervised and free play, and preoperative psy-
chological preparation for children undergoing surgical or diagnostic proced-
ures.l This preparation is usually carried out by a Child Life worker, who
describes and demonstrates medical procedures using 3 stuffed animal for a
model, and who gives the child the opportunity to ask questions and talk about
his or her concerns. This staff member acts as the child's advocate throughout
the hospital stay, and uses all possible means to bridge the gap between home

and hospital.

lFor a discussion of this type of program, see A. S. Meltzer, Variables in
the differential pre-operative teaching of pediatric patients. Unpublished
Masters thesis, Sarah Lawrence College, Bronxville, N.Y., 1975.
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Por Native American children, Child Life services are especially needed.
These children may experience special stress because, in addition to being far
fran home and familiar surroundings, the alien world of the hospital is usually
part of a different culture with a different language. Furthermore, their par-
ents may often not be informed about what to expect during hospitalization, and
less likely to be able to give their children the knowledge and support essen-
tial for coping with the hospital experience.

Medical staff seldam make an effort to explain procedures to parents, let
alone to the children. After surgery, children are sent hame often with no .
clear understanding of what kind of surgery was performed, what if any follow-
up measures are required, what if any danger signs should be noted.

Language and cultural barriers between patient (and family) and staff fur-
ther compound the issue. Hospital policies restricting family visits and active
involvement in the child's treatment are likely to have a detrimental effect on

their ability to cope with the illness crisis. Too often lanquage and other

barriers prevent the child's expression of feelings about the experience. Un-
checked misconceptions and unanswered needs may lead to serious long-teim psy-
chological consequences, not to mention bad memories about hospitalization.
Current hospital practices are in sharp contrast to Native modes of health
care. Native healing ceremcnies often require the fimancial, spiritual and
physical participation of all members of the patient's family.1 Native healers
have long been aware that illness has spiritual or psychological as well as som~
atic components. In recent years same hospitals have made an effort to bring
Native healers to visit patients who have not responded to conventional hospital

mgdicine. One physician wham we interviewed thought it most important that all

lgee c. Brandt, Two different worlds...the Navajo child's interactions with-
in the health care system. American Journal of Nursing, in press.
7

»
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hospitals should include Native American medicine men working jointly with medi-
cal staff. ‘We were told of an instance of this in Kotzebue where there is a
local medicine woman who works with the medical staff. "She has a great knowl-
edge of internal organs and has been invited to seminars on internal medicine."
Aﬁong the Navajo, and other tribes, there are efforts to institute systematic
training pregrams for young people who wish to became medicine men.

Handicapped children. The significantly increased number of births in

hospitals since 1955, and the 1970 Congressional mandate requiring ten percent
representation of handicapéed children in Head Start proérams, have given impe-
tus to the early identification of handicapped infants and young children. Al-
though a more accurate picture of the proportion of birth defects and handicaps
in the Native American population is emerging, statistics for the incidence of
handicapping conditions among Native American children are incomplete. While
we were told during interviews that Native American parents traditionally pre-
ferred not to subject their handicapped children to special education programs
or medical intervention, it appears that such attitudes are progressively chang~
ing. The Condressional mandate relating to Head Start has led to more thorough
identification prccedures and special services for these children. Since that
time, probably as an indirect result of the mandate, IHS hospital discharge sta~
tistics have included pediatric categories for mental retardation and epilepsy.

For Head Start purposes this population was legally defined as "mentally
retarded, hard of hearing, deaf, speech impaired, visually handicapped, serious-
ly emotionally disturbed, crippled. and other health impaired children who by

reason thereof require special education and related services."! Although a

1Head Start services to handicapped children. Third Anmual Report of the
U.S. Department of Health, Education, and Welfare to the Congress of the United
States on Services Provided to Handicapped Children in Project Head Start.
washington, D.C.: Office of Human Development/Office of Child Development, June

1975, p. 1. .
1
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mean percentage of 10.4 handicap represertation was attained in Migrant and
Indian Programs, the distribution among states was uneven. Individual percen-
tiles should be interpreted cautiously (see Table III-1), as some discrepancies
have appeared between HEU figures and reports of State Special Sexvices agencies:

In a 1972 BIA study cited by Ramirez,1 38 percent of the children in Eureau
schools were classified as handicapped, a proportion significantly higher than
that for the national sample. Translated into numbers this means that in 1972,
19,033 of 49,720 students had hearing, visual, mental, emotional, orthopedic or
other health handicaps requiring special educational services.

In another report, by Nicholas and Joyner,2 New Mexican Native American
children of school age were found to have three times the number of speech and
language impairments noted for the national sample. Otitis media was, not sur-=
prisingly, found to be the chief etiological factor in the severe impairment of
reading skills, language development, and articulation.

Some Observations of the Needs Assessment

Health services for school children. The Indian Health Service is respon-

sible for providing routine physical examinations, immunizations, emergency
care, and the upkeep of health r2cords for school-aged children in their service
jurisdiction. IHS is also responsible for dental care, vision/hearing screening,
and eyeglasses or hearing aides if indicated. However, in many places the level
of services is so inadequate that school personnel themselves manage sbmpl!

screening procedures. In addition, although great inrcads have been made by

1B. A. Ramirez. Background paper on American Indian exceptional childxen.

Prenared for the National Advisory Council on Indian Education, Jangary 1976
(mimeo) .

2J. P. Nicholas & J. B. Joyner. Statement of the American Speech and Hear~
ing Association Bcfore the Indian Affairs Subcowmmif:tee, Committee on Interior
and Inscular Affairs, U.S. House of Representatives, regarding the Indian Health
Care Improvement Act, September 1975 {mimeo).

P
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Table III-1

1375 HEW Report on Representation of Handicapped Children in Head Ctart:
December 1974 Findings for the Twenty States with
{igrant and Indian Programs

l I ; Total % of
; | ; | # Enrolled Handicapped
~ # Grantees &; Total # of ; . with and
| Agencies | Children # Handicapped | Questionable | Questionable
Responding Enrolled Enrolled Handicaps Handicapped
State MIP | Total MIP ' Total MIP | Total MIP Total MIP | Total
§
Alaska 1 3 | 0l 720 0 35 0 24 0| 8.19
Arizona 10 23 {1022 | 3554 48 229 56 209 10.0} 12.32
California 2 107 36l 17366 15 1100 ; 20 509 9.7 9.27
Colorado 2 22 176 3384 13 702 5 381 10.2§ 32.00
Florida 3 30 574 9331 11 621 1 9 248 3.5| 9.30
Idaho 4 | 13 248 24441 9 100 5 54 5.6 { 10.67
Illinois 2 3 41 129 8737 14 439 1 404 1ll.6 9.64
Minnesota 6 28 391 3159 19 409 0 273 4.9 21.58
Montana 6 13 ! 539 1185 44 172 21 42 12.0 | 18.05
Nebraska 1 | 10 E 19 764 1 56 1 15 10.5 9.28
Nevada . 1 : 5 ! 96 462 20 45 9 43 30.2{ 19.04
New Mexico 6 | 21 | 399 2939 16 136 2 86 4.5| 7.54
. Carolina 1, 37 } 110 8327 13 477 5 311 16.4 9.45
N. Dakota 3 6 i 507 1 740 33 87 40 92 13.1] 24.18
oregon 2 1 14 | 862! 1847 60 177 6 31 7.6 | 11.25
S. Dakota 4 ; 9 410 870 64 142 18 87 20.0] 26.32
Texas 2 | 89 J 1477 | 13334 43 953 3 706 3.1) 12.43
Utah 1l ; 9 I 200 1007 24 211 29 69 26.4 | 27.8vu
Washington 3 26 i 102 2678 4 368 2 149 5.9 19.30
Wyoming | 1L, 6 ! 75 | 592 0 116 0 45 .0127.19
) | : i !
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the Maternal and Child Ilealth units (supported by Mother-Infant Care programs)
in immunizing the infant population, follow-up may be delaycd until the chiléren
enter Head Start, kindergarten, or even first grade. Before that, children
typically receive medical attention only for emargency treatment.,

In general, the delivexy of health services to young Native Arerican chil-
dren depcnds on the location and quality of the nearest health facility, making
for erratic care. Most of the schools visited in the course of this study had
a nurse available one or two days a week; some had no nursc or shared one with
a school many miles away. Local clinics were somet imes open only once a Week.

In Standing Rock, for example, Coirmunity Health Representatives ave assign-
ed to transport school children to clinics, though this task is more ofien car=
ried out by ancillary school personnel or school bus drivers. When the distance
to a clinic or hospital is long, a child may missa full day of school for a
brief medical procedure. Elsewhere, however, more thoughtful and effective
planning of health care services are in evidence. The new Bureau day school in
the Pueblo of Acoma, for example, will have a full-time public health nurse and
at least one Community Health Representative to do simple testing and transport
pupils to the Acomita and Laguna clinics.

Many IHS clinics are located in BIA boarding schools, if not on'their prog-~
erty, because water and electricity are available. Although it is not unusval
for a fully equipped clinic to be staffed only one day per week, many new facil-
ities are being used to great advantage. One such c¢linic in the sShiprock area,
housed inside the main hospital, is open seven days a week. It is staffed with
full-time dentists and physicians as well as nurses and technicians, and sexv-
ices close to 50 patients a day.

In our interviews, preventive medicine for preschoolers and dental sexvices

were considered a high prioxity. A physician in southwestern Alaska urged
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greater parental responsibility for basic dental care for young children believing
that the distribution of fluoride pills tc children through Head Start is paternal-
1stic. Nevertheless, the Head Start dental programs are generally considered
superior to those for other age groups. Inadequate, erratic dental care is the
norm for most grade school children. As Annie Wauneka, a Navajo tribal leader

and a pioneering influence in the health field, remarked to us, "Qental care, like
the school bus, often misses the children.” PHS dentists do not provide pros-
thes2s and Native Americans by high school age have often lost enough teeth so
that, besides being embarrassed about their appearance, their ability to chew
foods essential to a balanced diet is seriously impeded.

Deficiencies in general serxvices were largely até;ibuted to staff and money
shortageé, a viewpoint shared by many of the professionals and nonprofessionals
interviewed. Many complained about Federal and State bureaucratic systems which
dissipated funds before they could be funneled into the actual programs for which
they were allocated. These llmiféfions have led some to adopt questionable prac-
tices for the sake of economy. In one boarding school, the ghildren's eyedlasses
are collected at the end of each school year and returned to them at the begih-
ning of the next. 1In another locale, the Public Health Service directed a school
not to refer children with better than 20/50‘vi§ion. The potential consequen;es
i1n both these cases are obvious.

staff and facil]ities. The inadequacy of medical staff and facilities was

a recurrent theme in our interviews. As one IHS staff doctor pointed out, "IHS
is staffed for the sixties," that is, it is understaffed for the current popu-

lation and their needs. In one reservation visited, the clinic was run most of

-~

the time, we were told, by paramedical personnel. There is a tremendous need

for additional hospital and clinic facilities, for more physicians, dentists,
; }

public health nurses and nurses with general training’ (associate nurses), and

65 « )
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for more resident physiciars. IMtuch equipment was out of date. Some hoswitals
have no facilities or equipment for special erargencies, e.g., premature babies,
cardiac emergencies. Many have inadequate ambulance 'services. Furthermore,
there are few Mative American staff at the upper echelons.

Mixed feelings were expresscd about some of the doctors who serve ¢n the
reservations. They come for a two-year stint, on special commissionlfrom u.s.
Publlc Health Service, and often have little if any professional expprlence,
knowledge of rural life, or of the culture and practices of the people whom
they will be serving. A number of them are foreign doctors with a rudimentary
grasp of English, making communication with Native patients even more difficult.
Some of tﬁe doctors leave before their time is up, and there is then no one to
£ill their place. As it is, the staff has little time to cope with preventive
medicine or community health education. “

The amount of staff turnover creates administrative problems as well as
prcblems for the patients; patients complain that every time they go, to the
clinic or hospital they are seen by a different person. In one of the Pueklos
we visited we were told this was a major deterrent in prenatal care. Neverthe-
less, it should be emphasized that, with rare e¢xceptions, the health personnel
we met were dedicated to their jobs and deeply concerned about the inadequacies

of health care delivery to Native Americans.

Mutrition and health education. School ard preschool food programs can

‘make important contributions to the children’s nutrition. On many reservations,

food is scarce, due to great distances to stores and trading posts, as well as to

v

poverty. The nutrition children receive in school may be the greatest susten-

h}l

ance they receive. Head Start provides children with new and varied foods as

_ well as traditional staples. In some programs, though, Head Start cooks, drawn

from the community, provide the same diet the child receives at home. This can
’
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produce a nutritional fmbalance if certain focds axe absent in ccrrmunity diet.
In several proérams visited therc vas an almosc complete lack of fresh green
vegetables, fresh fruits, and fresh meats, as was true for the community at
large. \Such poor nutrition is further exacerbated by the large quantities of
scda and sweets that children conszume.

In recent vears theze has been a growiny drive to provide nutrition ciuca-
tion for Head Start cooks ond teaching staff. While this has had a positive
influence on the _nutrition o% child»en in llead Start, it neglects the education-
al needs of parents. Coordinatlon of such services for all participants in
Head Start programs is required for the comprchensive improvement of Native

American nutrition and health status. Native 2mericans must also be madez aware

of the Federal options, e.g., fosd stamps vs. surplus food distribution pro-

grams, available to them. ~Too often nutrition programs are underutilized be-

cause of lack of information.

General health education for children has made less progress. thile school
and health personnel often recognized the need for health education in the
schools (and for adults), their work loads seldom allowed sufficient ti;e for
it on a systematic basis. However, there were some 1nsténces of health educa-
tion in the schools. 1In one schcol in the Southwest, a public health nurse
showed films and gave talks to the citaff of a boarding school. In Alaska, a
rublic health nurse had been to the school to discuss envirormental health with

children iu the younger grades. She recognized the need for all kinds of

health education in the schcol but her wcrk load did not pexmrit her to give it

serious attention.

R 4

Necds and Recommendations

The very nature of tne health problems confronting Native Americans re-~

flects a variety of ummet needs. In addition to the lack of resources, staff
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and facilities, sécioeconamic and physical conditions inevitably impede efforts
to improve health care delivery to Native Americans. The improved functioning
of health care systems obviously depends on improving these conditions. In
fact, unless they are improved, the health status of Native Americans will con-
tinue to lag behind national nomms.

Articulate, knowledéeable, and cammitted spokesmen for Native Americans
are making themselves heard, both in Congressional hearings on Indian health
and in the medical literature. The 1975 IHCI Act hearings generated a great
deal of information as well as practical recommendations for upgrading health
care. Participants in these heari‘iﬁ"‘ncluded tribal representatives, medical/
health professionals and legislatorQ? The bill, which has already received
Senate approval, could, if fully implemented, have a massive impact on the' quan-
tity and quality of Federal health services for Native Americans. Though still
subject to alteration, it responds to the health needs of Native Americans by
legislating cdmprehensive improvements in health manpower facilities, services,
and access to services for both rural and ﬁrban populations.,

At the hearings, discussion repeatedly focused on shortages in facilities,
services, manpower, and general funding. In recognition of the profound influ-
ence on health of envirommental cond@tions, safe water supplies, sanitation for
homes and cammunities, as well as medical facilities (labs, hospitals, clinics)
.wgfe cited as critical to the general health of Native Americans. The impor-
tance of improving roads, and traffic safety standards to improve access to
health care facilities as well as to,reduce accident rates, was also considered.

As pointed out by the National Tribal Chairman's Association, natiBnal

inflationary trends have led to deterioration in health care, eroding morale

among patients and staff in the IHS delivery system. Their report reiterates
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the insufficiencies stated in the Indian Health Care Improvement Bill:
IHS facilities are understaffed by 25 to 50 percent. Of the 51
IHS hospitals, only 21 are accredited by the Joint Commission of
Accreditation of Hospitals. Only 12 of the 51 hospitals fully
meet the National Fire and Safety Codes. 1In othar areas there
are no hospitals.l

Dr. Everett Rhoades, an official of the Kiowa Tribe in Oklahoma and a
clinic phnysician, indicated that conditions in outpatient and field clinics
1n his area were no better, with staffing levels at or below £0 percent in
the majority of these facilities.? Inadequate services included, most prami-
nently, a 90 percent backlog for surgery to treat otitis media, and signifi-
cant deficiencies in the provision of Hearing aids and dental services, as
recognized in the bill.

Problems and needs stated in testimony by representatives of individual
Native American communities or health groups were relevant to all Native Amer-
icans. RAlvin Dashee, Vice Chairman of the Hopi Tribe, presented a comprehen~
sive outline of Hopi needs which are strikingly similar to those of other
Native "American grcups. Major need categories are summarized below:

Mental health: acq;isition of additional mental health personnel to identi-~
fy and evaluate mental health problems in the community and develop camprehen-
sive programs to remedy existing deficiencies in mental health services.

Health education: planning and development of Programs and resource mate-

rials based on community needs, and ongoing inservice practicum training for

health education personnel providing central and outreach services.

1Indian Health Care Improvement Act Hearings, op. cit., p. 386.

21bid., p. 69.
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Envirommental health: a tribal-based, well-staffed program to evaluate
needs and ensure community envirommental health maintenance.

Nutrition: residept professional dietetic/mutritional services for con-
sultants to BIA Schoolé, JHS facilities, and » community-oriented nutrition
education program with provisions for inservice training of 1ts persornnel.

Native medicine: an orientation program for physicians serving the cam-
munity, in order to achieve proper integration of Native healing arts and
modern medical practices, and thereby better serve the health needs of Native
Americans. |

Vital to the effective functioning of these services is developing more
and better trained staff and umproving facilities to better accanmodate the
camunity's growing health needs. Staff development, according to the Hopi
proposal, would provide adequate staffing of mental health, school health,
dental and other services by means of programs for (1) scholarship funding of
community people interested in health careers, (2) continuing education for
health professionals working in the community, and (3) the recruitment_of
resident heaith professioﬁéls.

Improvement of facilities involves the expansion and modernization of
existing hospitals, clinics, school health and outreach resources, as well as
the additicn of new ones. It requires constructing adequate housing for
families of staff. Emergency medical and communications equipment, air and
land iransport services, aﬂf related support systems are also subsumed under

this category.

Another perspective on Native American health problems was offered at the

hearings by Ur. Ervin Nichols of the American College of Obst_tricians and

-2
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Gynecolegicts, Keferriry Lo a  wrivt vrepnrea fog 1HS by the Srerican nendrry
of Pediatrics arl the Coliege, .r. lacholy ackowledged the Crustraticns shared
o by concerred tlative frericans and cormunit y=iaced health rrofessionalrs cor-
fronted with a chronic lack of xcsources. i intreduiced a nuber o rocsennel -
rclated sugresticns for the irprovement ¢ health carc delivery. These arc
(1) ncv sncontivas foo lora=torm o, 1tront o) Lmalth rersonn.l to covrunity
worli, (Z) irecialvy raclup, particularly in rediatrics and cbhstecrics/gynocoi-
cgv, (3} botter cormunicaclon vvith the poofessional mainstrcam to counteract
feelings of isolavien anony ccrrunity-hased herlth personnel, () coi.tirving
educatioral cpporcunitics £or professionals who, in the past, csild no. afford
to leave their field responsibilities for necessary supplercntal cducotion clse-
vhern, (5} adejuate financial ccmpensaticn, and (6) adcquate livirg cenditicns
£61 cenmunity-Lased hehlth pzrsonrel and their Zomilies.
Lot surprisingly, cux inverviey data surport the testimony hcard at tle

n-

poa

Indiar Health Care Improvement Act hearings. Of 889 interviews, 329 (37%)
cluded health-related statcments vhich consicted of statements of problems and
statcments of nceds or recommerdatiors (sce Table IIT-2). (Only explicit state-
ments vere includel in the latter category because interviewees' statements of
problens we.e not nececsarily equated with the expression of needs.)

zle 1,253 health-related statoments,

Threce hundred tuenty-nine reeporndents r
of which £0 percent concerned pLooblems, <2 percent concerrned reeds or recemmerd-
ztiocns, Of total statcments obout preoblems, 54 percent concerncd medical dis-
nrders such as ear avd eyc disease, diaketes, respiratory infections, malrutri-
tion, and gastroentceric disorderc. OF the.c, the problem menticned most »ft-n
vas ear infection, The remaining 40 pereant of problem-centored statements
described social phenorrna directly related to hcalth: child aluse/neglact, al-

coholiom, drug abuse, and suicide, or svicide attempts.,
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Table III-Z

Source and Number of Health-Related
Needs and Problems

Respondents Statements

Saurce N % N $
nal 223 68 705 56
a2 106 32 548 44
Total 329 100 1,253 100

fiealth

Personnel 100 30 636 51
Non-Health 229 70 617 48
Total 329 100 1,253 100

1Native American Interviewee

2Non-Native American Interviewee

"Children" were the £owus of more health statements than any other group.
Thirty percent of problems mentioned, and 21 percent of needs were related to
"children.™ Other siatements concerned mother/infant groups, infants, children
of preschool age, teens, and adults; and 47 percent of statements of prablems
and 66 percent of needs or recammendations statements referred to an undefined
age range.

Of all statemencs expressing needs or recommendations, 14 percent referred
to health education and seven percent to envirommental factors (family living
conditions, roads, sanitation). The vast majority (79%) concerned health care
delivery. A content analysis by BIA area is presented in Table III-3.

As can be secen in Table III-3, approximately one-third of the expressed

needs and recommendations concerned staff and have to do with the need for more

and better qualified personnel, and with the need for more Native hmerican

staff. The next most often mentioned category of need was for better services,

O 7/.)«




e.9., medical, nutrition, alcohnl, dental, ard mertal health services. Mary

other peorle croke ¢f needs for betrter facilities, rore and move modern build-
1rgs, equipment ind acans of transgertaticon (arbu)ancc:, or helicoprers when
the clinic or Lospital 1s many miles away). Tallied under the heading of ad-
ninistration are reelds ard reccrmeniations cerncerning record-keeping, inter-
agancy ccoperation and coordiration, gencral manajement of health care, arnd
tle delivery <f scrvices. Of ccurse, the cheer number of needs az well as of
problems expressed dies not always ccrmuricate the intensity of feeling, nor
the ex*:cmity of cizgunstance derscribed. In sore caces a relatively trivial

need was ~xpressci; 1n many instances, nhowever, the problems and the reeds in-

dicatsd that basic scivic s were not being given, fundamental reeds not beirg
ret,
Table III-3
Staterents of Hcalth Care Delivery Needs/Recommendations
- Health Care Delivery Category
Admihis-
SIA Staff Servires Facilities tration Total
Area 8] % I % N % e} % i %
Aberdeen 21 32 30 45 5 8 10 15 66 100
Alaska 19 40 16 23 4 8 S 19 48 100
Alkuquerque 13 24 18 34 11 21 6 11 53 1lo0
Eastern 13 32 1z 35 11 b 2 5 40 100
Navajo o 23 28 23 37 31 27 23 120 160
Phoenix 37 36 22 26 14 17 18 21 85 100
Total 1:0 3z 128 31 82 20 72 17 412, 100
-

As rentioncd earlier, the problems, needs, and recoamron-dations stressed by
L
our interviewees and those nresented at the Indian Pealth Care Improvement Act

heasings are highly eongruent., 1In the context of this study the urgency of

Bative Amorican demards is justified both by the extent of their health problems
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and by the enduring negative influence of poor health and health care on edu-
cational advancement, the development of job skills, and other areas of life.
As has been pointed out:
They have been unable to share in [ societal? progress because
they cannot compete without the skills demanded by a techno-
logical society. In addition, the delivery of medical and
welfare services does not match their unique dependence upon
such services. Poor health and education have established a
vicious cycle of dependency on an inadequate system. To these
considerations must be added the geographic and social isolation
experienced by Native American groups, further limiting their
opportunities and their impact on the consciousness of the
majority.l

Because of the abvious interrelationship of problems and needs, govern-
mental allocations for specific programs (in health, education, or whatever)
are not the answer to specific needs. Camprehensive, coordinated programs em—
bracing all aspects of Native American life must be developed and effectively
implemented 1f any or all problems are to be redressed.

Implicit here is not only the basic need for open lines of communication
amcng health, education, and other agehcies but also the need for camplete
integration of Native and non-Native components in each program, that is,
training and placing Native Americans in all fields, locally-relevant cultural
orientation training for non-Native professionals who serve in Native American
communities, and maximum use of Native language and methods in giving services
tc Native Americans. This could not help but promote cammunity acceptance of

and active involvement in the medical services available, which is the sine

qua ncn of any self-determination program.

Iy, s, Read, W. M. Moore, & M. M. Silverberg, op. cit., p. 4.
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Annals, 1374, 4, 29-35.

IV, CTOCIAL PROBLEINS AIDD ISSUES

“aen individual or group bohavior comes into conflict with the rules and
moces of the larger social group, such conflicts are called “social problems."
In the case of the Wative ancrican population, the larger social group can be
the Tridc and teibal instituticns, or it can be the social institutions of thc
surroundiny society, such as the State, or an agency of the Federal govermsent,
such as the Bureau of Indian affairs. In this section we briefiv descripe sone

aspects o’ selected social problems which have a bearing on the lives of young
children and their families: alcohol and drug use, child neglect and abuse, and

azrangements for che care of children away from their families.

Alcohol Use and Abuse

Alcohol use among Hative Zmericans has been the subject of considerable
controversy and misunderstanding. Although numerous studies have attempted to
document the prevalance and severity of alcohol consumption, variability among
groups studied and the difficulty of interpreting definitions of alcoholism af-
-2ct the cradibility of the data as a whole.

A5 rstemeyer points out, for practical purposes alcoholism is nsually de-
“ined operationally, thal is, in tems of specific alcohol-related behavior
which can be quantified and compared among populations,1 rather than on the

basis of vague criteria such as those given in the World Health Organization

v
<

definition,

1y, lestemeyer. "The drunken Indian'. myths and realities. Psychiatlric

2According to the World Health Organization: "Aalcoholics are those exces-
sive drinkers whose dependence on alcohol has attained such a degree that it
shows a noticeable mental disturbance, or an interference with their bodily or
mental health, theirs interpersonal relations and their smooth social and economic
functioning..." 1In E. P. Dozier. Eroblem drinking among American Indians.
fuarterly Journ.l of “tudies on Alcnhol, 19265, 27, 72-87, p. 77.
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Since the time it was used to lubricate fur trade amd land sales by early
white settlers,1 alcohol has played a significant role in Indian life. As is
noted elsewhere in this report, concern about the use and misuse of alcohol was

expressed many times in the course of the interviews conducted in this study.

xcessive use of alcohol often underlies a variety of social and medical problems.

I

At the same time, it is now recognized that alcohol consumption is itself a symp-
tom which can serve different functions for the individual or the group.

Until recently alcoholism was not considered by the IHS as an illness nor
as a contributing factor to conditions resulting in death; death certificates
listed only the immediate cause of death, such as accident, suicide or pneumonia.
funds for treatment of alcoholism are still ﬁot proviQed by IHS, and efforts by
other agencies have met with minimal success. According to testimony at the
IHCI Act hearings in 1971, only one Bureau staff person is identified as an al-
cohol program specialist.3 Also noted at the IHCI A_t hearings was the fact that
tribal leadership has been slow in coming to terms with the problem.

Deaths attributed to alcoholism have increased 71 percent from 1966 to 1973
among Native Americans, compared with a rise of 25 percent in the U.S. population
as a whole.4 FPatal accidents, the leading cause of death among Native Americans,
most often occur in connection with the excessive us; of alcohol. Cirrhosis of
the liveri which accounts for half of the alcoholism deaths, is the fourth leading

cause of death among Native Americans, while it ranks tenth in the general U.S.

lM. L. wax. Indian Americans. Englewood Cliffs: Prentice-Hall, 1971, p. 51.

2Statement of Orville Mestes, Secretary of the National Indian Board on Al-
cohel and Drug Abuse, Indian Health Care Improvement Act Hearings Before the Sub-
committee on Indian Affairs, House of Representatives, Ninety-Pourth Congress,
Serial No. 94-22. Washington, D.C.: U.S. Govermment Printing Office, 1975,
p. 437.

31pid., p. 439.

4 . .
Alcoholism Deaths and Death Rates. Vital Events Branch, Office of Program
Statistics, Division of Research Coordination, Indian Health Service, February

‘ 1975. ' 7 6

IToxt Provided by ERI
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There is no question that aicohol presents problems for the integrity of
the Native American family and community. Many of the people we interviewed
spoke openly of the negative impact of alcohol in community life. fThey often
linked alcoholism with social and econamic problems. They regard it as a
direct and indirect danger to their children, both because of its known role
in child neglect and because of the negative role model provided by the alco-
holic. The director of an emergency child care center on one reservation said
that the vast majority of abandomment cases that reach the center are associated
with alcoholism, and added that "as leng as there is alcohol, we will continue
this program,™

Of the 337 statements about social 1ssues, 177 or 52.5 percent dealt spe-
cifically with alcobol. This percentage was relatively consistent in all six
BIA areas. Many interviewees spontaneously referred to alcohol as the "number
one" problem in their communities. Many also poinféd to the fact that drinking
was itself a response to detpondency over lack of jobs, poor housing, loss of
identity--"Alcoholism is the most obvious problem, but it's just a result of
other problems," as one Bureau social service worker said.

It is said that women often join their husbands in drinking, first go pre-
serve the relationship, but in many cases, eventnally becaming habitual heavy
drinkers themselves. In such cases, the effects on children are more bﬁ;ediate
and direct. A good deal of concern was expressed about the ever-younger agec
when childrer started drinking, about families in which all members, even the
younger chiidren, joined the "party."

Almost every community had some kind of alcohol program, and both program

staff and community members spoke of its inadequacies: not enough counsellors,

lindian Health Trends and Services, 1974 edition. Department of Health, Ed-
uca’.ion, and Welfare Publication No. (HSA) 74-12,009, p. 31.
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not enough space or privacy for counselling, not enough funds, rot enough cam-

»
munity support. In those instances where there was a detoxification center in

3
H

the cammunity, staff bemoaned the fact that when the person came out of the

him there. »

-

|
|
\
|
center, he returned to exactly the same set of circumstances that had brought
Some reservations and Alaskan villages have banned the sale and consumption
af alcohol, and there are many who feel that such measures are at least a par-
tial solution. On the one hand, when bars in an Alaskan village are closed, i
drinking is more likely to take place at home and alcohol-related accidents be- ‘
come less frequent. On the other hand, even though the bar is off the reserva-
tion, one can drive to it and accidents can occur on the way back. |
|
Anthropologists and psychiatrists who have worked with different Indian l
|
groups point to the multiplicity of factors--economic, social, historical and 1
political--which can influence drinking and drinking patterns.1 Drinking, es- |
pecially on the part of young men, is seen by Freeman, for example, as part of
their nommal development, tapering with age.2 Westermeyer points out that ‘
Indians
Living as they do in 2 political and economic state that is im-
posed and directed by non-Indian people...are subject to innumer-
able double binds, since Indian social systems and nomms often
conflict with those of the majority society. Faced with gduch
dilemmas, the Indian drinker...can expect that other Indians will
blame the alcohol, not the drinker, for the behavior. The same
"drunken” behavior serves a complementary function among non-

Indians: it advertises that the drinker can still "act Indian" in
a way that the majority society cannot influence.

The world's oldest on-going protest demonstration: North American Indian drinking
patterns. Pacific Historical Review, 1971, 40, 311-322.

|
|
|
1See, for example, Dozfér, op. cit., Westermeyer, op. cit., and N. O. Iurie,
|

2D. Frecman. Adolescent crises of the Kiowa-Apache Indian male. Cited in
J. Allen, The Indian adolescent: psychosocial tasks of the Plains Indian of
wastorn Oklahoma. American Journal of Orthopsychiatry, 1973, 43, 368-375, p. 371.

wie

3'v!estermeyex:, op. cit., pp- 34-35,
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The fact is that alcohol can serve many different functions for the indi- &
vighal and group. Although it may be adaptive in some ways, it can and does
contribute to a downward social and cconomic spiral for the individual or group.
The alcohglic is unemployable; while on a drgnking spice, his or her children
may be neglected and removed to boarding schools or welfare placements; such
experiences are likely to ind;ce more drinking.

s
Current drinking practices among men, women and children reflect social

malfunction that is increasing rather than decreasing. Another sign of this
malfunction is that drug use, in particular gasoline and glue sniffing, is on

the increase among children. Kaufman studied the incidence of gasoline sniffing

among school children (N=72) in one of the Pueblos.l The majority of children

stated that they had sniffed gasoline at least once; many were repeated users

of this quick, cheap, and easily available form of intoxicatioﬁ. In our study,

21 percent of the interviewees commenting on social itsues cited drug use, in- ]
cluding gasoline and glue sniffing as community problems. One pecrson had ob-

served gasoline sniffing among four-year-olds.

Alcoholism is a highly visible problem. As Uestermeyer goints out, how-~
ever, there is a danger that "if alcoholism is focused on as the biggest problemn,
urgent political and economic issues may be ignored. +This is especially truve
because muech of what is done regarding alcoholism is.done at the iﬁdividual
level, ignoring important socia}, cultural, and intercultural problems."2

Present programs have made few inrcads ajainst alcoholism on reservations
or in Alaska. The ineffectiveness ofvthe prograns has been attributed to several

factors: the lack of financial support for such programs, the inadequate number

1A. Kaufman. Gasoline sniffing among children in a Pueblo Indian viilaqc.
rediatrics, 1273, El' 1060-10564,

szstormeyer, op. cit., p. 30.
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of counsellors, and the fact that the social conditions and personal anxieties

. that have pushed the individual from social, or occasional binge drinking into

chronic or uncontrollable drinking remain unchanged. Tribal invajvement in
the programs is, of course, very important. But there is another consideration
which is that current alcohol programs agé almost invariably oriented only to-
wards treating the individﬁal alcoholic. Not only do they have no power to af-
fect the larger social scene, they do not include the family of the alcoholic in
- )

the treatment progran.

Treatmen= of alcoholics in other populations have, in recent years, shift-
ed from a therapeutic focus on the individual to working with the family of
the alcoholic.l This shift is based on the recognition that the family is not
nerely a convenient sociological unit, but a psychological system. All the
people in the family play a part in relation to each other, and illness of one
family menber aéfects the equilibrium of tﬁé family system and changes the pat-
terns of interac‘::ion.2 The alcoholic can have a demoralizing effect on other
nenbers of the fagily. Or, family equilibrium can shift so that the other spouse
or older children can take over the alcoholic member's role, but when the
alcoholic is sober, family patterns are again in disequilibrium. Viorking with
the Eamilies’of alcoholics has the additional advantage of bringing therapeutic

help to a pcpulation desperately in need of mental health servicesL3 This rela-

tivnly ney extension of the technigues of Eamilyjtherapy also has implications
1}

;?N. Brozan. For every alcoholic, three or four others are direct victims
who &eed help. New York Times, March 3, 1976; M. Bowen. Alcoholism as viewed
thmigh family systems theory and family psychotherapy. Paper presented at

Anngal meeting of the National Council on Alcoholism, Washington, D.C., April 3,
1978; D. E. Meoks & C. Kelly. Family therapy with the families of recovering
aldoholics. Quarterly Journal of Alcohol Studies, 1970, 31, 399-413, -

!

; 2. minuchin. Pamilies and family therapy: a structural approach.
C@mbridgn, Hass.: Harvard University Press, 1974.
i

/ 3¢. mulfano. Alcoholism in the family system. Unpublished paper, 1975

et
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for another facet of the problems associated with alcoholism-~the fact that so
many children of alcoholics became alcoholics themselves. This is well document-
ed in the literature on alcoholism1 and was also noted by several people inter-
viewed in the course of our study. The Director of the Alcoholism Program in
Mescalero, for example, believed that nearly all children with alcoholic par-
ents end up with drinking problems by the time they are 15.

From the point of view of this project, the crucial significance of exces~
sive drinking lies in its impact on family life; it takes its toll not only on
the drinker, but also on members of his or her family. It is a major precondi-
tion for the fact, or the inference, of child neglect, and a primary rationale
for the separation of children fram their families.

The Separation of Families and Children and Family Dysfunction

The Native American family system has been and is subjected to enormous
econamic, social and cultural pressures. Although the traditional extended
family exists in many places, and kinship ties remain strong, from our inter-
views and ob§ervations as well as fram the literature, it is clear that the old
ways are not so powerful or widespread as they once were. Many speak of the
erosion of the extended family. Nevertheiess, thg concept and the memory of the
extended family has a strong hold on the ideology of.the Indian and Eskimo ‘
people. Respect for one's elders, diffusion of responsibilities, giving young
children responsibility and the authority that goes with it, are still viaﬁle
aspects of Native American life. Family structure is not like that of middle-

class American society. The clash of cultures is nowhere felt so sharply as in

>

lSee, for example, H. Hoffman & A. A, Noem, Alcoholism and abstinence among
relatives of American Indian alcoholics. Journal of the Study of Alcohol, 1975,
36, 165. In this study it was found that among hospitalized alcoholics of one
tribe, 27 percent of their mothers and 49 percent of their fathers had also heen
alcoholic, compared to five percent and 24 percent respectively in a comparable
white sample.
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the struggle over family responsibilities for the care and well-being of chil-

dren.

/

All families aré assumed to be responsible for the care of their children,
and the right of the family to raise children in its own ways is respected under
law, except in certain circumstances which must be specified by law. These are:
if the child is abandoned or orphaned, neglected, or abused, or has engaged in
“illegal acts. The principle that governs the intervention of the law or of a
Federal or State agency in family life is that the intervention is in "the best
interests of the child."” In £he past few years there has been growing uneasi-
ness with the various ways in which this principle has been interpreted, and
with the vagueness as well as implicit biases of same interpretations.1 At the
same time, the idea ?hat children h;ve rights which may not always be identical
with those of their parents (or the State) has led to a re-examinati&h\gf many

X
established legal practices.2 ‘ h\

Many factogs have contributed to the development of the idea that }ldren,
too, have rights. The principle of child rights is an important consld€ra=
tion in child neglect and abuse, which has turmed out to be much more preva-
lent than anyone might have thought possible in our society. The first .
nationwide epidemiological survey, conducted in 1967, identified approximately

»
6,000 cases of abuse.3 Today, rates are estimated to range from 60,000 to 1.5

1;. Goldstein, A. Freud, & A. J. Solnit, Beyond the best interests of the
child.  New York: The Free Press, 1973.

24, Rodham. Children under the law. Harvard Educational Review, 1973, 43,
487-514. See The rights of children, Parts I and 1I. Harvard Educaftional Re-
view, 1973,ﬁ1§ {(4), and 1974, ﬁi (1). _ ,

3p. G. Gil. Violence against children: physical child abuse in the United

States. Cambridge, Mass.: Harvard University Press, 1970.
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nillion for child zbuse, and rates for neglect are unkncln.l The scope of
child abuse arM, child neglect in the general population, and in any subpopula-
tion, is difficult to ascertain both because lay and professional people are
loath to report cases, and because there are differences in definition of what
the terms mean.

Child abuse exists when "any child...receives nonaccidental physical injury

(or injuries) as a result of acts (or omissions) on the part of his parenfs or

dren."2 Neglect relates to a broader range of situations including the depri-
vation of food, clothing, shelter, and parental love and attention.

The abuse and neglect of children is both a psychological and a sociologi—
cal éhenomenon. In the population as a whole, neglect and abuse are correlated
with poverty, unemployment, especially of fathers, and with a history of expe-~
rience of abuse or neglect.3 In the Native American population, poverty and
Joblessness are the nom and, as we have just noted, excessive drinking is a
serious problem, so we might assume a high proportion of cases of neglect and
abuse. Most informed persons agree that there is little abuse of children but
a growing, although unknown, amount of child neglect among Native Americans in
almost all tribal groups.

Child neglect and abuse in Native American communities are best understood

in the context of Native American social structure and child-rearing practices.

Wax describes the social st~ icture of the Indian community as "characterized by

lR. D. Paxke & C. W. Collmer. child abuse: an interdisciplinary analysis.
In E. M. Hetherington, J. W. Hagen, R. Kron, & A. H. Stein (Eds.), Review of
child development research, Vol. 5. Chicago, Ill.: University of Chicago Press,
1975, pp. 509-590.

%1bid., p. 513. See also Public Law 93-247, Child Abuse and Neglect Act,
January 31, 1374,

3R. D. Parke & C. W. Collver, op. cit.
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a social structure that is egalitarian and that is tightly integrated, yet in-

formal."l Clusters of extended families function as small local communities.
Children raised in these kin groups spead much more time with their peers than
with their parents. Often three generations live together, and grandparents
and others in the cammunity may take a more active role in child-rearing than
parents. In general, the child may therefore have many'adults who can serve
parenting functions, and the autonamy of the child and the peer group is re-
spected and endburaged by adults. This, however, is che kinship network that
has been so severely weakened. If this social structure were still intact,
there yould be no child neglect. On the other hand, ignorance of kinship
patterns can lead to overestimating the incidence of chila neglect in communi-
ties whereﬂ;elatlves outside the nuclear family share in the child's care.
Social ‘welfare agencies have often ignored or not taken advantage of the poten-
tial support which the extended family offers.

: 'ﬁhen people we 1interviewed spoke of the neglect of children, they were no.
usually applying a formal criterion of neglect, but meant, simply, that parents
weren't loocking after their children properly. Usual'y, aleohol and the weaken-
ing of the extended family were taker, to be the precipitating factors in child
neglecﬁ. The two age groups that weie Singled out az more likely to be consider-

i ed ;eglected were very young children and adolescsnts. Neglect of young children
affects their physical health especially. As a ﬁeiiatrician in Arizona said,
neglect may be subtiy expressed, through untsually frequent illness, development-

al iag, and malnutrition--brought about, for example, by a prolonged milk diet in

M. L. wax. Social structure and child rearing practices of North American
Indians. In W. M. Moore, M. M. Silverbery, & M. S. Pead (Eds.), Nuiritionm,
Growth and Development of North American Jndian Children. Deparazent of Health,
Educption, and Welfare Publication No. (NIH} 72-26, Wg;hington, p.C.: U.S.

~ Govermment Printing Office, 1972, pp. 203-208,
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infants old enough to tolerate solid foods. "Failure to thrive" 1s often the
admitting diagnosis for hospitalized infarts.

The neqlect of adolescents can also be subtly e»pressed, when parents or
other adults in effect opt out of the parenting role. A number of people we
spoke to were concerncd about adolescents: parents don't know how tc hanilc
them, are afira:d of them, frel overwhelmed by them, and don't give them any
Fuidance or advice. Amb.valent feelings and a certain amount of friction be-
tween adolescents and parents are pretiy much the norm 1in American society,
whare adolosoince 1s a notoriously stommy time of iife. ‘The situation may be
even moce somplicated ip Narive American culture, however. As noted in later
215TULLIONG, La~re are different opinions between generationg about where young
people should go to high schcol, wiether close to home or to distant boarding
schools. Such intergenerationsl frictions are likely to be exacerbated in
times of soc:al change. In additisn, sn many Yndian and Eskimo parents spent
their own adolescent years awxy fran home 11 borrding schools, that they may
have no model of family life, no personul] ~xperience to draw on in develoring
cents

relationships with their own 2doie

i

A5 alr2ady mentioned, rthers is very little physical abuse of children in
Indian and Eskimo communities.  In American eu2lture, child (Suse is thought to
be lLinked to approvez us.s ~¢ pnysical force against children.1 In cultures in
which physizal punishment 15 not used ac a disciplinary technique, child abuse
is r re,z and Wost North American tribal groups do not sanction the use of vhysi-

cal force in child-rear.ng. In developing their proposal for a Choctaw Center

on Child Abuze and Neglect, the Choctaw ottribute the low inc.dence of abuse to

Lgis, op. cit.

2parke & Collmer, op. cit.,

RIC
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rural isolation which has permitted the pisservation of traditional tribal
values.l The Department of Health, Education, and Welfare has recently funded
five pilot demonstration projects which will offer preventive and treatment
services to families, protective services to children, as well as recruitment of
and support to Native Amer:ican foster families.2 The focus of these programs

is or the prevention of child neglect and abuse, and on a child advocacy pro-

gramo

Thers 18 alsc a great need for cammunity facilities for children. In
several cammunities, children whose parents were alcoholic or ill had to sleep
in the lozal jail because there was no facility to accammodate them. The
Cherckee Boys' Club operates a tribaily funded hame for neglected or orphaned
children, and other tribal groups are developing tribal youth hcmes,3 but many
more are needed.

Federal or State agencies intervene in family life when normal family and
cammunity support systems fail. The Bureau administers a social services pro-
gram. one function of which is to

provide child welfare assistance and services when these axe

not availabie frm established child welfare agencies, includ-
ing arrangements for the protection and care of dependent, ne-
glected, and handicapped children, planning for adoption, and
securing appropriate institutional care....During fiscal year

1974, a mcnthly average of approximately 3,600 children received
child welfare assistance in the form of foster or institutional

]Vroposal for a Choctaw Center on Child Ahucze and Neglect, April 28, 1975.

2he demonstration grants have been given to: Cook Inlet Naiive Associa-
tion, Anchorage, Alaska; Montana Department of Social and Rehabilitation Serv-
ices, Helena, Montana; John Red Horse, Minneapolis, Minnesotas Mississippi Band
of Choctaw Indians, Philadelphia, Mississippis and Project Ku rak we sha'; The
Yakima Indian Hation, Toppenish, Washington.

‘cea 3. 4, Shore & ¥. M. Nicholls, Indian children and tribal group homes:
now interprerations of the Whipper Man. American Journal of Psychiatry, 1975,
137, 454-456.
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POST TS LOn w0 DT 0 s ant Zyoanc o trs Tov o zprtion of lative Amceri-

car chilizen 1s pernaps the roect explosive issue in Native Faerican family life.
In April 1J74, Cenators James Abourcrk of South oakota opened Senate hearinss
oroIndlan okl D wellars "te bejin to desine the specific problems that Amer.coen

Giun familils facc in radsing thesr children an? how <hose problems are aZlcct-

]

Lion oronactici." [ Lator Rbouresk went on to point out that

Looin .
TS wWnn, oaopfi nomcs, and/or boarline schools, againzt
Cae oat ointezesc ol farilics, tripes, and indian communities.
i oran nost non-Indian communizies can expcct to have children
2 27 therr natuval hores in foster or adoptive homes at a rate
Zonr per everr 51 childran, Iadilan cormnities know that their

~

chtllizen w21l hoe renoied at ates varyir: Zrom 5 to 25 tinmes
S

Tinovae L7020 porelnt o 1L Iniian children ave either in

wish o othan that.”
There aot striking iiffcronces in placermcnt rates for Native American and

LUl~neive chaddren in some states. For eiample, 40 percent of adepticns in
South Dakota mads by tho State's Department of Public Welfare sirnce 1767-68 are

™

oL Indian chiliren, who make up only seven percent of the juvenile population.4.
Lotootwman at the Learings pointc up the fact that State agencics, charitable
ot DL, elig ooun o:gan;értions,*ﬂszureau o Indian Affairs, *he Departnent or
vealth, Dlucation, and ‘elfare, and individuals wvith niscionary or personal noti-

s PRl

vations have Lecn applying a norrow and ethnocentric standard in determining "the

lInfornatlon about...bocial Services Erogram, Bureau of Indian Affairs,
1273, 1274, In addition to the child welfare program, the Social Services Program
"provides firancial assistance to needy Indiarn families living on resexvations
when cmplo;ment is not available and when cuch assistance is not available from
‘other sources"; it provides family counselling, financial counsel, and serves as

l:aison with othes welfare ageacies and tribal programs.

Ingian Child viclfare Program, Hearings before the Jubcommittee on Indian
Affairs, of the Committee on Interior and Insular Affairs. United States Senate,
Ninety~third Congress, Second Sesgion, April 8 and 9, 1974, p. L.

5
CIhidt,
Hancdulienbial

%1bid., statement of Wiliiam Byler, p. 16.
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est intercsts of the child.“l The criteria that social workers have used to
demonstrate parcntal neglect include lack of plumbing, overcrowding, simply the
poverty or, at the extreme, the "unsuitapility” of the Indian reserva-
n enviromment for bringing up children.
situation illustrates the way in which social policies, which were

oricinally desigred to serve the best interests of children and families, can

~

se awry. Federal inter-agency guidelines for placing children in foster homes
(o Zamily o carce homes) did not take into account the realities of life on

Inlian reserva<ions and in Al~skan villages. The standards reflect a middie-
g

clazs notion ol a proper envizomment for children, and when taken together with

a pervasive telief that Native Zmericans are better off when brought into main-

stream American 1i<r~, the result is that the great majority of Indian children
are placed in non-Indian homes.

The Amcrican Academy of Child Psychiatry, in a position paper on the place-~
rnent of American Indiah children, states:

There is much clinical evidence to suggest that these Native
American children placed in off-reservation non-Indian homes
arc at risk in their later development. Often enough they are
cared for by devoted and well-intentioned foster or adoptive
parents. MNonetheless, particularly in adolescence, they are
subject to ethnic confusion and & pexvasive sense of abandon-
ment....Consequently, these problems combined with their un-
toward early childhood replacement expcriences adversely af-
foct their young adulthood and their own potential capacities
as parents.”

lhen children are placed in foster homes, there is very little follow-up,

and sometimes none. A Mescalero Apache woman who cared for seven foster

lmhL,pp.l%zm

234,
5
0. iatell ¢ A, Gurwitt. The placement of American Indian children--the
neo 1 for change. & position paper for the American Academy of Child Psychiatry,

Pdentod JanLaxry 25, 1075 (mimeo).
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children zaid that thce gfocial worker had never followed up on the children
after placing them. 7The so€ial worker had told us that one oI the greatest
problems wsas that there was no time for follow-up. Indeed, the Burcau's of<i-
cial inforation handout on Social service Programs states: "It musk he adn
25 “otbeen pocsibla to provile sufficient and adequate couns2lling
an. quidance sorvices beeause, with rhe Insuficient number of sacial wori stofo,

B

Y ) . . : e el . .
caselza iz hive beern =oc R1Cn co permit the Jegree of individualized attention

3
e
.

necessary it should also be noted that many Bureau and other social workars
interviewed were pberceptive and sophisticated, One Bureau social worker in
Alaska, for exzanmple, told us that, at ail cests, they try to place children
locally, ani tha+ they try t» place siblinss together. One of the greatest
problems is to Fing foster homes which can accamiodate large groups of siblincs,
A State social worke« in Alaska told us that children are removed from their
parents only if the barents cannot maintain the home, or if the children are in
danger at home,

The decision to remove a child from his or her home has ramificitions for
the family as well as for the child. sliore and Nicholls, commenting on 2 child
welfare progran awong a tribe of Platean Indians, say:

in our clinical expericnce on this and other Indian reservations,
w2 have encountered a sense of hopelessness and despair in work-
ing with Indian barents about the problems of alcohol misuse and
child neglec. Once Placement of the children has been initiated,
Indian parenis often withdraw, become depressed, and begin or re-
sume intensive drinking. This process is interpreted by the non-
Indian outsider as further lack of goncern for the children and as

additional ovidence of instability,

Thus, the problems are conpounded. The issues involved go beyond the policies

ERIC

Aruitoxt provided by ERic:

lInformation about...5ocial Services Program, op. cit., 1973, 1774,

2
Shore and Nicholls, Op. cit., p. 455,

~
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of the Bureau of Indian Affairs. They involve State welfare agencies, tribal

groups, charitable groups and proselytizing religious groups, particularly the

Mormon Church. But the Federal govermment's policies, actions and lack of ac-

tion are crucial here. The Bureau and the Department of Health, Education, and
Wwelfare both expend substantial amounts of money to subsidize foster care.

A number of interested organizations have made thoughtful and camprehensive
recommendations for developing new codes, criteria and legisiation that would
more adequately serve the welfare of Native American children.1 A camprehen-
sive concept is extremely important because of the connections between issues
and actions considered to be the province of social service organizations and
those thought to be the business of education, specifically the boarding schools.
Boarding schools are discussed elsewhcre in this report (see Section VIII), bt
must be mentioned here because they serve as an institutional facitity for chil-
dren whose parents camnot care for them, or who are wards ;f the qourt, as well
as for children who live in areas where there are no other schools. The board-
ing school population, therefore, represents a sizable proportion of the 25
percent or more of Native American children who are not living with their fami-
lies. The American Association on Indian Affairs estimates that "approximately
76 percent of the enrollment in boarding schools are there for ‘social reasons' .

or 'because they are not able to get along with others.’“2

lSee C. E. Mindell & A. Gurwitt, op. cit.; J. Goldstein, A. Preud, & A. J.
Solnit, op. cit.; Legislative recommendations (regarding child-welfare), Indian
Family Defense, Bulletin of the Association on American Indian Affairs, Inc.,
Winter 1974, No. 1, pp. 4-5. (The Association has also drafted a model chilg-
welfare code.): North American Indian Women's Association. Prototype Program

for a National Action for Sggcial Needs of Indian Children Program, December 15,
260-366.

1973, 1In Indian Child Welfare Program, Hearimgs, op. cit., pp.

2Progress on boarding schools, Indian Family Defense, op. Cit., November
1975, p. 1.

r'a rw
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Clearly, there 1s an urgent reced for a thorough and c¢oordinated revamping
of pclicies that lead to removing children from their families. what 1s re-
quired are new crlteri;, adapted to the particular circumstances and cultural
practices of different Mative groups, for placing children in foster care, for

celecting roster parents, for adoption, as well as for sending children to

boarding schools. There must be a coordination among Federal, State, and inde-

1 .
pendent agencies, Equally important, there needs to be provision for following

up on placement, giving guidance and counselling ané supportive services both
to the children and the foster or adoptive parents. Tribal courts and education

committees must have a decisive role in these policies. What is at issue here

-

1s not only fhe present welil-being of individual children and their families,
but the ways in which many members of the younger generation of Native Americans

are being prepared to take on responsibiilties for the next generatioa.

.

lAlthough law enforcement is outside the province of this study, legal and
jurisdictional issues are related to certain aspects 0. .nildren's welfare. In
our interviews, dissatisfaction was often expregssel with law enforcement on ’
reservations. Whether law enforcement agents shculd be members of th~ same
tribal group they were serving was one question. It is not casy to arrest a
member of one's own clan or kin group. Purther, the victim of a crime may not
wish to testify for the prosecution because of a relationship to his asgsailent.
aAnother complaint we often heard was that lav enforcement agents were inexperi-
enced and illtrained. 1In same communities we visited, law enforcement was said
simply not to be workin,; In addition, we were sometimes told that there was
no juvenile code or no separation between juvenile and criminal jurisdiction.
Separate facilities for juveniles ard adult criminals in jail were rare. As one
judge said, "We throw little kids into jail and they think they are criminals
and when they get out they react as such."

91 “
ERIC | \
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V. EMOTIONAL PROBLEMS AND MENTAL HEALTH 1SSUES

This section begins with a survey of mental health sertvices, proceeds to
an examination of emotional problems and symptom patterns and concludes with an
overview of studies of self-description and self-concept.

Mental Health Services

In 1964, in anticipation of the tenth anniversary of th; formation of the -
Indian Health Service, a conference organized by the Association on American
Indian Affairs called for the beginning of mental health services under the
auspices of IHS. As a result, in 1965, the first Mental Health Program sponsor-
ed by IHS was instituted at Pine Ridge. By 1967, less than a decade ago, the
total budget for IHS mental heglth services was $200,000. It provided for
mental Eealth teams in the Aberdeen and Navajo areas and paid for six staff
salaries. By 1973, the annual budget for IHS Mental Health Programs had grown
to three million dollars and supported 197 positions.

Q In their camprehensive assessment of mental health services delivered by
IHS, Attneave and Beiser provide same historical notes.1 They indicate £hat
before Mental Health Programs were established by the IHS, a handful of sorial
workers dealt with the mental health needs of the Native American community.
They focused on the needs of tuberculosis patients and their families, social
aspects of maternal and child health problems, and ajged, handicapped or abandon-
ed medical care recipients. In 1967, an assessment of the health care needs of

Indian people identified as special mental health problems, alcohol, accidents

and violence, and child abandomment. The assessment called for an epidemio~

2

1

C. L, Attneave & M. Beiser. Overview and Recamendations: Service Networks
and Patterns of Utilization, Mental Health Programs, Vol, 9, Inaian Health Serv-
ice, Harvard School of Public Health, 1976.
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logical study:

From a review of recent studies made by social scientists and
psychiatrists and from the study of specific incidents, it
should be possible to determine the elements in Indian culture,
non-Indian culture, and local circumstances which combine to
create tension, conflict, and frustration....From the mental -
health point of view, there is no simple answer to the problems
such as excessive use of alcohol, high accident rates, child
abandomment, and poor social and school adjustments. However,
these problems might be approached more profitably fram the
point of view of symptoms which are the result of tension, un-
rest, frustration, and changing values, rather than as disease

' entities or single problems. To be effective, any mental ™y
health program must be an integral Eart of a total program
meeting approval of tribal leaders.

Three areas of unresolved conflict marked deliberations of the 1964 AAIA
conference, which called for’éstablishing Mental Health Programs within the
IHS. They were: (1) the need for basic epidemiological information~-whether
or not a mental health program should be init%ated without additioénal epiéemio—
logical informatiqn to guide its planning; (2) whether the programsg should be
treatment-centered and staffed mainly by psychiatrists or broadly conceived in
terms of community mental health issues employing a variety of consultations
and comtunity-based approaches concerned with both prevention and treatment;
and (3) the degre;”of involvement of Indian ccmmunitleéﬂahd/;eadership in plan-
ning and implementing mental health programs. As will be seen, these issues
remain among the most salient cohfrontinq the IHS today.

The secrvices currently provided by the IHS Mental Health Programs are de-
livered in 17 Western states which are administratively divided into eight
m&jor areas and two sub-areas which roughly correspond to the Bureau of Indian

Affairs administrative divisions. In 1974, services were also extended to the

Southeastern states (Choctaw in Mississippi, Cherokee in North Carolina, and

lyealth services for American Indians. PHS Publication Ne. 331. /

2
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Seminoles and Miccosukee in Florida). Sgrvice dnits may be hospitals, clinics
or health centers. Clinics are limited to outpatient services. Health centers
are often established in connection with BIA schcols but may also offer services
to local Indian groups and are sametimes set up to serxve more remot:- locations.
Outreach Programs which en§511 case~finding and the éiving of aftercare are
carried out by mental health paraprofessionéls. With the exception of Anchorsge
and Window Rock areas, inpatient care for the mentally ill must Se formally
arranged with the nearest local facility.1

The Indian Health Care Improvement Act now before Congress includes pro-
vision for expanding the IHS Mental Health Program. The new programs proposed

by the bill identify areas of highest priority which are briefly discussed below.

1. Coommunity Mental Health Serviceé

While there continues to be pressure to expand psychiatric services along
traditional zreatment-oriented .ines, vigorous objection has been raised to
allowing the limited available professional resources to be given over to admin-
istrative duties, treatment of the chronically ill, and response to crises and

emergencies. This issue is usually resolved by assigning psycyiatrists to - -/

clinical responsibilities and having staff from other disciplines, such as
social worg and psychology, work on comsfunity-oriented prevention programs.
But, increasingly, mental health specialists have been turning their
energies to prevention. Emotional disorders are too painful and disabling 2na
their treatment is too costly and unreliable to deal with them only after they

are fully develoged. Only a preventive approach to me..tal health has the po-

tential for fully meeting a community's mental health needs. Preventive pro-

grams strive to identify problems early so that they can be dealt with while

ko

1This process ig complicated by the fact that in many states, Indians are
"~ not eligible for treatment in state-supported facilities. ’
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.

ﬁhey are still incipient, and to forestall the condltiong, for example, emotion-
al deprivation, trauma, which give rise to mental health problems in the first
place. Clearly, the camprehensive early education program recommended in this
report represents a major effort at prevention.

One example of arcamnunity mental health program concerned with prevention
was the Olympic Mental Health Eenter in Bremerton, Waghington. The goals of
this mental heaith center were to improve community rela£ions with the local
public school, change negative Steréotypes of Indian people held by non-Indians
1n thé surrounding area, provide consultative services to‘phy51cians in the

area who must deal with a great many psychosomatic disorders, arrange for psy-

chological consultation in the schools, obtain mores stable and supportive
foster care of children, and offer parent education in child care.1 ‘Unfortun-
ately, this unit was unable to continue its operation beyond the first years

because of lack of funding. ;

v
.

2. Inpatient Programs ’

As previously noted, there are only two inpatient wards out of more than 90
IHS Mental Health Service Unitgprograms. In all But the Anchorage and Window

Rock areas, patients who need hospitalization must obtain a bed in the general

medical service unit for a short period or use private, State or cammunity mental

" health systems generally used by non-Indian patients. Thus, most patients who
require hospitalization are pched in local facilities that do not adequately
- - i
meet their needs, or they are $ent tc remote installations, in a nom-Indian /

.
. .
]

] x
milieu, where tlhiey are beyond visiting distance from family and frierds. Current /

>
'
~

IHS plans call for the expan51+n of inpatient facilities to meet the specific

) 4
needs of each IHS area. j v )
I ¥
“ iy [ ’ /
1y, L. Johnson & C. A, Johnson. , Cammunity mental health planning with \\(
Western Washington Indian villageg. Final-report to the Olympic Mental Health .
, Center, University of Houston, Holiston, Texas, 1968. ' . [
Q .
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3. Boarding School Dormitories

In keeping with its concern for prevention, the IHS mental health staff has
turned its attention to the adverse psychological effect of living conditions
which prevail in most boarding schools. A special grant to the Toyei Boarding

School administered through the Mental Healtlhh Program demonstrated how an in-
. H

crease in the adult-child ratio and the intrc@uction of changes in how the

domitory staff functiéned and relate& to the children could have measurable

impact upon the chilér%n living there (for further dis;ussion of this program,

see pp. 176-183). I&jéed, the conditions in boarding schools are considered so
R

potentially harmful thét the Task Force on Indian Affairs of the American

Psychiatric Association has taken an editorial position:

The central problem is that children living without parents are
not provided with anyone else. 1In almost all Federal Indian |
boarding schools, the staff of the dormitories is so small that
there is little opportunity for children to form meaningful re-
lationships with any adults. The children stay in large, barren
buildings where the ratio of students to the adults caring for
them is 80 to one or worse. Obviously no one, no matter how
good his skills or intentions, could be an adequate surrogate
parent to so many at once. In fact, it is doubtful that a
single person can do an adequate job of prOV1d1ng “for even the
physical health and safety of that many children.l

-4, Residential Treatment Facilities

As local school facilities become more available, fewer children are being
sent away to boarding schools for rea}ons of geographic isolat;on. Boarding
schoois have become reﬁositories for children who cannot be cared for at home
or have been removed from their local school because of a failure to adjust to
it. Since boarding schools,hgé pré%ently'constituted, are/ill-equipped to deal

with ¢hildren who have emot;onal problems, the Mentql Health Programs unit would

{ ‘
i

' - f
lﬂ. Beiser. A hazard to mental health: Indlan boardlng schools. American

/

Journal of Psychiatry, 1974, 131, p. 305,
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like to convert same of them into residential facilities providing socially
and emotionally therapeutic enviromments for these children.

5. Training Tradigjonal Indian Practitioners

In order to bring about an exchange of knowledge and technique between
traditional Indian practitioners and professionally trained psychotherapists,

the IHS seeks to establish a training program for traditional healers. 1In a

recent issue of Psychiatric Annals devoted to the analysis of mental health

. problems of the American Indian, almost every contributor dwelled on the non-
Indian physician or psychotherapist-as an outsider, with limited perspective,
insight and, above all, communicative ability. Virtually eve*y paper ends with
the recommendation that Native Americans should participate more fully in plan-
ning and giving mental health services in their communities. Bloom and Richards
suggest that the migran£ professional be replaced with a local person in order
to obtain bilingual staff.l Jilek questions the effectiveness of conventional
treatment administered by non-Indian therapists.2 In his analysis of the psy-
chotherapeutic mmplications of the spirit dances of the Salish Indians, he con-
‘cludes that indigenous treatment procedurés are more effective than Western
mgthods of therapy.

In exploring the role of the parap:ofessional, Bergman asserts that patients
are more willing to talk about their suspicions and dissatisfactions to an Indian

mental health worker than to a non-Indian physician.3 He questions the efficacy

of institutional care, emphasizing that state hospitals are inappropriate for

lJ. D. Bloom & W. W, Richards. Alaska Native Regional Corporations and
Community Mental Health. Psychiatric Annals, 1974, 4, 67-75.

2w. G. Jilek. Indian healing power: indigenous therapeutic practices in the
Pacific Northwest. Psychiatric Annals, 1974, 4, 13-21.

3R. L. Bergman. Paraprofessionals in Indian Mental Hedalth Programs.
Psychiatric Annals, 1974, 4, 76-84. .

9v .




Indian patients who will be far from home and are lively to be completely mis-
understood. He describes a situation in which the staff of one state hospital
had to rely on a mentally retarded schizophrenic boy as their only interpreter
for 20 Indian patients who did not speak Engiish.

In advocating an expanded role for Native American paraprofessional mental
health workers, Bergman singles out the fact that both Navajo medicine and psy-
choanalysis have “a concept of unconsciéus mental processes and a coherent,
ordered ﬁethod of establishing intense helpful relationships.” He nevertheless
sets limits on the responsibilities which should be assigned to paraprofession-
als, focusing on practical skills required in a mental health program.1 He
views paraprofessionals as lacking the planning and teaching skills to provide
leadership; the latter role is one he believes that medicine men can f£fill more
effectively.

'Attneave discusses the conflicts and the loneliness of the progressive-
minded mental health worker who cuts himself off fram the more conservative non-=
Indian comminity, but whose wn fear of intruding keeps him from relating to
Indian families.2 If he identifies wiéh the Indian pattern of accepting people
as they are, a stalemate is established. To avoid this impasse, Attneave calls
for a policy which combines the strengths of the non-Indian professional with
those of the izaditional Indian healer.

In their assessment of service delivery and program development in IHS,
Attneave and Beiser cite a series of issues which are for the most part contin-

uous with previously expressed concerns.3 They include:

lR. L. Bergman. Navajo medicine and psychoanalysis. Human Behavior, 1973,
8-15.

NZC. L. Attneave. Medicine men and psychiatrists in the Indian- Health Serv-
ice. Psychiatric Annals, 1974, 4, 49-55.

3 . .
Attneave & Beiser, Op. Cit. 98
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1, Need for epidemiological data

2. Adaptation and integration of mental health services with tradi-
tional and indigenous cultures and practices

3. Balance between direct and indirect mental health services
4. Mental health consultation activities to other IHS staff
5. Mental Consultation to agencies external to IHS
6. The development of services for special populations and prablems--
children, boarding school youth, aged, families and family
therapy, the retarded, children with hearing loss and deafness,
visual handicaps and blindness and other physical handicaps,
alcoholism and alcohol abuse, drug abuse and inhalants, acci-
dents, violence and suicide.
Attneave and Beiser emphasize the advantages of early identification of emotion-
al disorders. They point to the haphazard quality of mental health services
available to children. Relatively few professionals trained to work with chil-
dren are available in Indian communities. Given the basic difficulties associ-
ated with identifying emotional disorders in children, the problem is further
complicated by the oft-cited observation that Native Americans are unusually
accepting of an individual's disability. when the distinctive features of a
disability are not labeled as such by members of the community, the incidence
is difficult to establish. Preliminary data obtained from the Office of Child
Development (IMPD) indicate that of 379 Indian children in Head Start who were
diagnosed as having at least one or more legislatively defined handicapping
condition, 42 (11%) were found to have a serious emotional disturbance. This
figure, while somewhat higher, is in close correspondence with the proportion
of all handicapped children in Project Head Start who have been designated as
emotionally disturbed (7.21%).l On the other hand, the Director of an early ed-
ucation program in one Indian community we visited said that the major problem
of the preschool children was emotional. It is noteworthy that none of our

observers saw an instance of a child manifestly troubled or unhappy over separ-

10. Mastrapasqua. Personal communication, April 1976.
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ation during our visits to mumerous preschool programs. Other signs of tension,
such as nail biting, were also seldom observed.

Bmotional Problems and Symptom Pa“terns

Until a ;iefinitive epidemiological study long sought by mental health
specialists who work with Native Americans is undertaken, information regarding
the nature and distribution of mental illness among Native Americans will be
fragmentary and unreliable.

In his discussion of psychiatric epidemiology among American Indians,
Shore emphasizes the need to judge pathology within a cultural framework.l For
example, after a death in the family, auditory hallucinations are experienced
as an expression of grief among certain Indian people. To the unknowing, such
behavior could appear to be psychotic. 1In his study of a Northwest Indian
tribe, Shore found that the most cammon psychiatric disturbances were alcohol-
ism, depress‘ion and anxiety, and psychophysiological reactions. The relatively
high incidence of duodenal ulcer, especially among the women of this particular
tribal group, suggests the possible existence of tribe-specific symptfn patterns.
Shore also found that the greatest psychiatric impairment occurs in the lowest
Indian social class groups. He cautions that many surveys may not even reach
these more isolated and remote members of tribal society and thus fail to in-
clude them in their sampling. Indeed, Bloom and Richards acknowledge, in their
description of mental health programs in Alaska, that while they know samething
about mental health problems of the people in the cities and towns, they know

little about the problems- of those in the villages.2

1J . H. Shore. Psychiatric epidemiology among American Indians. Pszchiatric
Annals, 1974, 4, 56-66.

2J. D. Bloom & W. W. Richards, op. cit.
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In reviewing findings obtained with various screening devices, Shore warns
that standard methods of psychiatric screening may be valid for same tribal

groups but not for others. He reminds us that inappropriate screening has in

the past led to large numbers of Indian children ha.ing been incorrectly cate-
gorized as mentally defective.

Addressing himself to the mental health problems of all Native Americans,
Shore temms alcohol abuse as the most significant health problem. He cites de-
pression as a formidable problem in many communities. The incidence of schizo-
phrenia conforms to expected epidemiological patterns. Interestingly, Shore
claims that manic-depressive illness is absent among American Indians. He con-

.cludes, as do all other contributors to the Psychiatric Annals 1issue, that

psychiatric epidemiology needs to be defined in the context of the Indian cul-

ture.

Occasional reports of the high incidence of suicide in particular Native
.American communities have given rise to the impression that suicide is perva-
sive among Native Americans. The growing literature reports a more refined
analysis and‘emphasizes two important facts: The incidence of suicide in Native
American communities varies widely according to region and tribal group and,
where suicide does in fact occur more frequently, it is associated with a number
of social and economic factors. Assessing the frequency of suicide is further
complicated by the fact that accident deaths among Native Americans, which are

disproportionately high, may well account for many additional acts of self-

destruction.
In a discussion of the concomitants of suicide, May and Dizmang speculate

that the stronger the pressure to acculturate and the more rapid the social
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change, the higher the incidence of self-destruction.1 They also find an asso-
ciation between an unstable and chaotic family background and high suicide rate.
They point, also, to unpredictability of life events and exberience of loss in
family as important antecedents to suicide. . .

The pattern of tribal variation in suicide shown by Shore and others if
paralleled by the findings of Levy and Kunitz, who report a correlation between
Iﬁaian homicide rates and the level of social integration for different tribes.
The agricultural and pastoral tribes of the Southwest have a low homicide rate,
while those of intermountain West and Great Plains show a comparatively high

rate.

Analysis of the age at which suicide occurs has prompted Havighurst to con-
(9

.clude that the overall suicide rate for Indians and non-Indians is less dispar-

ate than is the age at which suicide occurs. The suicide rate among adolescents

and young adults is much higher among Indians than among non-Indians, but this

pattern is reversed at older ages.3

Surveying the sharp variation found among Native American groups in the

incidence of suicide, Shore calls for the identification of high risk tribal
groups ahdtmfsubpopulations within tribal groups in order to concentrate efforts
of prevention. But he concludes his review on a pessimistic note:

It is clear that crisis intervention and counseling services

alone will not resolve problems for high~risk families. In

addition, although the so-called acculturation pressures may
play a role, long-standing cultural and historical influences ¢

lp. A. May & L. H. Dizmang. Svicide and the American Indian. Psychiatric
Annals, 1974, 4, 22-27.

2J. E. Levy & S. J. Kunitz. Indian drinking: Navajo practices and Anglo-
American theories. New York: Wiley, 1974. M

3R, J. Havighurst. The extent and significance of suicide among American
Indians today. Mental Hygiene, 19/1, §§, 174-177.
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o that possibly affect suicide patterns in specific tribes may
be far more resistant to change than we have previously ac-

knowledged.1
In virtually every examination of the meptal health of Mative Americans,
cultural conflict is seen as tne primary cause of emotional disorders and as a
major impediment to effective treatment. May and Dizmang speak of the social
disorganization wrought by forced change and the breakdown of traditional socio-
cultural systems,2 speculating that the pressure to be like everyone else and

the pressure to remain an Indian creates cultural conflict so intense that it

may lead to self-destruction. Meyer speaks of the rapid change experienced.
by Indian people between rigid conservatism characterized by adherence to tra-
&itional values and life-styles and the wide swings toward the dominant culture,
with its vigorous moves toward acculturation, urbanization, and intermarriage.j
In this context, Meyer discusses a syndrame 9bserved among Native Americans
which he interprets as involving conflict with an earlier identity that has
been walled off because of its incampatibility with the dominant trends in the
individual's psychic functioning. In such cases, Meyei describes his main thera-
peutic goal as that of reintegrating into the patient's personality, previous
life-styles that were deprecated and rejected.

The report by Harvey of a five-year psychiatric consultation progfam con-
ducted at the Mount Edgecumbe boarding school in Alaska is of interest both for
the data it provides regarding the emotional problems of Alaskan Native students,

and for its method of intervening to improve the boarding school enviromment.

{J. H. Shore. American Indian suicide~--fact and fantasy. Psychiatry, 1975,
38, p. 91.

ZP. A. May & L. H. Dizmang, Op. cit.

3G. G. Meyer. On helping the casualties of rapid change. Psychiatric
Annals, 1974, 4, 44-48.
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In this predaminantly Eskimo (66%) student body, the most prevalent problem was

disruptive behavior while intcxicated. A disproportionate number of students

displaying such behavior were Southeast Alaskan Indian students, described as*

more openly competitive and outgoing than the more reserved Eskimo students.

Whereas 85 percent of all Eskimo students came Sram small villages spopulation

approximately 150), more than half of the Eskimo students categor;;ﬁd as problem

A!Enkers were fram the larger villages (population approximately 2,000). This

imbalance was attributed to the greater stress created by loosening ties with

s

traditional culture found among those who move fram the more remote intact

villages to larger, more heterogeneous communities.1

The next most frequent bases for psychiatric referral were anxiety and de-

pression. Students with these complaints came mostly from the intact and iso-

lated Eskimo villages where, it was felt, competitiveness and outward expres-

sion of anger are discouraged. The suppression of anger is seen as leading to

symptoms of anxiety and depression. Another major psychiatric problem, attempt-

ed suicide, is of special interest because of the sex differences reported. Of

the last 20 suicide gestures recorded, ali were made by girls. -~

The mental health team in the Mount Edgecumbe project consisted of a part-

time psychiatric consultant and two social workers who were in the dormitories

from 1:00 p.m. to 10:00 p.m. daily. The services they offered included inserv-

ice training for the dormitory staff, problem or student-oriented conferences,

and courses in adolescent psychology and dormitory management. The domitory
*
staff, composed mainly of local Indian people, were resentful over their low

status, poor working conditions and lack of opportunity for advancement. They

lE. B. Harve Synopsis: five years of psychiatric consultation and social
work at a seconda chool for Eskimo, Indian and Aleut students in Alaska,
Paper presented at Third International Symposium on C cumpolar Health, Yellow-~

knife, Canada, July 8-11, 1974.
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" were helped by the mental health team to confront the school administration and
expkéss their demands for improved working conditions. Harvey believes that
the‘changes in the dommitory staff's attitude toward their work and themselves,
which were brought about by the consultation project, have formed the basis for
their serving as positive objects of identification for the students. Harvey
attributes much of the program's success, manifested in a lower dropout and

S 4—expulsionugagzquul4r4#uu;Ldggline~in—éuicide ge;tures, to the dynamics of
change induced in the dormitory staff (aides). ..

A clinical psychalogist interviewed in a boarding school in the Southwest
presented a picture of prevailing symptoms of Indian youth quite similar to that
given by Harvey in Alaska. Among young people aged 12 to 20 years whom he has
dealt with in a number of sgttings.'he has found depression, anxiety, poor self-
concept and alcohol abuse to be the main emotional prablems. He described the
depression as a cambination of mild lonesomeness, boredom, internalized anxiety
and anger. In reply to a question about the distinctive features of Indian
youth, he was one of many respondents who said that he describes himself as
som;one who "works with adolescents who happen to be Indian.” At the same time,
he made a point of emphasizing the distinctions among young people from differ-
ent tribal groups, differences which ﬁe felt were as great as those between
Indian and non-Indi;n.

Of the 28,000 patients seen each year in the Mental Health Programs of the
Indian Health Service, approximately 20 percent are under 15. The major prob-
lems of this age group described by one staff member were: drug abuse, runﬁing
away from school, suicide attempts and threats, unwanted pregnancies, and alco-
holism. In the opinion of this psychologist, few of the emotional disorders
found among Indian youth are culturally specific. The manifestation of disturb-

ance is not very different from what is found among non-Indian youth. Young
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| people are troubled by the lack.of control they feel they have over their

“

destiny and the lack of access they have to what they most aspire to. The
absence of modeling to guide behavior was noted as a major problem. Neither
the Tribal Councils, whom this staff member regarded as baing uninterested in

ode of operation

he saw as fostering a disabling degree of dependency, were viewed as sufficient-

children's problems, nor the Bureau of Indian Affa1rs, who

ly supportive of the emotional needs of developing children.

Studies of Self-Description and Self-Concept

There have been numerous studies based upon self-report inventories of
N;tive American's attitudes toward themselves, toward others, their emotional
problems, aspirations and values. Such inventories typically present the indi-
vidual with a series of statements to eacﬂ of which he must'respoﬂa by indicat-
ing agreement or disagreement with them qr.their degree of salience. A multi-
tude of factors--the pérson's ability to rgad and undérstand the items, frank-
ness and willingness to openly de;gribe himself, the degree of ingight he actu-
ally has about his own feelings on the matters discussed in the inventory's - .

‘ statements, the specific phrasing and form of presentation of inventory items,
a;d their tendency to inéite particular kinds of replies, all contribute ambigu-

ity to the meaning of inventory scores and 1imit their validity. The results of

a few such studies are cited below because, despite serious limitations of

measurement, their findings are of interest.

Bass included several personality and attitude inventories in his study of

achievement test performance among high school students. The ten personal prob-

lems (in the Mooney Problem Checklist) which most troubled this sample of more

than 3,000 high school students, were, in order of frequency as follows:
| Worried about grades, trouble with oral reports, having to ask
‘ parents for money, not interested in certain subjects, deciding
|
|
|
|

what to take in high school, needing to find a part-time job now,

-

‘ 100




- 97 =

not knowing what I really want, don't get enough sleep,

needing to know my vocational abilities, sometimes lying

without meaning to.
When the Semantic Differential test was ad&inistered, the terms which were
assigned the greatest value and were favored by most of these same students
were: EDUCATION, COLLEGE, and MY FUTURE; whereas WHITE MAN was ranked last
and MYSELF was ranked next to last. g

The results emphasize the salienc; of school and school-related issues in
the lives of these adoléscents, as well as the degree to which they feel unsure
and unresolved about what they should study and what they really want, and the
degree to which they respect the power of education and the rolé of college,
At the same time, their resentment of the white man and their profound diffi-
culty in dealing with.thpir own selves is also apparent. Bass found that Indian
'

students attending ail—indian schools have a pigher opinion of Indians than do
thoselin school situations which contain non-Indians as well. Also, those at-
tending school on reservations in an Indian dominated society tended to rate
WHITE MAN higher than did those attending school off-reservation in the white

man's world. Thus, according to these data, exposure to an integrated class-

room led Indian adolescents to lower their estimate of both Indian and white

people.

In a study of group relations and the expression of aggreséion, the rela-

tionship among a number of variables was examined in four different tribal

groups of students (aged 14 to 22) attending boarding schools in the Southwest.2

1 . . . .
W. P, Bass. An analysis of academic achievement of Indian high school

students in Federal and piblic schools. U.S. Department of the Interior, Bureau
of Indian Affairs, Contract No. 14-20-0650-1689, May 1971, p. 142.

2C. P. Alderfer, C. A. Hammerschlag, D. Berg, & S. Fisher. Group relations
and the expression of aggression among American Indian Tribes. Phoenix Indian
Medical Center, Phoenix, Arizona (undated).
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Analysis of droéout rates among these ﬁour’groups indicated sharp differences
among them, When students were asked to rate changes in their feelings of self- .

respect since attending the school, the tribal group with the highest dropout i

rate showed the largest decline in self-respect since first attending the school; ’
decreasing respect for their own tribal heritage and traditions and fér iﬂdian
people as a whole; and the greatest amount of intragroup aggression., The grodp
with the lowest drcpout rate showed the least intragroup aggression. .A similar
pattern was found with regard to the degree of intragroup support foun& among
P

these tribal groups. Members of the group with the highest dropout rate tend to

. fight wiéh each other most andAsupport each other least. Similarly,lthey*also.

* view their %ribe as attacking other tribes (iA the school), whereas the group
with the least dropout rate showed the léast,amount of intergroup aggression.

. On the basis of these data, the authors concrqde that they have validated
their hypothesis regarding the interrelatedness of feelings toward the/self and
toward one's own group and other groups. This gyndrane,of personal failure and
lower group self-esteem and diminished capacity to relate to other groups is
temed "cﬁltural depression” by the ;hthors. They suggest that the condition

of cultural depression prevents American Indians from fﬁnctioning in a more co-

hesive, unified manner in striving‘to recover their political and economic

rights.

In ar effort to understand the factors which affect the progressive decline
in achievement test scores begun in the seventh and eighth grades,ABryde studied
the personality correlates of academic achievement in a sample of Sioux students
in the eighth, ninth, and twelftﬁ grades.1 The Minnesota Multiphasic Personality

Inventory was administered to all subjects. ‘Eryde was interested in comparing

]
i

1J. F. Bryde. The Indian Student. Vermillion, S.D.: Dakota Press, 1970.
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the personality scores of a sample of Indian adolescents with a non-Indian
sample of equivalent age and in camparing the personality scores of Indian

students who remain in high school with those who drop out.

. Whereas Bryde found no differencess between his Indian sample and the non-

Ipdian comparison group in school qchtgvement, the peré%nality test scores Of
the Indian sample were higher on social alienation, emotional alienation, self-
alienation, sociafllsolatiod, anxiety and depreégion. Thus,‘Bryde character-
izes the Iqéian personaiity profile as a pattern of rejection, amxiety, aliena-
tion and depression.

Since a group of twelfth graders do not incluég dropouts, because dropouts
have al;eady left school by then, Bryde compared a sample of Indiag twelfth
graders with hls sample of Indian eighth and ninth grageré. He found Fhat the
twelfth grd&ers showéd a stronger personality profile than the younger group,
one which was hardly distinguishabie frém a comparison group of non~-Indian stu-
dents:' As a confirmation of this trend, Bryde compared the personality scores
of a sample of dropouts fith a sample of children still going to school and
found large .differences between them.

Thus, Bryde concludes that he has been able to demonstrate that at least
part of the decline in achievement evinced by Indian students during high school
‘]f atlributable to personality conflict and emotional alienation. His data show
that Indian students present more signs of emotional conflict ;n their personal-

ity test performance than comparable non-Indian students, and that Indian drop-

outs show more of these same signs of alienation and depression than do Indian

students who remain in school.

-

These conclusions are at sharp variance with FPuchs' and Havighurst's assess-

ﬁent of Indian self—concept.? Using a Self-Esteem Inventory consisting of 20

-~

. lg. puchs & R. J. Havighurst. To live on this earth. New York: Anchor
Fress, 1973.
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descriptive statements which the respondent is asked to check as "like me" or

"not like me™ and the Semantic Differential Inventory which asks the respondent

<

to rate himself on a set of seven adjective-pair scales, FPuchs and Havighurst

campared the scores of Indian children aged 12 te 17 years with those obtained
from several other camparison samples dra;wn fram other parts of the United
States and other countries. The scores of Indian children were found to be
essentially no different from those of the comparison groups., Further, by sub~-
dividing their data into Preadolescent and adolescent groups, they attempt to
demonstrate that -the Indian adolescent does not experience a decline in self-
esteem as others have hypothesized. The authors vigorously refute the notion
that the self-esteem of Indian youth is any different from that of other groups.
In so*doing, they criticize the methodology of Bryde's study which yielded con~
trary findings.

The studies briefly summarized in this section illustrate the problems ex-
ammed and the methais used by those who attempt to assess empirically the self-
concept of Native Americans. as already noted, self-report methods have limited
validity under the best of circumstances. When they are administered to peos;le
with ~ distinct cultug.'al background whose reading skills and language mastery
are modest, they invite errors and dis-tortions of great magnitude. The contra-
dictions among reported findings demonstrate ‘the vuln:erability of these methods.
However, while it is not possible at the present time to arrive at an infa'llible
measure of self-concepjt, the failure to measure self-concept with Precision does
not invalidate its importance. The idea that a person fomms a conception of
himself which defines his adequacy, competence, attractiveness and likeability,
and that this concept of himself, in turn, éffects his aspiragtions, relationships
with others, and ultimately his sense of well-being, is accepted widely. It seems - —

equally sensible to assess an individual's enviromment and the network of social

1.0
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relationsﬁips in which he functions in tenﬁs’of their potential effect on his
self-eoncept.. The construct of self-concept would appear to be especially rele-
vant to‘examin1ngxfhe developmental needs of children and designind educational
environments for them.

~

The idea that the educational life of a Native American child has‘implica-
tions for his sel;—concept 1s almost universally ack;owledged. For example,
the statement of goal!~ of half of the preschool projects currently sponsored by
the Office of Indlaq ﬁducatxon include explicit references to improving self-
image. But the megning of self-image varies from one project to the other. 1In
discussing the influence of problems of identity formation on the educational
progress of Native Americans, Kleinfeld contends that the term "identity forma-
tion"™ is often interpreted too narrow%y to mean athnic fdentity. a feeling of
pride in being Indian or Eskimo.1 She views programs directed toward fostering
ethnic pride as too Jimited in scope and defines identity in terms of an indi-
vidual's organization of values-~their clarity and coherence. Kleinfeld con~
siders problems of identity formation to be the major cause of academic falilure
aéong Native American children. "
In our interviews with members of the Native American community, frequent

reference was made to the importance of a strong and positive concept of ‘self.

Some people referred to ethnic pride; they were primarily concerned with culti-

-

vating a greater sense of self-esteem with regard to ethnic identity. To others,
reference to self-concept had to do with expectatiohs of the self. 1In some
cases, these were seen as easily changeable attitudes and in others they were

viewed as deeply held and tied to strong emotion. On one reservation, the school

1J. S. Kleinfeld. Characteristics of Alaska Native students. In Alaskan
Native needs assessment in education. Project ANNA, Juneau Area Office, Bureau
of Indian Affairs, 1974.

111




- 102 -

board was described as believing that "children and young adults do not have a
success image of themselves.” An executive of a Native health organization in
Alaska spoke feelingly of the endless doubts Eskimo people felt about their
ability to perform competently in the white world.

It is almost impossible to exaggerate the complexity éf the conflicting
trends which impinge upon the Native American child as he or she is growing up.
In most cases, their own commnity is changing rgpidly. The upheaval produced
by rapid change brings confusion and disorientation. The old ways cf working
and surviving are no longer available. Also, new levels of expectation render
the old ways less desirable. Traditional values, codes of behavior, methods of
social organization, originally linked to and reinforced by a .now obsoleSéent
mode of subsistence become more difficult to maintain and preserve. Increased
life span and improved health bring changes in one's outlook. Increased commun-
ication with the non-Indian world, expanded opportunity for education, travel,
mil:tary service, and work have drastically reduced the_isolation of Native
American cammnity life and produced a virtual bombardment of discordant stimu-
lation. Not all that is learned about the non-Indian world is attractive, but
certainly many aspects have great appeal. In addition, it has been made clear
that the road to economic growth entails more extended familiarity with tpe
skills, resources, and knowledge of the-non-Indian world. Yet the closer the
Native-American comes to that world, the more enveloped he or she becames in
custams and values which are alien, the more directly he encounters racial
hatred, discrimination, and rejection, and the more he is threatened with the

b

loss of his own traditions, values, and sense of identity. The conflicts and

ﬁilemmas thus aroused are profound and are crystallized around issues of identity

\J

and self-concept.

For most Native American children, going to school marks their first system-
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atic exposure to the non-Indian world of facts and values. Their relationship
with a non-Indian teacher may emphasize the disparity between Indian and non-
Tndian worlds or their compatibility. Contact with a non-Indian teacher may
deal with events and concepts about which they are campletely familiar or they
may be thrust into lessons which refer entirely to foreign material presented

1in a language which is barely understood. Children may be treated with love
and respect or with impatience and contempt. The main lesson they may learn

in school is that their ignorance is massive and the non-Indian world is un-
approachable and impenetrable, or they may learn the tools for communicating
with the non-Indian world and come to think of themselves as campetent learners.
They may learn to be purposeful problem-solvers, able to choose wisely émong
options by examining their potential advantages and disadvantages, or they may
be made to feel that non-Indian ways are unfathomable. They may wind up feeling
proud of themselves and their originm or defeated and aliénated. Their sense of

i1dentity affects their school career and, conversely, their school experience

is pivotal in influencing their sense of identity.
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VI. EARLY DEVELOPMENT AND EDUCATION

The concern with psychological aspects of child rearing is a relatively
modern phenomenon and is a consequence not only of greater knowledge of and
interest in children's development, but also of the f~ct that it is only recent-
ly that parents could begin to assume that their babies were more likely to sur-
vive than to die. As the Newsons say:
For the whole of human history up to the turn of the present

. century, simple physical survival has been the dominant issue
in child upbringing: a question not of "How shall I rear my
child?” but of "Will I rear him?"l

For American Indian and Alaskan Native families, it is only in the last 20
years or so that infant mortality rates have decreased enough so that this
shift, from concern with physical survival to interest in psychological develop~
ment, could take place. It is:evident from our interviews with Native American
people that they share a deep concern for their children's education and devel-
opment, and see their children's futures as bound up with their commugities'
welfare. The family ané the community have a pivotal roie in shaping the child’'s
future, and the child will have a pivotal role in shaping the future of the com-

'muﬁity.

— Psychologists and educators look to the earliest stages of human life_as
laying the fo;ndation for future development. It is now widely accepted that
what happens to children before birth, in infancy, and in early childhood has a
potent influence on subsequent development. Studie; of developmental processes

in the past few decades have also made clear that human development is far more

complicated than had previously been thought. Such studies have emphasized the

\

%J. Newson & E. Newson. Cultural aspects of childrearing in the English-

speaking world. 1In M. P. M. Richards (Ed.), The integration of a child into a
social world, Cambridge, England: Cambridge University Press, 1974.
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common course of Gevelopment for all growing human beings and at the same time
they have pointed to the power of envirommental conditions in influencing de-
velopment .

In this section we present some basic prinéiples of development and their
implications for educational programs for young Native American children and

their families. Since this section is not an exhaustive review of all develop~

mental theories, it should be pointed out that what is selected for discussion
already reflects a point of view about development and early educati&n. In
general, we have chosen to discuss those aspects which we believe to be most
salient. This is followed by a description of educational pPrograms for young
Native American children and their families in which these developmental prin-
ciples are discussed in relation to educational practice,

) Maturation

Some kinds of development just seem to occur. In normal circumstances, and
without help or intervention, the human organism manages to crawl, stand alone, -
walk, pick up and hold objects, and talk in increasingly complex forms. This
kind of growth is referred to as maturation and is to be diséinguished from —
learning. Maturation is a continuous process of development that begins with
‘concebtion and is génetically programmed,

This does not mean, however, that the human being is a closed biological
system which is separate from the enviromment it inhabits. %here is much evi-
dence fram biology and psychology that, on the contrary, the human Arganism is
an open system, in constant interaction with its enviromment and influenced in

growth and development by it.l Some of the clearest evidence of organism-

ISee, for example, L. von Bertalanffy, The theory of open systems in physics -
and biology. Science, 1950; 1lll, 23~29; R. Dubos, So human an animal. New York:

Scribners, 1968; L. K. Frank, Human development: an emerging scientific disci-
Pline. 1In A. J. Solnit & S. A. Provence (Eds.), Modern perspectives in child
development. New York: International Universities Press, 1963.
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enviromment interaction in development can be derived from records of so-called

wolf children who, for scme reason, were not reared by their own species. Reared

outdoors in the countryside and completely deprived of a human, social environ-

ment, these children typically did not stand upright and had no language; they

had adapted to their enviromment. As the biologist, Waddington, has pointed out:

...what a pair of parents donate to their offspring is a set
of potentialities, not a set of already formed characteris-
tics....Any one genotype may give rise to many somewhat dif-
ferent phenotypes, corresponding to the different environ-
ments in which development occurs.

on the one hand, maturation (including neuramuscular and physical growth)

suggests that the development of behavior Gill show a successive unfolding of

functions and capacities as the underlying bodily structures develop. On the

other hand, according to the open~system approach to development, maturation is

also influenced by organism-enviromment interaction. Maturation implies a readi-

ness for new kinds of behavior, the occurrence of periods that are more--and less

--propitious for learning to take hold. Behavior, in this sense, reflects matur-

ation as well as the cumulative effects of learning through experience.

The Concept of Stages in pevelopmental Theory

Althgugh matufation and growth are continuous and cumulative, development

is characterized by qualitative differences in the way individuals respond to

experience and in their capability for organizing experience. pevelopment is
not a simple progression from less to more, but is distinguished by

qualitative changes or shifts in the individual's means of organ~
- izing experience and coping with the enviromment....This general
line of develogment can be discerned within different stages and
with regard to the pattera of growth in various spheres (for ex-
ample, motor activity, emotional development, perceptual=-cogni-

tive functioning).

H

lc. H. waddington, The nature of life. New York: Harper Torchbooks, 1966,

p. 29. ,
23, piber & M. Franklin. The relevance of developmental and psychodynamic

concepts to the education of the pres
emy of Child Psychiatry, 1967, g, p. 1l.
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This concept of developmental stages is a basic tenet of developmenéal
theory.l Developmental theory also holds to the view that learning and education
cannot be accelerated beyond defined limits because in order for learning to
take place at any stage, the organism must have reached a maturational and
developmental level such that the requisite motor, nervous system, and ;;gni-
tive structures are present. A normal three-year-old, for example, will not be
able to understand the concept of multiplication, however intellicent he or she
might be. Even if he or she were to learn some part of the multiplication table
by heart, the child could not apply it until a later stage of development, when
the concept of addition has been grasped and its relation to multiplication can
have meaning. Cognitive capacity depends on the development of the underlying
cognitive mechanisms.

The concept of stages implies that development occurs in a sequence that )
,does not vary; the timing may vary but the order of steps in the sequence is
invariant. Developmental theory also assumes that there are optimal periods
for the development of certain functions, although it is not agreed that these
periods are neéessarily critical. (The idea of critical éériods is taken from
embryology in which it has been established that in the'embryo there are crucial
points at which specific features and organs develop, and during those periods

envirommental influences can have adverse and irreversible effects.) Some kinds

of deprivation are not reparable; for example, malmutrition during the period of

1See H. Werner, The conception of development from a comparative and organ-
ismic point of view. 1In D. Harris (Ed.), The concept of development. Minneapolis,
Minn.: University of Minnesota Press, 1957, pp. 125-148; L. Kohlberg, Early edu-
cation: a cognitive-developmental view. Child Development, 1968, 39, 1013-1062;
J. Piaget, The origins of intelligence in children. New York: International Uni=-
versities Press, 1952; J. Piaget, The construction of reality in the child. New
York: Basic Books, 1954; J. Piaget, The psychology of intelligence. Peterson,
N.J.: Littlefield Adams, 1960; J. Bruner, The course of cognitive growth. 2Amer-
ican Psychologist, 1964,_l2, 1-15.
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maximum brain growth will lead to a reduced number of brain cells.1 Severe
emotional deprivation, when it occurs at certain periods in early development
and is of long enough duration, can have irreparable effects.2 On the other
haﬁd, severely reduced opportunity for locomotion and motor eiperience most
likely does not have permanent effects.3 It is important to note, therefore,
that development in motor; emotional and cognitive spheres is not equivalent.
Growth can be viewed as thé'development of increasing ability to withstand
physical and emotional assault. Nevertheless, though we should not underesti-
mate the resilience of the human organism, iniancy and early childhood are char-
a;terized not only by extremely rapid growth but also by extreme vulnerability.
And since each stage builds on what has gone before,-the Seginning stages of
development have far-reaching consequences. ‘

Individual Differences

Much of the time when we talk about children or infants or toddlers, ve
sound‘as if all children are alike, or at least as if all two-year-olds are
alike. Yet everyone knows that individuals differ from birth on. They differ
in their physical appearénce, their genetic endowment, their tolerance for pain,
their need for and interest in physical contact. Studies have shown stable in-
dividual differences during the first fivé years of life in such characteristics

as activity level; the regularity of body functions such as sleeping and eatings;

l,, B. Coursin. Nutrition and brain development in infants. Merrill-Palmer
Quarterly, 1972, 18, 177-202.

2See, for example, S. Provence & R. Lipton, Children in institutions. New
york: International Universities Press, 1962; H. F. Harlow & M. K. Harlow, Learn-
ing to love. American Scientist, 1966, 54, 244~272; B. Seay, B. K. Alexander,
& H. P. Harlow, Maternal behavior of socially deprived rhesus monkeys. Journal
of Abnormal and Social Psychology, 1964, 69, 345-354.

3w. Dennis & P. Najarian. Infant development under envirommental handicap.
pPsychological Monographs, 1957, 71 (7).
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and reactions to and interest in novelty.1 In general, children vary in their
physical development, in their coordination and body tempoj; in the speed with
which they grasp ideas, in their sense of humor, and in their curiosity. They
vary also in their persistence and motivation in overcoming obstacles, their
reaction to criticism, their self-assurance. Some of these differences may be
a reaction to different kinds of experiences, but individuals differ also in
they way they respond to apparently si -ilar - ds of experience--what may crush
one person seems to have little impr .t on ann. L.

There are cultural differences, i+ ' - kinds of behavior that are
considered desirable in children, and therefore in the kinds of behavior that
are encouraged. Different kinds of enviromments also reqﬁire or facilitate dif-

' ferent kinds of adaptations. These sources of difference--individual, cultural,
envirommental--combine to create many variations in patterns of development:
When we speak of all children, it is a search for common threads; when we look
at any particular child, we see the unique combination of endowment and experi-

ence that mAkes that child an individual.

The Interaction of Developmental Processes

It is customary to discuss under separate headings children's physical
development, their social-emotional develomént and their cognitive development.
To separate these different aspects is useful for purposes of discussion only.
In reality they are inseparable. The interaction of developmental processes
yithin the organism are as inevitable as are the interaction of organism and
envirorment. In everyday life we know that a hungry person will find it diffi-

cult to concentrate on a complicated intellectual problem, that a person who -is

g:x
lA. Thomas, S. Chess & H. G. Birch. TEmggrament and behavior disorders in
children. New = =~ New York University Press, 1968.
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B . g ¢
anxious about samething will show that anxiety in body temsion. In looking at

children's development we can see that a great deal of thought is invqlved in
the acquisition of physical skill; the kind of repetitive practice-that children
engage in to perfect a skill imblies not only motjivation, but a concept of Yhat
the performance should be. When a chlld imitates the physical skill of an
adult, that imitation indicates careful watching, analysis, mental rehearsal,
and thinking, as well as physical competence. It may also indicate an emotional
tie to the imitated adult. Similarly, when children take on roles in dramatic
play, they are putting together bits of overheard conversation, and observed
actions, and trying to think and feel as they imagine the individual portrayed
was phink}ng and feeling.

This does ;ot mean that development is all of a piece: a child may be ad-
vanced or may lag in one or another aspect; but oftén development in one sphere
can facilitate development in others.

Physical Development

¢

The concept of invariant sequences in development is perhaps best exempli-
fied by thé stué} of the development of motor abilities. The motor development
which takes place in the normal infant dq;ing the first 12 or 15 monfhs of life
has a distinct sequence.1 After eye movements and head balance are under control,
the infant typically begiﬁs movements of the he;a and limbs, involving a set of
new experiences in visual and Kinesthetic perception. Each new physical capacity

creates conditions for new advances in motor, cognitive, and social development.

when the infant sits up, the visual field is greatly expanded and the infant has

1H. Gesell & C. S. Amatruda. Developmental diagnosis: noxmal and abnormal
child development. New York: Hoeber, 1947; N. Bayley. Comparisons of mental
and motor test scores for ages 1-15 months by sex, birth order, race, geographi~-
cal location, and education of parents. Child Development, 1965, 36, 379-411;
Mv M. Shirley. The first two years, a study of 25 babies. Minneapolis, Minn.:
University of Minnesota Press, 1931-1933, 2 vols. .

N
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\
- an altogether new perspective of the envirorment and its axes in relation to the

self. Crawling enables the infant to explore three-dimensional space by moving
through it; before that, three-dimensionality could be perceived only visually
and thrc;ugh the movement of body parts. Stax‘fding and walking are, again, suc-
cessive milestones in motor development. While these events occur in the_same
sequence in normai development, usually during t.he first 15 months or so, the
age at which each takes place varies considerably.

Most people who have infants in their care, while enjoying these develop-
ments, take them more or less for granted. From the point of view of the in-
fant, however, it s’es likely that each milestone of motor devélopment involves
not only great chande from previocus states, but great physical and psychic ef=-
fort. To coordinate the hand and eye in reaching for an object, or to stand
upright when you ha(re never done it beiore demands both mental effort and the

¢t exercise of muscles in new ways. For these actig;is to develop and eventually

l;eccute perfected, continual exercise and practice must take place, and indeed

= such practice is easily observed among infants in the repetition of their ac-
tions. ‘

Physical developmént in preschool children also depends h;zavily on the
furthez: éxerc;ise and refinement of large muscles as children gain increasing '
mastery over their own bodies (as in climbing, jumping, sliding, for example).
The development of small-muscle skills is also characteristic of this period
(as in fitting things together, tying knots, cutting, beading, drawing, work
with playdough, learning to dress and undress themselves). The intricate motor
coordinations involved in these actions, and the effort and practice that is
necessary to perfect them, _should not be *'nderestimated.‘ Nor should we under-

~

estimate the pleasure that can be derived fram these accomplishments or the

ramifications they have for thinking and self-concept. :
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. /.
Social-Emgtional Development
The newborn human infaﬂt-is totally incapable of caring for itself. In

fact, the degree of dependence on adults is considered a sign of eyolu ' ary -
advance--in more advanced species the young requi;e long periods of care, in
less advanced species the young are soon ready to fepd for themselves.1 In
recent years there has been a considerable améunt of research on the development
of attachment of the young child to the primary adult caretaker, usually the
mother, and of the attachment of mother to chi;ld.2 The infant Behave;'in ways
‘that pramote contact wi;h the mother--crying, grasping, sucking, rooting; the
mother soothes, feeds, touches, comforts and promotes the child's attachment to
' her. The attachment of mother to child and child to mother have survival value.
Experimental interference with the developing mother-child relationship in
ﬁuman beings is obviously impossible, but the work of the Harlows and their
associates with rhesus ionkeys has shown éhat mothering is not simply an innate
résponse.3 Monk;ys brought up without contact with, their mothers but only with
wire or terrycioth-éo;ered mother surrogates were, in adulthood, incapable of
giving aQedhate ma;ernal care to their own children. These mothefless mothers
were often brutally abusive to their infants. The infants persisted in trying
to cling to the mothers and, after several months, some of the mothers began to

react less negatively to their infants.

Under normal circumstances, the relationship of mother and child is not

1D. O. Hebb. The organization of behavior. Neq)!ork: Wiley, 1949.

M. D. S. Ainsworth. The development of infant-mother attachment. In B.
Caldwell & H. Riccuiti (Eds.), Review of child development research. Vol. 3.
chicago: University of Chicago Press, 1973; J. Bowlby. Attachment and loss.
Vol. I, Attachment. London: Hogarth Press; New York: Basic Books, 1969.

34. F. Harlow & M, K. Harlow, op. cit.; B. Seay, B. K. Alexander, &
H. P, Harlow, op. cit.

122 -




- 113 -

simply uni-directional but, is seen as an interactive system in which the feed-
[t

béck each receives stgengthens the relationship and shapes the interaction.*

. “

Eai]:ier theories and xesearch focused on the ways parents influenced children.
«r &
It is only in recent years that psychologisg:s nave begun to pay attention to

the ways in which children influence adult behavior toward t‘.hem.]' Both the in-

(g

<

dividﬁal qualities of the caretaker and che individual qualities of the child <
3

play an imporégnt role in determining the nature of the relationship. Parents
‘ . . 4 S
- S and other caretakers respond to temperamental differences ih ‘different ways . y

often on the basis of preferences of which they .may themselves be barely aware. .

Foster l(others also have {aeen shown to respond differently to different infants
in their care.? B - \ )

./ - ' - ! ,
‘Pamily life provides the first and major social ‘envirorment in which chil- .

dren develop_e:épéctations of what people: afe ljke, learn that.what they do can
influence what others do, and develop strong feeiings of love and afféction,
I3 .i ‘

,frustratiou and Anxiety, pleasure and satisf'action, guilt énci rage. It is of
- pnmary importance that the ch\ild should feel lov5d4and valued by those who ‘ -
) care for him or her. This is the foundatiop for£ the child's love and affection
for and .trust in others. Many t;heorists believe that ¥ the first; few years the
" foundations of personality are laj:d, that the quai_.'ity of em;)tional experiences °

in infancy and early childhood detérmines the capacity for love and affectic\m R

in later life.? The social and emotional context in which young children grow

up inf]fuencés their own range of sotial and emotional responsiveness.

- J'R. Q. Bell. A temﬁerpretatmn of the'direction of effects in studies of
socialization. Psychological Review, 1968, 75, 81-95.

2L J: Yarrow. Research in dimensions of maternal care. Merrill-Palmer

artprlz, 1963’ 9’ 101"114-

3see, for example, E. H. Erikson. Childhood and society (2nd ed.). Néw

York: Norton, 1963; S. Escalona. The roots of individuality. Chicago: Aldine,
1968.
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Interaction of the infant and young child with the significant: others in
i .
the enviromment leads to patterns of mutual regulation. Each has to adapt to

the other. Even the most attentive mother cannot always respond immediately
to the child's cry for help, and the infant necessarily begins to learn
to cope.with frustration. It is crucial, however, that tepsion and distress

»

are responded to, thét gratification is not unduly delayed. This requires that -
“the mother or caretaker knows when the child is in need and responds appropriate-
ly. 1t is contingent -responsiveness--gratification in response to need rather
than when it is convenient--that forms the basis for ;utual regulation and for

the %ﬁfant‘s learning to regulate his or her own impulses and needs.

As the young <child gr;ws and bécomes more accomplished and therefore less
dependent on adult care, the need for affection and attention does not diminish.
The forms may‘bhangé, but thg need for encouragement of exploration, for sympa-
“thetic care amd guidaace, for warm but firm control are crucial for the toddler
and preschool child.. Children in this period are éager to try out new experi-
ences, to test the;selves and others, to increase their sense of mastery. This

»

is the time when the child is developing a sense of an independent and autono-

~.
AY N

e mous self, distinct from others a;d capable of successful encounters with the
enviromment of people and objects. It can also be a trying time for adults,
since children have little sense of danger, cannot foresee the consequences of
some of their actions and are likely to endanger themselves. Limits must be
set on bzhavior, partly to preserve adult peace, partly to protect the child
from harm. A body of research on parent-child relations indicates that warmth

and firmness, an authoritative but not an authoritarian approach to discipline,.

are conducive to optimal developnent.l

| ISee, for example, D. Baumrind, Child care practices agteceding three
3 patterns of preschool behavior. Genetic Psychology Monographs, 1967, 75, 43-83;
|

D. Baumrind, Current patterns of parental authority. Developmental Psychology

Q :lizél
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Just as children's perception of the physical world is more refined than
had been realized, so too their perception of social events and emotional states
is more sophisticated than many people realize. Children are aware of, or re-
spond to, subtle differences in others' expectations of them, are capable of
empathic response to the happiness or distress of others, and adapt their be-
havior to different social contexts. Children are aware of differences between
the sexes at an early age: they can identify differences between boys and girls
and women and hen, and have concepts of sex-appropriate behavior. That they
identify their own sex and adopt what they consider to be appropriate behaviors
has profound effects on their development.1 Such appropriate behaviors are
learned‘indirectly from adults and other children of the same and the opposite
sex.

One of the most important milestones in development is learning to speak.
This is an accomplishment that has pervasive implications for all aspects of
development; ‘it transforms the child's perception of the world, his social re-
lationships and concept of himself, his development of concepts and ideas.

Long before the child actually speaks, the baby understandsalanguage. As a
matter oé‘fact, it is now known that c?ildren are aware of differences in inton-

atioﬂ and speech sounds in the first few months, and that their own babbling

varies, depending on whom they are babbling to.2 The development of language

Monographs, 1971, 4 {No. 1, part 2); B. Martin. Parent-child relations. In
P. D. Horowitz, E. M. Hetherington, §. Scarr-Salapatek, & G. M. Siegel (Eds.),

Review of child development research. Vol. 4. Chicago: University of Chicago
Press, 1975.

1See, for example, R. E. Hartley. Children's conceptions of male and fe-
male roles. Merrill-Palmer Quarterly, 1960, 6, 83-91; L. Kohlberg, A cognitive-
develqpmental analysis of sex-role concepts and attitudes. In E. E. Maccoby
(Ed.), The development of sex differences. Stanford, Calif.: Stanford University
Press, 1966, pp, 82-173.

’ZE. Kaplan. Intonation and language acquisition. Papers and Reports on
child Language Development, 1970, No. 1 (March), Stanford University Committee on
Linquistics; P. D. Eimas, E. R. Siqueland, P. Jusczyk, & J. Vigorito. Speech
perception in infants. Science, 1971, 171, 303-306.
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creates new possibilities for communication with others, as well as new ways °f

symbolizing experience. This development takes place at a rapid rate during

the first three years,l and therefore is to a large extent accapplished at

| home. The child's increasing ability to use language is not only a reflection
of his.or her developing conceptual powers, but of the capacity to express
feelings and ideas, to communicate with others who are important and loved, to
express inner feelings and emotions, and to share in human relationships.

Cognitive Development

Cognitive development has tc do with the individual's ir'mcreasing knowledge
of the world of people and abjects, physical relationships and interpersonal re-
lationships. It includes awareness and knowledge about the at’tri.butes of ob-
jects, classification and differentiation, ways of quantifying, relationships
of space and time, awareness of transformation processes (for example, of paper
to ash), ideas of causality, and so on. It obviously encompasses much more
than merely le\‘arning about mumbers and lette'rs and how to combine them.

Information from the immediate perceptual world m\;st be processed, but
more important, it must be combined with information stored in memory. It is
generally accepted in developmental theory that developmental prog:ression in-
volves moving away from deperdence on immediate stimulus information toward
dependence on rules for combining p&ceptual information with information fram
memory; this is the essence of cognitive development. The rules are not neces-
sarily rules that the per® is aware of, but they are implicit and knowledge
of them can be inferred from behavior. We can perform complicated pnysical acts
without being able to analyze the parts or describe the process in words (for

example, tying a shoelace), and our spoken lanquage is governed by grammatical

J'See J. Church, Language and the discovery of reality. New York: Vintage, P
1966.
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rulzas which we would be hard-pressed to articulate. In the same way, we are
not aware of the multitude of rules for processing, sorting, and combining in-
formation, nor of the strategies for solving problems that make it possible for
mature human beings to represent in logical and understandable ways the features
of the complex enviromments in which they live. Discovering how such capacities
are achieved is a major task of developmental psychologists.

The tremendous intensification of research on infant behavior in the last
decade has led, by and large, to the realization that the infant is far more

capable than was previously thought. (That a book entitled The Competent In-

_fﬂt_,l which is more than 1300 pages long, has recentgly been published is a sign
of this turn of events.) It is now quite well established that infants are
capable of “sophisticated discriminations, even as early as one day after l:::i.a:th.2
Bower's studies of perceptual and cognitive development in infancy have shown
that the infant has many more innate capabilities than was previously thought,
esg{:ecially in visual perception, for example, in size constancy.3 Studies such
as those by Kagan and others demonstrate that infants look longer at ckjects
s

which are moderately different from objects they have seen before, thus indi-
cating cognitive act:iv:i.ty.4 A persuasive interpretation of this and other re~

search is that "these young infants had already begun to internalize schemata

b3

t. 3. stone, H. T. smith, & L. B, Murphy (Eds.), The competent infant. New
York: Basic Books, 1973.

2See, for example, E. R. Siqueland & L. P. Lipsitt, Conditioned head-turning
in human newborns. Journal of Experimental Child Psychology, 1966, 3, 356-376.

3r. G. R. Bower. Stimulus variables determining space perception in infants.
Science, 1965, 3, 323-324; T. G. R. Bower. Development in infancy. San Fran-
cisco: W. H. Freeman & Co., 1974.

4J. Kagan & M. Lewis. Studies of attention in the human infant. Merrill-

Palmer Quarterly, 1965, 11, 95-128; J. Kagan. Change and continuity in infancy.
New York: wiley, 1971.
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for the objects they had seen (but not necessarily physically manipulated)."1

Thus, long before the infant is able to move around, a great deal of visual
and other senSor§ information is being organized, processed and stored. One of
the reasons why people used to believe that young infants were not capable of
cognitive operations was because their motor behavior'was insufficiently devel-
oped for them to be able to manipulate objects. Since, according to Piaget,
action with objects is a necessary prerequisite for cognitive growth,2 infant
abilities were coﬁsidered limited by immature motor development. Recent re-
search, however, seems to indicate that, fram the earliest weeks of life, in-
fants are capable of discrimination, learning, and memory.

In thg)first few years of life the child learns probably hundreds of
thousands of discrete facts. It is not the facts alone, however, that are im-
portant but, as we have suggested, the rules for organizing them, and the devel-
opment of strategies for processing and retrieving information. Cognitive de-
velopment involves the development of concepts which help the growing child to
oréanize information. The process of concept development is characterized by
hierarchic progr;ssion, that is, concepts become more and more differenti-
ated and depend on the prior acquisition of others. The child learns the
concept of hot and cold before being able to deal with the comparative thig-
is-hotter-than-that. Other concepts are learned in similar ways; for example,
with respect to the concept of identity, the child gradually learns that a ball
of clay does not change in weight even though it is transformed into a clay pan-
cake. The child learns to group th?ngs on the basis of similarities and differ-

ences, and the criteria used for classification become more abstraét. The child

18. Silverstein. Development before the third birthday: implications for
intervention in the lives of children. An interpretive review. New York: Bank
Street College of Education, 1970, p. 13.

2J. piaget, 1952, op. cit.
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‘3
learns.lo manipulate symbols by grasping that one thing can stand for another
and that the thing represented need not be present. That is, he or she learns
that a drawing can signify the object or person represented, that a map can rep-
resent a terrain, that a word can stand for an ocbject, that a gesture can repre-
sent a whole idea.

One of the greatest achievements of the early year; is the development of
language. As already noted, language is a primary means of cammsunication and
shapes the quality of personal relationships. It is also a crucial tool for
thinking. It makes it possible to refer to objects and events that are present
as well as to those that are not; language can signify the real and the imagin-
ary, the present, the past, and the future; it can signify feelings; camplicated
and abstract ideas; subtle distinctions and analogies; metaphor and magic; legend
and logic. All normal children develop a working understanding and use of lan-

guage by the time they are three years old.
Understanding of language precedes speech. Language understanding--re-

ceptive language--is to be differentiated from speech, known as productive lan-
guage. Wﬁen the child is able to understand the language of others, his or her
understanding of what is going on in the world is, of course, greatly anplified;
~and there is a parallel increase in the ability of adults to teach and to con-
trol the child's behavior. Once thg child starts to talk, language acquisition
' proceeds at a rapid rate. There is very little direct teaching involved in lan-
guage acquisition; the child learns words and rules for putting words together
by hearing language spoken in many different contexts. The course of language
acquisition has been the subject of intense research in the last few decades;

hundreds of studies show that for many different languages thelsequence of de-

velopment, the nature of errors, and the types of constructions follow a predict-

129




able course.1

Language is a symbolic system, and by its very nature, then, it transcends
the immediate. Whether language dictates or structures thought, whetber thought
dictates language, or whether they run a parallel course in development, continues
to be a subject of controversy. Perhaps what is most important about lénguage

dcvelopment is that it functions, in the phrase of Jerome Bruner, as an "ampli-~

fication of human intellectual powers.“2

-

In describing cognitive development in infancy and the early years one
hardly knows whether to stress the tremendous accomplishments, or the confusions
and misconceptions. (Is-the cup nearly empty or is it half full?) The young
infant learns early on to recognize his or her mother or primary caretaker; yet
we know that a three- or four-year-old will often not recognize a familiar per-
son who is wearing an unusual outfit. The infant can make camplex discrimina-
tions, yet the four-year-old will have difficulty in a double classification
task (the circle is blue and round; the woman is a mother and a teacher). The
_ preschool-aged child has difficulty in separating fantasy from reality, the imag-
inary or dream world from the real world. Children's confusions and errors are
sametimes a source of amusement to adults, but they can also tell us what the ,

child is thinking, what his or her hypotheses’are. For we can be sure that error

is not arbitrary. When the child says, "I bringed my doll today," she is apply-

lSee, for example, L . Bloom. Language development: form and function in

emerging grammars. Cambridge, Mass.: MIT Press, 1970; R. Brown. A first lan-

age. New York: Appleton-Century-Crofts, 1971; C. B. Cazden. The situation: a
neglected source of social class differences in language use. In F. Williams
(Ed.), Language and erty: rspectives on a theme. Chicago: Markham, 1970;
N. Chomsky. Aspects of the Theory of Syntax. Cambridge, Mass.: MIT Press, 1965;
S. Ervin-Tripp. Language development. In L. W. Hoffman & M. Hoffman (Eds.),
Review of child development research. Vol. 1. New York: Russell Sage Founda-
tion, 1966; W. Labov. The logic of nonstandard English. In F, Williams (Ed.),
op. cit.; E. Lenneberg. Biological foundations of language. New York: Wiley,
1967; D. McNeill. The acquisition of language: the study of developmental
psycholinguistics. WNew York: Harper & Row, 1970; F. Smith & G. Miller (Eds.),
The genesis of language. Cambridge, Mass.: MIT Press, 1966.

13, Bruner, op. cit., p. 13.
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ing the correct rule for constructing the past tense, but in this case to an
irregqular verb. Her error shows that she has learned the rule; she has yet to
learn the exceptions to the rule.

A theme that has run through this discussion is that the infant and young
child are far moré capable in every way than had heretofore been thoﬁght. Anal-
ysis of physical, social-emotional and cognitive development shows thgt the
young child's already known accomplishments are far more complex than was pre-
viously thought, and that the infant's and young child's capabilities had been
severely underestimated. The infant's world is not a "blooming buzzing con- '
fusion.” Our concept of the capabilities of the toddler and the preschool child
have changed accordingly.

Two things should be noted about the above discussion: the topics we chose
to présent are selected from a range of possible topics as is the content with-
in each; the discussion has been concerned with development that follows a
nomal course.

Early Childhood Education Principles

The growing organism has fundamental needs for adequate nutrition, wammth
i and comfort, human affection and interchange which must all be at least adequate-
ly met if optimum development is to occur. Bronfenbrenner put the case quite
directly: "“"The success of any program designed to foster the developmeﬂt of

children requires as its first ingredient an intact child.™

In all cultures, family life is the basic means through which the fundamen-
tal needs of the child are met. Early childhood educational programs can give
supportive services to families in the all-important tasks of caring for and

educating their young children, and providing opportunities for the kinds of

’

Ly. Bronfenbrenner. Mwo worlds of childhood: U.S. and U.S.S.R. New York:
Russell Sage, 1970, p. 124.
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physical, social-emotional, and cognitive experiences which cannot be provided
at home. Thus, programs in early childhood education have the p&tential for
extending and increasing the family's effectiveness. Such programs are espe-
cially important to the ea;}y development of children where life condit;ohs
are not supportive. As has been pointed out in preceding sections, Native
Americans are poorer economically than any other group in this country.
Largely as a result of their poverty, they are subjected to a variety of
stresses which have direct implications for children's growth and development:
poor health and.nutrition, high unemployment rates, substandard housing, and
high alcoholism and accident rates. Greatly acéelerated social change and a
history of cultural oppression has added further stress which was often refer-
red to by our interviewees as "culture conflict” and "identity conflict."
Under these conditions of life, many Native American families cannot ade-
quately perform their child-rearing functions even though they may wish to.
Qronfenbrenner has pointed out that for families in this kind of poverty no
intervention, aimed only at children, is likely to have much impact. As has
already been noted, the first step in improving the life chances of Native
American children is to meet the basic needs of their families-~in health care,

‘mtrition, housing and employment. Bronfenbrenner concludes:

...the family seems to be the most effective and economical
system for fostering and sustaininhg the child's development.
Without family involvement, intervention is likely to be un~

successful..."”
The mothers and other adults in chronically poor families are under stress

much of the time. They often have many children and are themselves denied the

1y, Bronfenbrenner. Is early intervention effective? Teachers College
Record, 1974, 76, p. 300.
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"security of financial or emotional support."l Thus, the burdens and tensions
of their own lives are a drain on the resources they have available for giving
care and attention to their young children. Furthemmore, the parents themselves
have often come from the same situation of poverty that they now find themselves
in. Many have gone to boarding school and have b;en deprived of family experi-

" ence and a continuous, close relationship with important adults. Many have
children very young and are uninformed about the basic needs of infants and
young children. Asf;ane Alaskan Native woman told us: "You don't learn mother-
ing by giving birth." She also said: "when you eduqat;e a man, you educate an
individual. When you educate a woman, you educate a whole family."

) Thus, one of the most important functions of early childhood education for
Native Americans is to streng’then and support the parents, and especially the
mother, as the prime caretakers and educators of children. In a study of matern-
al involvement in a comprehensive preschool program, it was concluded that the
parent program enhanced "the mothers' perception of themselves as educators of
their children,” and that "perhaps new maternal behaviors are fostered which
are conducive to the child's intellectual functioning."

The education of children is being increasingly viewed as a developmerital
process, 'I;hi.s means that it is more broadly conceived than in the past, and
not exclusively directed at preparing the child to perform better in future
schooling. Such a broad definition of the school;s influences on the child's
total development includes not only the acquisition of knowledge, reasoning and

problem~-solving ability, and language skills, but also the child's view of him-

]'B. Silverstein, op. cit., P. 30.

2N.~Radin. Three degrees of maternal involvement in a preschool program:
impact on mothers and children. Child Development, 1972, 43, p. 1363.
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sglf or herself, his or her understanding of the world, feeling related to
s;ciety, and the ability to enjoy living with and working effectively with
others. It follows that such early childhood education is viewed as laying a
foundation for a loné-term process of human growth and development.

For mani years eq;cators and psychologists have been concefned with the
questions of what content is most appropriate for educational programs for
young children, what is the best sequence of educational experiences or, to put
it differently, how should educational experiences be timed and adapted to de-
velopmental stages, and what kinds of methods are best suited to young children.

Closely related to questions of tiining and content is the question of goals in

- educa;}on. There is considerable diversity of opinion as to both the long-term

i

and the‘short-term goals for early childhood education and great diversity in
educational practice. As presently constituted, early childhood education can
be c&stodial caré, it can be highiy pressured didactic teaching, and it can also
be the imposition of one style of life and culture upon another, perhaps incom~
patible, way of life. The kind of early childhood education proposed here, which
is directed to infants, young children and their families, incorporates the broad-
er view already noted. f

This apprcach has several crucial principles: (1) It is based on a devel-~
opmental theory in which children of different ages are seen to have different
needs and capacities and to show.different response patterns in physical, social-
emotional and cognitive functioning; (2) it sees the chi}d as an interactive
organism--in whom thought and feeling are interrelated and inseparable, and who
is also in contimual interaction with adults, other children, and the material
world; (3) it sees learning as a process rather than a product, which takes place

inside and outside the walls of educational institutions and which is a natural

and integral part of human development from birth to death; (4) it therefore
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views education 3s a collaboration of family and staff to build an optimally
growth-promoting environment: one which provides-opportunities for experiences

which capitalize on already existing strengths and helps to lay the foundation

for future development.

Material Aspects of the Educational Enviromment

An educational enviromment for infants and young children should be physical-
ly pleasant and comfortable for both children and adults; as safe and as accident~
proof as possible; affording plenty of space, flexibly organized enough to allow
for spontaneity of movement and different arrangements for iﬂdividual and group
actithies; ofderly and well-kept, so that children learn where things are and

!

can Ase them independently.

Since in the first four or five years of life the child's physical growth
is extremely rapid, the development of physical skills is a major part of over-
alll growth in this period. For infants the material enviroment is especially
important for the development of sensorimotor coordination and skills. ' Toys
anfl other objects which can be touched, handled, banged and thrown, tasted,
SﬁLlled and felt, not only teach the infant "the quality of things...[but] also
help him develop awareness of himself, the d;fferent parts of his body and what
he can do.”1 Toddlers and preschool children are refining existiné physical
skills as well as gaining new ones. As well as appropriate space, any education-
al program, whether home-based or center-based, must provide materials which en-
able children to explore and get to know the physical world and to exercise
their new-found physical abilities. It must supply the ground plan upon which

the young child can exercise and practice developing physical competencies.

1r. B. Murphy. Children under thfee--finding ways to stimulate development.

I. Issues-in research. Children, 1969, 16, p. 49.
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Precocious motor development has in part been attributed to envirommental °
factors, especially to unusual freedom of movement.

The home and the outdoors of course contain many obje&s which c:an promote
physical and learning skills. The educational program can-offer equipment which
4ist especial]j;( designed to do this in a safe, seéure place where the child's ex-
periments are supervised. Here opportunities can be offered for "climbing, swing-

T
ing, sliding, balancing, heaving, and stacking and freedom to invent new varia-
ti.pns of...manipulation and coordination. "2 The ability to dig, stretch, jump,
and climb gives a new dimension to the self in space, and confirms one's own

strength and power; it broadens the horizons figuratively as well as literally.

Social=Emotional Aspects of the Educational Enviromment

Learning takes place through interaction with people--children and adults--
as well as materials. The adults in this context, through the way they carry(
the relationships among themselves and with the children, create a model of
human‘ relationships based on acceptance, openness and trust.  Continuity of re-
lationships, implying a stable staff of adults and fan.u'.ly members, ct;ntri.butes
to the development of a stable self, a sense of being valuéd, and the capacity
to maintain a set of stable relationships. ] In such an enviromment, the young
child will learn to trust adults and to feel secure. This is especially impor-
tant at a time when the child is beginning to h‘ave a sense of himself as someone
who can be effecti\.re. Anyone who has ever waﬁhed an infant stand up for the

first time, or who has watched a child put a puzzle together for the first time

has seen the shock of surprise and triumph that often accompanies such feats--

J'See, for example, M. Geber, The psychomotor development of African children
in the first year and the influence of maternal behavior. Journal of Social Psy-

chology, 1958, 47, 185-195.

" 2B. Biber. Preschool education. 1In R. Ulich (Ed.), Education and the idea
of mankind. New York: Harcourt, Brace & World, 1964, p. 19,

130




)

- 127 -

for feats they are. The _Lhild at that moment has proof that he or she is some-
one who can do things, and this affects not only the immediate view of the self
but lays the groundwork for an optimistic view of what can be accomplished to<
morrow and later. Such positive at;itudes are important to the long-term q;als
of education.

Such moments are greatly enhanced if they are backed up by adult attention.
In order for this to‘happen, there must be enough adults in relation to the
-humber of children. There must be an adult who knows that the eve;t has occur-
red, who knows the child well ¢.wough and has spent enough time with him or her
to know that this was the first tide it happened; and who can share in the child's
success, both by praising the accamplishment and by conveying an expectation of
this child as sameone who can do what he or she did and who will do more in the
future. There must be enough adults in any program for young children, whether
at hame or in a center, who, as Klein points out, "not only convey basic skills
and information to the child but...also murture the attitudes which affect the

L

child's later learning experiences and social relationships."

Adults working with infants and very young children must be able to respond

/

d@fferentially to each child so that children may learn that their world is

7

trustworthy and also that they can exercise control over it. Interaction with
infants includes maiy different forms of canmunication—-tgéching, looking, smil=-
irg, holding, singing, rocking, moving. 1In addition, thé infant's and young
child's own efforts are to be encouraged--to move around, to amuse and, later,
to feed'himself or herself and gain competence in the development of these new

skills,

Responding to early Jocalizations, talking during routine times and play

1

J. Klein. Educational component of day care. Children Today, 1972,'5, p. 4.
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periods, and labeling the world which the young c%ild is begimming to differen-
tiate are important in social relations. Talking to the infant supports the
infant's own vocalizing efforts and also serves as a medium for social inter-
course. As Murphy points out: "The adult's or older child's delight, pride,

and surprise at the baby's rz2action "in responding to other;] Qrovide an impor-
tant feedback to the infant and, by enhancing‘the importance...of his own achieve-

nl Being played with by adujts and

ments, stimulate further efforts on his part.
older children helps the infant to expand the repertoire of people to respond to.

A good deal of research has found a relationship between social behavior
and the level of language development.2 Verbal communication among adults, in-
fants and young children provides cognitive stimulation and opportunities for
language development. It can also be an integral part of a social atmosphere
in which communication is enjoyed and regularly takes place.

Materials should be versatile to encourage action and variety in use, and
offer suffi~ient and appropriate developmental challenge so that the child can
persist and work toward personally set goals of exploration and discovery.

"play should be a combination of exploring new objects, practicing new skills,
meeting new challenges., and enjoying the ease of using a skill already mastered, ’
the comfortable feeling of reexploring the familiar."3

Enviromments for infants and toddlers should offer a balance between con-

-

lL. B. Murphy, op. cit., p. 49.

2See, for example, G. Murphy, L. B. Murphy, & T. M. Newcamb, Experimental
social psychology. New York: Harper & Row, 1937; L. B. Murphy & A. M. Moriarty,
Development, vulnerability, and resilience. New Haven, Conn.: Yale University
Press, 1976; L. Yarrow, Conceptualizing the early enviromment. In L. L. Dittmann
(Ed.), Early child care. New York: Atherton Press, 1968.

3A. Willis & H. Ricciuti. A good beginning for babies: quidnlines ¥or group

care. Washington, D.C.: National Association for the Education of Young Children,
1975, p. 42. '
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_j_i‘stency and routine on the one hand, and stimulation and novelty on the other.
Infants and very young children must be protected fram overstimulation and dis-
order, from those elements in the enviromment which can be overwhelming and

d which limit attention and purposeful exploration. Thus the proper amount of
stimulation is a balance, in which the infant and young child are protected from
excessive stimuli which overwhelm him or her (for example, in noise or movement),
but is given enocugh enjoyable and satisfying stimulation to prampt or encourage
resp;msiveness. ‘

Any group of people who live or work together establish rules of behavior.
In an educational program for young children this serves an especially vital
function because very young children need help in controlling their own impulses.
Such rules can begin by making the day an orderly sequence of activities. A

‘routine which follows a particular format each day enables the children to predict

'for themselves what will come next. If blocks, toys, paints, and other materials
in use during the day have a place where they are kept when not in use, and if

‘the rules are that they be put away when children have finished using them, then
not only can children know where things are if they need them, but they can get
them without depending upon an adult. If work is to be respected, “hen there
must be rules that a child's work is not interrupted. If there is a rule that
you cannot knock over sameone else's construction, then you know ’that no one else

is likely to destroy your own. Such rules serve the interests of all the chil-

dren in ways that can be recognized by the children themselves, for example, to
act independently within known limits, or to control destructive impulses. Con~
trols should function to protect the work and play of the group. They are ration-
‘ al, not irrational, and functional, not arbitrary. Rules which are arbitrary and
punitive merely demonstrate to children that adults are rulers by fiat. When

rational rules are enforced by an adult, the adult is a rational authority.
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Similar principles ;hould be applied to discipline governing the children’'s
safety. It is important to note, however, that 1.f these ideas about how ruies
should be exercised and applied conflict with lécal child-rearing practices,
they must be adapted in accordance with the mutual wishes of pacents, comminity
groups, and educators, who together plan the educational program. )

American Indian and Alaskan Native children and families live in two worlds
which are often in conflict. The parents we interviewed want their children to

-

succeed in the white world of the mainstream culture and want them as well to
recognize and affirm their Native American identity. In the educational pro-
grams for their young children, both these worlds must meet and Qlend construc-
tively. The child's identity through many family members (grandparents, uncles,

aunts) in established clan and tribal striuctures must be known and taken into

"account. The role of adults and teachers with respect to rules and controls

should, in the end, be viewed from the pPerspective that as significant adults

in children's lives, they are the people through whom children learn to form an

-

image of themselves.

Cognitive Development in the Educational Enviromment

For the very young, learning grows out of direct involvement and partic;pa—
tion, thus giving a central rcle to learning through experience.1 Further, there
must be a flow from previous tO Successive experiences. Learn%ng occurs when
connecéions are made and relaticnships found which arouse curiosity ;nd propel
the learner to further discovery. If connections are to be made which are based
on children's experience, bridges must be built between home and school, between
the hame-self and the school-self. Curriculum is made relevant to the life expe-
riences of the children by including their families, culture, and cammunity.

This is achieved through the participation of adult family members and other

1. Dewey. Experience and education. London: Collier-Macmillan, 1962 (first
published in 1938).
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members of the community: through their active participation in the formulation
of educational goals which are compatible with the values of their culture; and
in their direct contribution through the telling and discussing of stories and

/cﬁiéh;al traditions, teaching of Native crafts, cooking local foods, and recount-
ing their own childhood experiences. Connections between home and school are
thus made tangible and vital to children by known, respected and knowledgeable
adults who have an important contribution to make to their learning.

Programs for infants and young children must base their approaches on the
local child-rearing practices of the Native American communities in which they
are located and will respect tbe cultural patterns which traditionally are in-
volved in the raising of children. If the adults working with children under-

‘ stand and know the local culture and community and are able to make them an
integral part of the curriculum, then the learning experiences of the children
will be relevant to their Indian and Alaskan cultures. This will mean, for ex-
ample, the inclusion of Native legends and tales when stories are told. As
Winona Sample has urged, such a program

Provides objects which the children see and use in their
homes and cammunity, e.g., pottery, baskets, dolls dressed

in Native costume, blankets, rugs, musical instruments,
cooking utensils, etc.

Makes proper use of articles of clothing, dances, stories,
songs, etc., in keeping with tribal traditions and religious

beliefs...

Utilizes the expertise of parents and cawmunity members to
introduce children to, or encourage their participation in,
such skills as silver-smithing, rug weaving, pottery making,
beading, and basketry, as practiced in the cqnmuﬂty.l

Activities and materials developed by teachers to help children in discrim-

ination tasks, and in discovering similarities and difftrences, for example, can

lw. Sample, Competence and culture for American Indian children. Chicago,
I1l.: Erikson Institute for Early Education (undated), p. 6.

3
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use Native designs as well as commercial materials. Many materials can also be
made fram common objects and a little ingenuity.l pDress-up clothes in house~
keeping areas>will make use of’ local clothing and work clothes familiar to chil-
dren, so that their dramatic play will enable them to experiment with ideas and
roles in the world around them which they are trying to understand and master.
Studying and learning about the natural enviromment is an important part of
.the‘curriculum during the early years. The natural enviromment is the immediate
community and its surroundings, be it mesa, tundra, mountain, grassland, red
clay, or desert. Such study will use the knowledge and skills children already
have as a base. Use of familiar and immediate surroundings enables the staff
to create materials in collaboration with parents and other cammunity members.
For the infant, cognitive growth, according to developmental theory, is
pramoted thrqugh action with objects and people. In the earliest months the in-
fant discovers that his own behavior has consequences--repeated knocking of a
mobile or rattle produces interesting noiszs and movement. Subsequently, in-
tentions became elaborated: the infant puts objects into other objects and takes
them out again; or a great deal of time might be spent in putting and retrieving
objects from behind or underneath others. As Kagan points out: "It is assumed
that these experiences not only teach the infant about the abject, but also...
persuade the infant that he can have an instrumental effect upon the world...
land that] the presence of toys...invite the infant to manipulate them and pro-

. . s e . 2 . . )
vide him with distinctive sensory feedback."“ It is important that a variety of

lR. Rippy (Ed.), Finding and using scrounge materials. Developed and pub-
lished by Teacher Corps Project, Disgrict 3, New York: Bank Street College of

Education, 1975.

23. Kagan. Cognitive development and programs for day care. InE. Grotberg

(Ed.), Day care: resources for decisions. Washington, D.C.: Office of Economic
Opportunfty, Office of Planning, Research and Evaluation, 1971, p. 140.
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abjects be available for this kind of exploration and learning and that, as men-
tioned earlier, an adult be available to share in and encourage such activities.
A key factor in intellectual functioning is observation. Indeed, many of
the greatest scientific discoveries have begun with a new observation. Children
are natural observers; they assimilate knowledge through all means available and
especially through sensory channels. Observing and listening are highly valued
by many Native Americans and children often learn by these means rather than
through verbal explanations. A preschool program can refine and differentiate
these skills. In her discussion of the role of the school in sensitizing chil-
dren to the surrounding world, Biber says:
The “things" of the preschool world offer a wealth of sensory
experience: the rough sand in the box, the smooth velvet covers
for the doll bed, the red paint jar beside the black one, the
hard blocks than cannot be squeezed into a small space, the
too-soft clay that cannot be made to hold a shape....The "things"
alone are not adequate teachers...it is the sensitive teacher who
supplies the accents for the child‘'s experience...perhaps by
standing so quietly that one can try to hear the sounds the fish
make when they pass each other in the tank...by clutching a pan
of snow...for the children to watch as it melts inside the warm

room.

Biber suggests that refined and differentiated thinking grows from the guided

experience of vaéi.ety and range in activities:

When the content is intellectual, the same principle governs:
there are different ways of solving a problem or expressing
an idea, many sources to be probed for a full assembly of
fact, contrasting opinions to be deduced from a cammon body
of information.

In a program for young children play is the activity, par excellence, in

which cognitive, social-emotional, and physical events converge and become

]'B. Biber, Preschool education, op. cit., p. 21.
ZB. Biber. A learning-teaching paradigm integrating intellectual and affec-

tive processes. In E. M. Bower & W. G. Hollister (Eds.), Behavioral science
frontiers in education. New York: Wiley, 1967, p. 126.
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highly visible. As Sutton—Smithl has suggested, play may be held in disrepute
in the context of school because it is so very enjoyable. Iargely due to the
formulations of Piaget, play is no longer dismissed as an unnecessary frivolity,
but is recognized as having important functions in cognitive development.
when a child builds a "store" out of blocks, what is brought to this struc-
ture is the child's own experience of stores, and information gathered about
stories from adults, television, and books. The construction of the store in=-
volves the synthesis of previous knowledge, infomation, and images into an
organized whole, which, with the addition of imagination and physical skills,
becames the child's personal statement. As children work together, each child's
statement encounters those of other children; views are shared, exchanged, and
considered, and perhaps altered and reconstructed.
Dramatic play is considered a crucial activity for young children. The

reasons for its importance are stressed by Shapiro and Biber:

...play is a vehicle for the active assimilation of experience,

a system of transformation constructed by the child in his ef-

forts to know the world through the taking of roles and the

adaptation of available materials into essential props...a re-

flection of his relationship to the world outside himself, and

a M™atural" medium for exploration, discovery, and consolidation

of learning...the child's symbolic reconstruction of reality, a

way of finding out how things go together and...experimenting

with the cxrression of feelings and types of interpersonal re-
lationships.3

lg, sutton-Smith. The playful modes of knowing., 1In Play: the child strives
toward self-realization. Washington, D.C.: National Association for the Education
of Young Children, 1971.

25, piaget. Play, dreams and imitation in childhood. New York: Norton, 19623
M. Almy. Spontaneous play: an avemue for intellectual development. Young Chil-
dren, 1967, 22, 265=277; V. Stern. Symbolization in play: developmental trends
and unresolved issues. Paper presented at Wheelock College Symposium, aSymboliza—
tion and the Young Child, " Boston, Mass., October, 1975.

3. Shapiro & B. Biber. The education of young children: a developmental-~
interaction point of view. Teachers College Record, 1972, 74, pp. 72-73.
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As language becames a more effective means for expression and communication,
teachers can create ample opportgnities for questioning, for looking at books,
for children to dictate their stories, for hearing and telling stories, and for
talking about and learning the words which describe the'children's activities.
Thus children learn that words can express their feelings as well as their ideas,
and that the written word can be shared in ways that the spoken word cannot.

What language or languages are used in the program will depend both on
local circumstances and on the opinions and wishes of the local cammnity, par-
ents and educational staff. The Native language can be the primary language,
with the gradual introduction of Englishs or English can be the primary language,
with the Native lanéuage also introduced. Both these situations now exist. A’
third type of alternative would be that either the Native language or English
is used exclusively. (For a discussion of thése alternatives, see Section IX).

Teachers can use a variety of techniques to cultivate cognitive growth and
language development, for example, by:

Translating the children's activities into verbal statements,
accenting words with tone and gesture;

rephrasing the ¢hild's thought or action so as to lead toward a
next step in generalization;

Providing varied situations in which a common concept of principle
can be discerned although different materials, activities, and
contexts are involved;

responding to the specific content of the child's thinking and
problem-solving activities and engaging with him in the pleasure
of mastery and/or in the analysis of errors.l

In using techniques such ag these, the learning of colors, mmbers and

shapes, size and classification concepts are embedded in activities in which

1g, Biber, E. Shapiro, D. Wickens. Pramoting cognitive growth: a devel
mental-interaction point of view. washington, D.C.: National Assoclation for
the Education of Young Children, 1971, p. 19,
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they have an instrumental meaning, and where they are not divorced from the
everyday activities which make such knowledge useful.
* * * * * L 4 *

In this discussion of the major streams of early development and their role
as guiding principles in educational programs for infants and young children and
their families, the following are selected as a summary of the range of purposes
which such programs can serve.

1. Materials and opportunities for experiences which stimulate and
enhance children's cognitive growth and competence)

2. Social sti-nht-:ion, the opportunity to meet and interact with
other children and with adults outside the family, especially
important for children who live in canparative isolation and
have lmited opportum.ties for social interaction with people
outside their families;

3. In those instances where the language of the home and community
is different from that of the school, programs can- provide )
early exposure to and opportunity to learn to express ideas
in the second, mainstream, languagej

4. Materials, concepts and ideas about children's growth and de-
velopment, modes of play and interaction, introduced into the
children's homes;

5. An introduction to school life in a relaxed and benign context)

6. A link between home and school which can lead to more effective
parent participation and involvement in their children's educa-
tional lives (both for the present and in the future);

7. FPor early detection of developmental handicap, and for appro-

priate therapy and/or remediation;
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8. Por early detection of exceptional potential or giftedness;
9, Day-time care and education for children of mothers who work
or who for other reasons cax;not care for them;

10. The delivery of health, mutrition, and social services for all
children and their families;

11. Opportunitie; for parents to work in the program, thereby
giving both anl?loylent and the chance to learn more about
children's development and ways of relating to young children;

12. Pinally, the very existence and success of such programs can
provide for the cammunity as a whole a concrete embodiment of
cammnity concern for and commitment to young ehildrem the
program can provide a focus for contimuing educational oppor-
tunities, and advocacy for children and their families.

The key factors in the programs described above are the competence and
hmanity of the staff and the interest and commitment of the community, parents,
and staff in planning a comprehensive and contimuous set of experiences for
their young children. without the presence of such a group of adults, no pro-
gram, however well-designed, can succeed. With them, the program can provide

an invaluable service to children and families which can affect their lives from

a long-term point of view.
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VII. SCHOOL IEARNING AND INTELLECTUAL DEVELOPMENT

Most information regarding the intellectual functioning of Mative American
children stems from intelligence and school achievement testing. Because educa-
tional achievement is routinely measured in most schools, and many studies in-
clude measures of intelligence in their assessment of Native American children,
there is an abundance of test data. Such data are as misleading and invalid as
they are plentiful. The well-known flavs of measurement of intelligence and
achievement are especially operative in efforts to assess these characteristics
among Mative American people. Most measures of intellectual aptitude and all
measures of educational achievement are fundamentally concerned with language
and réading skills. People for whom English is a second, yet to be mastered
language, or those with limited access to education are destined to obtain low
scores. The content of most such tests favors those in the majority culture,
and those who have lived ix; urban centers; it'calls f;r information and styles
of performing derived from urban life. - The rural background of Native Americans

is particularly disadvantageous in such a method of assessment. Further, the

. cultu;al background of most Native American children militates against the

caupetitiVe,\ race-horse style of functioning requ'ired to achieve high test
scores. It is doubtful that Native American children are comparably motivated
to perform with distinction on such tests, and it may be inferred that their
motivation is further impaired in ’the course of test-taking by meeting with test
items whose content is irrelevant and alien to their background.

The availability of both aptitude and achievement test data make it seem
that we can contrast aspects of intellectual functioning which reflect ;lnnate
ability with those which indicate previous learning and cultural conditioning.
However, it is being increasingly FeCOgnized that traditional measures of these

seemingly different attributes overlap to .. great extent. Each is a composite
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indicator of aptitude and achievement., 2All measures of aptigude, except perhaps
those which might be abtained during the first weeks or months of life, and es-
Pecially those which rely upon language and reading skills, are greatly influ-
enced by previous experience and cultural background. Smllarly, no measure of
academic achlevement_is independent of intel)ectual aptitude. On the one hand,
what a child learns in schqol in part reflects basic endowment (insofar as it

is meaningful to use the tem) and, on éhe other hand, our assessment of apti-
tude c_annot be disentangled frqr.l what; the child ]:A;zms' in school.

Despite the serious shortcomings of test data cbtained from Native American
children, deficiencies which make it impossible to arrive at an accurate apprais-
al of intellectual aptitude in absolpte temms ;nd which cast doubt on the masses
of achievement test data which have been collected, they may nevertheless pro-
vide useful information. While there may be a constant error of unknown magni-
tude in much of the data, it may be possible to learn about developmental trends,
areas of relative strength and weakness, and to make comparisons between groups
for whom the tests are equally inequitable. Also, harsh as it may sound, with
all their flaws, many tests call for a set of skills and a fund of knowledge not
qnlike the skills and knowledge which are considered essential for performing
éertain kinds of work. Irrespective of the multitude of valid reasons why Native
American children tend as a group to perform less well, reasons which iay be un-
related to their actual abilities and potential for developing these skills,
the tests do provide an OPROrtunity to observe the current ability of these
children to perform in camparison with a wider reference group.
School_Achievement '

L4

In their study~of American Indian education, Puchs and Havighurst1 examined .

1E. Fuchs & R, J. Havighurst., To live on this earth: American Indian educa-
tion. Garden City, N.Y.: Anchor Press/Doubleday, 1973. A comprehensive review
of test findings is also provided by B. Berry, The education of American Indians:
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the data available on school achievement. Figure VII-1, reprinted from their
report, sunlnaz:izes the main findings of five such studies. It communicates
several points aboui:’ the measurement of academic achievement among Indian chil-
dren. The deviatign of obtained scores from appropriate norms varies markedly -
frau study td" study, illustrating the degree to which each study of achievement
is influenced by its samplmg procedures, conditions of adnmistratxon, and the
metric system and standardization data unique to .each test used. It thereby
casts doubt on the accuracy of any single assessment. At the same time, there
is a remarkable comsistency in the pattern of findings of these five ‘'studies.
In all, older groups deviate fram the nomm to a greater extent than younger

) .
groups; with the passage of time Indian children fall progressively more behind
standardization groups in their ac;danic achievement. While it is misleading
to take literally the grade level units of quantification provided by the test-
maker and to interpolate linearly in order to establish a child's grade level,
the data consistently show that deviation from the nomm increases with time
spent in school.

Data obtained fram a more recent study of achievement conform with the
pattern of previous findings. Basg studied achievement test data ocbtained from
over 4,000 ninth grade Native m;ican students, many of whom were retested in
successive years throughout high school.]' His data were obtained from students
in seven states (Alaska, Arizona, Nebraska, New Mexico, Oklahoma, South Dakota,

Utah), who were attending Federal and public schools on and off the reservation.

a survey of the literature. Prepared for the Special Subcammittee on Indian Edu-
cation of the Committee on Labor and Public Welfare, United States Senate.
washington, D.C.: U.S. Govermment Printing Office, 1969.

lw. P. Bass. An analysis of academic achievement of Indian high school
students in Pederal and public schools, U.S. Department of the Interior, Bureau
of Indian Affairs, Contract No, 14-20-0650-1689, May 1971.
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Bass also found that Indian children fall progressively farther behind in rela-
tion to existing nomms during their four years in high school. Table VII-1l indi-
cates that the difference in grade placement for students at the 9.1 grade level
in Reading and those at the 12.8 grade level was two grades rather than the 3.7
one would expect. 1In Mathematics the grade placement difference between begin-
ning ninth graders and graduating twelfth graders was only 1.3 (1966-67) and 1.9
(1967-68). Corresponding differences in Language scores were 2.5 and 2.0, re-
spectively. Thus, this sample of Indian students was approximately one grade
behind academically when they started high school, and were two-and-a-half years
behind when ready to graduate. Relative to national noms, scores were highest
in Language and lowest in Mathematics; the greatest decline from the ninth to

the twelfth grade occurred in Reading.

Table VII-1*

Academic Achievement by Grade
California Achievement Test Battery

Test Score Test Score
Actual Grade Grade Level Grade Level

Placement {1966-67) (1967-68)

Reading 9.1 8.0 8.0

12.8 10.0 9,9

Mathematics 9.1 7.5 7.3

12.8 8.8 9,2

Language 9.1 8.4 8.8

12.8 10.9 10.8

Total Battery 9.1 8.0 : 8.0
12,8 10.1 10,2

*Source: Adapted from W. P, Bass. An Analysis of
Academic Achievement of Indian High School Students in
Federal and Public Schools. U.S. Department of the Inter-
iur, BIA, Contract No. 14-20-0650-1689, May 1971, p. 30.
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Data obtained in the course of the present study show a similar picture.
On the Choctaw reservation, the Metropolitan Achievement Test (Primary I) was
administered to second and third graders.1 In the second grade 60 of 67 chil~
dren scored below the 25th percentile in Reading, and 38 children made equiva-
lently low scores on the Math portion. Tﬂe pattern was reversed among third
graders, in that performance was worse on the Math subtests. Seventy-two of 89
third graders scored below the 25th percentile in Math znd 61 did so in Reading.
Among 656 fourth to twelfth graders tested with the California Achievement Test,
at least 75 percent of the children at each grade scored below grade level.
Fourth and fifth graders were less than two grade levels below norm values,
whereas high school students scored more than three grade levels below the norm.
b Achievement test data abtained from Title I evaluation in the Juneau area
yielded similar results.? A little less than half the students in the Bethel
Agency (697 of 168l) were found to be at least one year below grade level on
the Reading, Math, and Language tests. In Barrow, more than half the students
(344 of 5?6) were lagging similarly in their educational progress. Data from
the Pairbanks Agency present a picture similar to Barrow; 118 of 172 scored at
least one year behind iﬁ Reading, Math, and Language.

Interrelations Between and Among Achievement and Aptitude

The wide Range Achievement Test and the Chicago Nonverbal Examination were

both administered to a sample of 72 Indian students ranging in age fram 1l1l.1 to

15.4 who attended the Riverside Summer Institute at Anadarko, Oklahoma in 1970.3

lobtained from Guidance Office of Choctaw Central School.
2
ESEA Title I Evaluation, BIA, Juneau Area, Fiscal Year 1975.

3M. C. Hollingshead & C. Clayton. Study of the relationship between the
performance of Indian youth on the Chicago Nonverbal and the wide Range Achieve-

ment Test.. Bureau of Indian Affairs, Anadarko, Oklahama, July 1, 1971.
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Whereas the mean level of perfomance on the intelligence test (98.37) corre-
sponded very closely to that of the national nom of 100, the scores obtained
on the Reading, Spelling, and Arithmetic scales of the achievenentitest were
significantly below nom values. Girls performed at noxrm levels on the Reading
and Spelling scales; the boys! scores were dramatically lower. The sex differ-
ence in scares was much greater than that predicted by normative data. Only on
the Arithmetic scale was performance uniformly low for both sex groups., No sex
differences were found on the Chicago Nonverbal scores.

This same sample was given the Wechsler Intelligence Scale for Children
(WISC).l The WISC is made up 6f subtests tﬁat yield an IQ based on a performance
score and subtests that yield an IQ based on a verbal score. In the normative
samples these two scores are approximately eqﬁal, and together give a composite
IQ. For this sample the mean IQ was 92.13. BPut there was a considerable dis-
crepancy between.the Performance and Verbal Scales: The mean Performance Scale
IQ was 99.55, the Verbal Scale score was 87.08., PFurthermore, the mean Perform-
ance score for boys was five points higher than that for girls, a pattern exact~
ly reversed in Eﬁé“Oéiéal Scale IQ.

Information regarding achievement test scores, IQ, and differences between
verbal and performance measures among Eskimo children is available from a caipre-
hensive study of the effect of otitis media on intellectual and academic perform-
ance.2 Of a cohort of 489 children, three-quarters were found to have a history
of ear disease. This group was subdivided into those for wham the onset of the

first attack occurred during the first two years of life and those who were

lbid.

2G, J. Kaplan, J. K. Fleshman, T. R. Bender, C. Baum, & P. S. Clark. Long-
term effects of otitis media: a ten-year cohort study of Alaskan Eskimo children.

Pediatrics, 1973, 52, 577-585.
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first afflicted at a later age (age two to ten years). Selected subtests of the
WISC were administered to 380 children. The mean Verbal IQ for the entire
sample was found to be 77, the mean Performance IQ was 98, a discrepancy of 21
scale points. Children who had had otitis media beforg the age of two abtained
significantly lower mean verbal scores than children with no history of otitis
media and no hearing loss. The group with normal hearing cbtained a mean Verbal
IQ of 80, Differences among these groups in Performance IQ were much smaller
and did not achieve statistical significance.

Those children with no history of ear disease and no hearing loss were ap-
proximately one year behind according to their achievement test performonce.
Children with a history of ear disease were farther behind academically, and
the gap between them and children without ear disease increased with the passage
of time. In addition to establishing that a history of ear disease is clearly
associated with lower Verbal IQ and with impaired school achievement, this scm-
prehensive study of a large sample of Eskimo children shows a very considerable
gap betwean Verbal and Performance IQ, irrespective of whether ear disease or
hearing loss are involved.

Purther evidence of the substantial discrepancy between verbal and non-
verbal test performance is offered by Cazden and John, who show that Coleman's
date’t indicate that the performance of Indian children is unique in this regard.l
Whereas Coleman's data show scant differences between verbal and nonverbal test
performance among black and _white children, a sizable discrepancy (again favor-
ing Performance IQ) was found among Indian children.

The verbal/nonverbal performance gap is further illuminated by data obtained

1C. B. Cazden & V. P. John. Learning in American Indian children. In M. L.
Wax, S. Diamond, & F. O. Gearing (Eds.), Anthropological perspective on educa-
tion. New York: Basic Books, 1971.
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~
fram very young Indian children. Cazden and John report preliminary findinas of

a study of Paiute children which indica?e that Gesell Developmental Quotients
obtained from children under three years of age are essentially at norm levels,
but begin to decline as the verbal content of these scales becomes more promi-
nent. Similarly, infants who participated in the choctaw Hame-Centered Family
Education Demonstration Project were found to perform well above norm levels on
the Bayley Scale of Infant Development, a nonverbal measure of early develop-
ment.l when these same children were tested with a verbal measure (McCarthy
General Cognitive Index) as they grew older, their scores fell considerably be-
low the normm. In our own observations of very young children, we noted their
ability to perform tasks requiring fine motor coordination at unusually early
ages and with exceptional dexterity. In addition, we observed that Indian chil-
dren could work puzzles effectively about a year earlier than their non-Indian
counterparts typically perform them.

Vernon administered a battery of tests to 50 Canadian Eskimo boys, aéed 10
to 12.2 while they were only slightly below average in spelling comprehension
and usage and in vocabulary, their aritﬁmetic achievement scores were extremely
low. However, they performed well on spatial tests, picture recognition, and the
embedded figure test. Thus, Vernon's results also point to different levels of
ability to deal with verbal and nonverbal tasks. Congruent with this pattern
are the findings obtained by Feldman, et al., who administered the WISC Block

Design to 68 Eskimo children aged seven through 19 years.3 The mean scores

Lp. Quigley. Annual Report for the Choctaw Home-Centered Family Education
Demonstration Project (OCD-CB-148-C2), 1975.

2P. Vernon. Intelligence and cultural environment. London: Methuen, 1969.

3C. F. Feldman, B. Lee, J. D. McLean, D. B. Pillemer, & J. R. Murray. The
development of adaptive intelligence. San Francisco: Jossey-Bass, 1974.
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obtained at each age level were well above norm values for every group but the
- seven~-year-olds.

Cognitive Punctioning

In contrast with most assessments of intellectual functioning of Native
American children which sample specific knowledge and skills by means of stand-
+ardized tests, some studies have attempted to examine thg proc_esses of cognitive
functioning which are assumed to underlie test performance. Such work, rela-
tively new and seldom conducted with Native Americ_an children, has the potential
for revealing in detail how Native American children dea]: ‘with intellectual
tasks-~how they define problems and how their thinking is organized--and to
identify distinctive features of their ways 6f thinking axid Problem-solving.

One form of such investigations examines the degree to which the intellec-
tual functioning of children from a particular cultural subgroup corresponds to
patterns shown by children of the majority culture. Silk and Voyat studied as-
pects of cognitive developixent among the Oglala Sioux at Pine Ridge.1 They ad-
ministered a series of Piagetian tasks to a sample of 75 childrén fram four to
ten years of age. They found that Piaget's theoretical hypothesis that cogni-
tive development proceeds in a fixed sequence of stages was corroborated by the
performance of Sioux children. The age of attaimment of these stages of develop~
ment was in same instances directly comparable to those found by Piaget among
Swiss children, and in others was slightly behind that of Swiss children.

Several studies have examined the development of classification behavior

and logical reasoning in children by cbserving the criteria they use to sort.

ls. Silk & G. Voyat. Cross-cultural study of cognitive development on the
Pine Ridge Indian Reservation. Pine Ridge Research Bulletin, Jamary 1970,
No. 11, Department of Health, Education, and Welfare, Indian Health Service,
Publication HSM80-69-430.
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various objects or materials. One method, with many variants, asks the child
to match a standard by choosing between an object of like color and an object
of like form. Previous studies have shown that young children typically prefer
color but shift their preference from color to form somewhere between the 2ges
of four and seven. Children from minority groups and/or economically deprived
backgrounds usually shift from color to form at a later age. Spellman found
that the Caddo Indian children he studied showed a preference for matching by
form earlier than did comparison groups of white children.i He concluded that
Tndian children are relatively advanced in development of classification skills.
An early study by Carroll and Casagrande related the way Navajo children
sort objects to aspects of Navajo grammar. In the Navajo language cer*ain verbs
require different fo;ms depending on the shape of cbject being dealt with. Thus
the grammar focuses attention on the form and shape of thinqs.2 Carroll and
Casagrande found that among three groups of Navajo children, Navajo-speaking
(or Navajo predominant), bilingual, and English predominant, the most pronounced
tendency to sort cbjects in tems of form as opposed to color was found among
the Navajo-speaking children. This study suggests that language and certain
kinds of experience influence the bases for making that classification.
In a comparative study of performance on a series of block design tasks
devised by Feldman to measure different levels of cognitive development, she
found that Kentucky mountain children had a greater tendency to attend to both

shape and color than did Eskimo children.3 Feldman attributes this difference

lc, M. Spellman. The shift from color to form preference in young children
of different ethnic backgrounds. Austin, Texas: University of Texas Child Devel-
opment Evaluation and Research Center, 1968.

2J. B. Carroll & J. B. Casagrande. The function of language classifications
in behavior. In E. E. Maccoby & E. L. Hartley (Eds.), Readings in social psy-~
chology, 3rd edition. New York: Holt, Rinehart & Winston, 1958, pp. 18-31.

3Feldman, et al., Op. cit.
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to the fact that Eskimo children have less experience with primary colors and
learn from an early age to focus on form perception because of its survival
value.

In attempting to account for the failure of many Eskimo childrea to show
more advanced forms of logical reasoning in the block tasks, Feldman speculates
about the role that language may play in such tasks. She distinguishes between
knowledge of language and the ability to use language in the service of thought,
and suggests that Eskimo children may be deficient in both of these areas of
functioning. Having found the use of English by Eskimo children to be both
simple and undifferentiated, she raises questions about their ability to deal
with abstract or complex ideas with exactness. Feldman likens the form of
English used by Eskimo children to Pidgin English, and speculates that it is
either unsuited for abstract reasoning or is simply not used for this purpose,

- and that the language of instruction, standard English, is too alien for the
children to use to express camplex ideas.

Kleinfeld cites the exceptional visual and spatial abilities shown by
Eskimo people and refers to teachers' reports of the children's unusual ability
to memorize visual patterns. She speculates that ifvthey were helped to improve
their Enélish language skills, many children's natural abilities could enable
them to become successful mathematicians and physicists.1

Pérhaps the most ambitious effort to study the cognitive style of Indian
children is that of John-Steiner and Osterreich who observed, measured, and

obtained self-descriptions of learning patterns of Pueblo children, and of

lJ. S. Kleinfeld. Characteristics of Alaska Native students.. In Alaskan
Native needs assessment in education. Project ANNA, Juneau Area Office, Bureau
of Indian Affairs, 1974.
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sclected comparison groups as well.1 Wide-rangine in both method and s@npe,
the focus of their study is the degree to whicl, the represcntational behavior
of Pueblo children is mediated visually rather than linguistically. They cite
velma Garcia's speculation that Pueblo children, in listenin; to legends, learn
to represent them visually because they are mot allowed to ask questions or re-
flect verbally on what they hear.2 In attempting to sho% that Indian pcople use
visual imagery a great deal, John-Steiner and Osterreich report on the rich
visual details and the umusual reliance on graphic metaphors provided by r.ueblo
adults when asked to tell of their childhocd experiences.

when children's drawings were analyzed in temms of their artistic merit,
John-Steiner and Osterreich found that kindergarten and first grade children
who are primarily Keresan-speaking, and who live in a visually rich enviromment,
nbtained the highest scores. At the same time, these and other bilingual chil-
dren were less etfective in retelling stories in English. They relied more
heavily on graphic skills as a vehicle for coidmunication and representation.
Interestingly, when thuse children who spoke both languajes were asked to
retell a story in their weaker language, they included more elements which were
related to what had been illustrated pictorially. They had difficulty remember-
ing content which was not portrayed visually as well as verbally. On the other
hand, white children often retold the purely verbal aspects of the story they
heard. |

In a similar vein, Collier found that Mavajos were cxceptionally skillful

-

1v. John-Steiner & H. Osterreich. lLearning styles among Pueblo children.
Final Report, U.S. Department of Health, Education, and Welfare, NIE, Grant No.
HEW : NE-G~00-3=0074. Albuquerque, M.M.: University of New Mexico, August 1975.

2y, Garcia. 'An examination of early childhood education of the American
Indian: a relationship of culture and cognition. Albuquerque, N.M.: University

of New Mexico, 1974 (mimeo).
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in identifying and interpreting visual detail in ph;tbgraphs of familiar
scenes.1 Havighurst and Neugarten found that the free arawings of 12-year-old
children from the Hopi reservation were judged to have a more advanced sense of
realism and spatial representation than a comparison group living in a northern
urban center.2

When educators interviewed in the course of Fhis needs assessment were
asked to discuss the most serious learr ing problems they encountered among

Indian children and to describe any di-tinctive features of the children's

”

learning patterns, most identified the children's inadequate mastery of English
as their most serious educational problem. Others likened Indian children to
all other rural children, referring to their restricted language skills and the . . -

harrowness of their information base. Same individuals referred specifically to
the tendency of Indian children to learn by observation; They described a learn-
i;g pattern in which children are reluctant to Proceed on a trial-and-error
basis, preferring to continue cbserving the model behavior until they feel ready
to execute it perfectly the very first time thé; try to do itl 'According to
this viewpoint, extensive verba! explanations are largely ineffective as a means
of pramoting learning. These abservations dovetail/ﬁith the interest of John;
Steiner and Osterreich in children's observational(iearning and the degree to
which representational behavior may be based on visual imagery.

Our abservation of children in classrooms noted the limited discourse in

most classroams and the almost skeletal command of English exhibited by many of

the children. Most of the learning of English was passive; children were simply

1J. Collier, Jr. Visual anthropology : phylography as a research method.
New York: Holt, Rinehart & Winston, 1967,

2R. J. Havighurst & B. L. Neugarten. American-Indian and white children.
Chicago: University of Chicago Press, 1954,
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i
xzequired—to listen to what the teacher had to say. Usually, they spoke only to
provide one- or two-word replies to specific questions. There was little oppor-

tunity for children to use English in elaborated, conceptually complex ways.

Summary and Implications

_Test data purporting to assess the intellectual aptitude and academic
'a}chieven\ent of Native American children abound, but a multitude of factors--
the culturally biased content of these tests, bilingual background of many Nat-
ive American children, inappropriate linear interpolation of age scales, lack
of information regarding the conditions under which the tests were administe}.'ed,
and .the motivational level of the children during testing--render the mass of
existing data difficult to interpret. Nevertheless, certain trends stand out
and appear to be valid: Native American children perform better on ngrwerbal
than on verbal tests, and their academic achievement, as compared with a stand-
ardization group of age-mates, lags progressively as they pass tﬁrmgh school.

In assessing the significance of achievement test data, it is important to
remember that a child's reading skill has a decisive effect on performance ir-

‘respective of the test's specific content. The findings reported here indicate

low mathematics achievement scores and also point to the pervasiveness of below-

norm performance. However, be;ore assigning meaning to a profile of achievament
test scores, it is essential to determine how performance on each subtest is in-
fluenced by the child's reading ability. Despite the apparent specificity of
their content, some achievement tests reflect little more than the child's read-
ing skill.

The results of standardized testing may be interpreted in profoundly diffez:r

ent ways. They can be dismissed because of the acknowledged cultural bias of the

tests and the fact that performance on most tests is largely a reflection of

1

languagé mastery and reading skill. Since English is a second langquage for large




- 153 =

numbers of Native Americans, it is to be expected that their language and read-
ing campetence will develop more slowly.

On the other hand, the language deficiency indicated by the tests may repre-
sent more than a measurement artifact. Feldman suggests that the form of E;glish
used by Eskimo children seldom deals with abstractions or conceptually complex
phenomena and that children's subsequent learning of standard English is too
1ﬁniteé to enable them to deal with camplexity in English. Thus she concludes
that these children lac# the linguistic tools to eﬁgage in thinking which is cam-
Plex and exact. Because.of their poor English, Feldman believes that Eskimo
children are exposed to a minimally abséract curriculum. She questions whether
their language is sufficiently differentiated, both grammatically and 1ex}ca11y,
to permit the use of standard instructional procedures. She emphasizes the need
to help children to learn to represent their abstract ideas linguistically.

The recent work of John-Steiner and Osterreich deals with the same problem

in a very different way. They advocate that all schools, but especially those
for Indiag children, should rely less exclusively on verbal presentation. They
call for a greater diversity of instructional appro&ches, a synéhesis of visual,
observational, and exploratory methods which will camplement traditional reli-
ance on verbal representation. They believe that such diversity will be more re-

¢

sponsive to the established cognitive patterns of Indian children and thereby
support deeper and more rapid learning. )
Clearly, both avenues need to be taken. Native American cﬁildren need to be
helped to improve their uctive mastery of spoken English in ways that will enable
them to deal more effectively with abstractions, as Feldman recommends. At the
same time, schools for Native American children need to become more aware of the
children's distinctive learning styles, and to shift and broaden their methods 6f

teaching in accordance with the directions outlined by John-Steiner and Osterreich.
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VIII. EDUCATION FOR INDIAN AND ESKIMO CHILDREN

v

This section consists of three major subsections. The first presents some
statistics concerning the education of Native American children; the second is
a description of currently av;ilable educational programs for Indian and Eskimo
ch.ldren through age eight; and the final section gives an account of needs in
education and attitudes towards existing programs as these were expressed in our

mterv._ws.

NVERALL FACTS AND FIGURES

According to the 1970 Census, there were 93,4356 Native American children
under the age of=fi§e and 104,603 children aged five to nine years }see Table
VIII-1l). These two age groups adcy_&:o 198,039, persons or 25 percent of \the
total population of Native American!. A significant statistic for educators
and educational planning is that 353,106 Native Americans are under 18 years
old, constituting 45 percent of the total Native American population. Among
Indians énd E;kimos in rural areas, the under-18 age group comprises almost
half (49.5%) of the total rural population of Native Americans. As can be seen
fram Table VIII-1, the rural population e;cccds the urkan in all age categories
presented and has a substantially lower median age.

Census figures, while useful, should be examined with the knowledge that
(1) there are continual complaints that all census figures represent under-
counts;1 (2) most census data are based on a 20 percent, and sometimes on a 15
percent, sample adjusted to represent the total population; (3) reservations
and A%askan villages with small populations are either not included in bublished

census material or were not identified for the 1970 Census) (4) Bureau of the

lFor example, three independent counts of the Shiprock population found from
6,000 to 10,000 more Navajos in excess of the census count. The Navajo Nation:
An American colony. A Report of the U.S. Cammission on Civil Rights, September

1975, p. 117.
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Census figures and census figures supplied by the Bureau of Indian Affairs and
other gsources are often discrepant because (a) the Bureau of the Census count
of Indians on reservations includes only Indians living within reservations as
of April 1, 1970, and same Indians live off reservation for part of each year
(and were counted as residents of those off-reservation cammunities if that is
where they were on April 1, 1970); and (b) Indians living adjacent to reserva-
tions or on trust lands outside reservations are not included in the 1970 Census
count of the reservation population, but they may be included in BIA census

counts.

Table VIII-1*

1970 Native American Population by Age
and Urban and Rural Residence

Age Total Rural Urban
Under 5 years 93,436 54,206 (58%) 39,230
5~9 years 104,603 64,067 (61%) 40,536
Subtotal 198,039 118,273 (60%) 79,766
Under 18 years 353,106 215,184 (60%) 137,922

18 years & over 426,568 219,427 (51%) 207,141

All ages 779,674 434,611 (56%) 345,063
Median, American nonfarm Pam

Indians 20.4 18.2 19.1 22.6
Median, Alaskan

Ratives 17.9 17.4 - 19.7

*Source: American Indians, Subject Report, 1970
Census of Population, PC{2)=1F. U.S. Department of
Cammerce, Bureau of the Census, 1973, pp. 2-5.

Schools Attended by Native Americans

In FY 1975, the BIA Anmual School Census emmerated 190,226 Indian and

Alaskan children aged five to 18 in school in areas under BIA jurisdiction.
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This figure has risen substantially since 1965 (see Table VIII-2). In 1969,
when the Bureau started its kindergérten program, five-year-olds were for the
first time included in this count. 1In that year, 178,476 five- to 18~year—-old

children were enumerated as being in school. Thus, the five- to 18-year-old

population in school in 1975 represents a rise of seven percent over the 1969

figure.

Table VIII-2*

Number of Children Aged Five to Eighteen in School, 1969-1975

Total in
Fiscal Year School BIA Schools & Public Schcols % Other Schools %

1969 178,476 48,789 27 119,123 67 10,564 6
1970 185,587 47,878 26 126,859 68 - 10,850 6
1971 190,171 48,761 26 130,885 69 10,528 5
. 1972 197,211 48.605 25 138,519 70 10,087 5
1973 187,613 48,010 26 128,545 68 11,058 6
1974 190,031 47,561 25 131,912 69 10,558 6
1975 190,226 46,748 25 132,776 70 10,602 6

*Source: Statistics Concerning Indian Education, annually compiled, U.S.
Department of the Interior, Bureau of Indian Affairs.

Note: Not all percentages add up to 100% because of rounding off mmbers.

This increase in part reflect; the rising birth rate of the Native American
population in general over the past decades, and its espécially steep accelera-
tion since 1950. According to census reports, the Native American population
increased by over 40 percent between 1950 and 1960, and by a further 50 percent
between 1960 and 1970.1 As Tyler has pointed out, "New methods of identifica=
tion and of gathering Census data, and recéntly a new pride in Indianness are

: 2
given as partial explanations of these tremendous leaps forward." ’

lAmerican Indians, Subject Report, 1970 Census of Population, PC(2)-1F, op.
cit., p. xi.

25, L. Tyler. A history of Indian policy. Washington, D.C.: U.S. Depart-
* ment of the Interior, Buréau of Indian Affairs, 1973, p. 235.
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The new methods of identification mostly concern the criteria by which persons
with mixed Indian and other ancestry can identify themselves as Indian.1

The vast majority of Indian and Alaskan Native children under BIA juris-
diction attend public schools, and their attendance in public schools has been
increasing as additional facilities become available. The increase in public
school attendance is matched by a decline in attendance in Bureau schools.

In 1975, 70 percent of all five- to l8-year-old Native American children
in school attended public school and 25 percent attended Bureau schools. At-
tendance at Mission and other schools has held steady at five or six percent
for the past several years (see Table VIII-2). In the past ten years (that is,
1965-1975), public school attendance has risen from 61 percent to 70 percent
and Pederal school attendance has declined fram 32 percent to 25 percent. 1In
other words, vhereas in 1965 almost one-third of Native American children in

school attended Bureau schools, in 1975 this fiqure had fallen to one-quarter.

Number of Federal schools. This general trend is mirrored by the decline

2

in the number of schools operated by the Bureau (see Table VIII-3). Whereas in
1965, the Bureau operated 80 boarding and 178 day schools (a total of 258
schools), in 1975, 77 boarding schools and 116 day schools were in operation (a
total of 193 schools). This represents a substantial reduction of day schools
(62) but a very small reduction of boarding schools (3).

Many Bureau day schools have been supplanted by State schools which have
been built in cammunities which, earlier, were exclusively served by Bureau
schools. Furthermore, the Bureau encourages children to move ;:o the public
schools when possible on the grounds that "children become better adjusted to

living with all people in a cammunity when they associate with other children

1See American Indians, Subject Report, 1970 Census of Population, PC(2)-1F,
op. cit.
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1 .
in public schools.”™ Many parents also send their children to public schools
because they believe that the quality of public education is better.
Table VIII-3*

Number of Schools Operated by the BIA, 1965-1975

Fiscal Year Total Bearding Day

1965 258 80 178
1966 254 8l 173
1967 256 80 176
1968 226 77 149
1969 223 77 146
1970 215 77 138
1971 200 77 123
1972 199 78 121
1973 195 76 119
1974 194 77 117
1975 193 77 116

*Source: Statistics Concerning Indian Educa-
tion, annually campiled, op. cit.

Purthermore, children are also attending schools which are operated by
tribes under contract to the Bureau. The Navajo Nation was the first tribe to
undertake such an operation, choosing to exercise tribal control over the Rough
Rock school in 1967. As of 1975, 15 schools are contracted to Indian groups
from the Bureau in the following Bureau areas: Aberdeen (6 schools), Albuquerque
(1), Anadarko (1), Billings (2), Eastern (1), Navajo (3), and Phoenix (1).

The relative stability in the number of Bureau boarding schools is samewhat
deceptive because the boarding school enrollment has, in fact, steeply declined
(see below). However, there are two main reasons why a more or less stable
number of these schools remain to serve a dwindling population. Pirst, boarding

facilities are needed to serve children who come from broken hames or whose par-

,J'Statistics Concerning Indian Education, anmially compiled, U.S. Department

of the Interior, Bureau of Indian Affairs, 1975, p. 2. Unless otherwise stated,
educational statistics quoted here are from this source.
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ents cannot care for them or who are wards of the court. Often such children
make up the majority of the boarding school population. Second, existing
boarding schools serve geographically distinct areas with children for whom
no other schools exist.

Enrollment and Attendance

Although the number of bnarding schools in operation has remained stable
while the number of day schools has greatly decreased, student enrollment showws
a strong trend in the opposite direct:ion. Since 1969, student enrollment in
Pederal boarding schools shows an enormous drop, while enrollment in day schools
operated by the Bureau has hardly declined at all. Table VIII-4 shows that
there were 5,377 fewer children attending bearding school in 1975 than in 1969.
The parallel figure for day school enrollment is 106, The relative stability
of enrollment in day schools 1s probably due to the fact that kindergartens
have been adde” to more and mcre day schools since 1969; and that some schools
have also added seventh and eighth grade classes. The fact that many boarding
schools are underzenrolled was confirmed by our observations and interviews. The
number of children who live in Bureau dormitories but attend public schools has
also dropped fram 4,089 children in 1269 to 2,926 in 1975.°

Table VIII-4*

Average Daily Attendance (ZDh) as Percent of Enrollment in
Federal schocls, 1969-1975

Total Boarding Day
FY Enrollment ADA % Enrollment ADA % Enrollment  ADA %
1969 52,363 84 36,253 83 16,100 88
1970 52,195 A3 35,405 82 16,693 86
1971 52,591 82 35,928 80 16,520 g7
1972 52,7¢3 80 36,497 78 17,239 86
1973 51,180 79 33,677 76 17,264 84
1974 49,524 80 32,456 77 17,068 85
1975 46,880 75 30,886 72 15,994 82

*Source: Statistics Concerniag Indian Educat:on, annmually compiled,

OE. cit.
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The average daily attendance (ADA) figures presented in Table VIII-4 show
that boarders have a poorer attendance record than day school students and that
ADA in both kinds of schools is dropping. Overall, ADA has dropped from 84 per-
cent in 1969 to a disturbing 75 percent in 1975; that is, on any given day in
1975 one of four students was not in attendance at school.1 For boarding schools,
the figures are even worse. Since 1969 the ADA has dropped 1l percent, from 83
percent in 1969 to 72 percent in 1975. The figures for day schools show a drop
of six percent during the same period.

Thus, children are enrolled in school who do not attend school; but there
are also children between the ages of five and 18 years who are not in school at
all: This statistic was published by the Bureau beginning in 1967 and appears
below in Table VIII-5. As can be seen, it ranges from between four percent and
six percent of the total mumber of children enumerated in the age group. The
fact that the absolute figures show a great deal of fluctuation is difficult to
explain and may be due to changes in methods of enumeration.

Table VIII-5*

children Aged Five to Eighteen1 Enumerated
and Those Not in School, 1967-1975

Fiscal Year Total Enumerated Not in School %
1967 148,169 6,340 4
1968 152,088 6,616 4
1969 198,965 12,507 6
1970 205,574 12,052 6
1971 206,683 9,907 5
1972 213,245 9,119 4
1973 205,042 8,790 4
1974 208,939 8,254 4
1975 202,607 11,340 6

*Source: Statistics Concerning Indian Education,
annually compiled, op. cit.

lrn 1967 and 1968 the age range is from six years
to 18.

1Although ADA in public schools for the U.S. as a whole is also declining,
the decline is less steep and the ADA is higher: 1970--90.4%, 1972--90.2%, 1974=-
.. 89.2% (personal communicatiom, National Center for Education Statistics).
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If enrollment by grade 1s inspected in schools operated by the Bureau,
several trends emerdge fram 1969 o 1975 (see Table VIII~6):

l. In the elementary grades, a rather steady decline is seen over the six~-
year period. This is consistent with the overall declining enrollment already
discussed and heavily weighted by declining enrollment in boarding schools.

2. In each year from 1969 through 1973, enrollment also declines from first
through third grade. Inspection of figures for all eight grades of elementary
school confimms this as a general trend during this pe;iod.l This trend also
holds true for grades nine through 1. (see Figure VITi-1l). The first grade
enrollment is thus usually the highest of all subsequent grades. A reversal
of this consistent trend has taken place in 1974 and 1975, however; in these
years, a slight increase in enrollment is apparent from kindergarten through
‘third grade (see Table VIII-6).

3. Kindergarten enrollment shows more fluctuation than grades one through
three and in 1975 is very much lower than the 1969 figure. The number of schools
adding kindergartens, however, has been increasing. In 1969, the kindergarten
program began in 34 schools. In 1975, 101 schools had kindergartens.

4. With the exception of 1974-1975, when enrollment increased, high school
enrollment figures also show a steady decline. Even more significant is that
in each year shown, enrollment fraom ninth through twelfth grade is less than
one-third of the total elementary school enrollment, but comprises half the
number of grades.

The declining enrollment from year to year 1s undoubtedly due to a movement
to the public schools which, as noted, is encouraged by the Bureau. Somewhat

more difficult to trace is the decline across grades after first grade. It too

lFlgures for each grade are not presented here. See Statistics Concerning
Indian Education, op. cit.
r‘!
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Table VIII-6*

Figures include kindergarten and beginners.

172

Enrollment by Grade in Bureau Schools
Fiscal Kinder~ First Second Third
Year garten Grade Grade Grade K-3 K-8 9-12
1969 4,300’ 5,504 5,142 4,644 19,590 38,710 12,361
1370 4,871? 5,268 4,934 | 4,792 19,065 38,722 12,191
1971 5,3757 5,112 4,821 4,497 19,805 39,014 12,201
1372 5'2101 4,747 4,51% 4,379 18,848 39,272 12,090
1973 4,292 4,552 4,607 4,396 17,847 37,129 11,658
1974 3,758 £,117 4,118 4£,280 16,273 36,351 10,761
1975 2,485 3,566 3,724 3,748 13,523 33,468 11,015
*Source. Statistics Concerning Indian Education, annually compiled,
op. cit.
Tt
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Figure VIII-1

Enrollment for Selected Grades in Bureau Operated Schools
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may be connected with increases in public school enrollment and a move to con-
tract schools. Also connected may be a dropping out of children in the elemen-
tary grades. These speculations can only be confirmed by inspection of local
public and contract school records. The high school enrollment decline is almost
certainly largely due to the high dropout rate (see below).

As far as the decreasing enrollment in kindergarten is concerned, this may
be due in part to the elimination of the beginners groups which, in turn, may
account for the swelling enrollments in first grade. 1In FY 1973, the beginners
classes were officially discontimued. These classes were for six:year-old chil-
dren who were considered unready for first grade (and are included by the Bureau
in the kindergarten enrollment figures--see Table VIII-6). In some areas, be-
ginners groups were in fact discontinued only in FY 1975. The sharp dropoff in
kindergarten enrollment fram year to year since 1972, therefore, is probably the
result of a move to first grade of the six-year-old beginners. The relatively
high first grade enrollment probably reflects the same set of events, as well as
the influx of childran into the first grade to begin their schooling.

As a whole, therefore, these tremds involve a convergence of complex and
interconnected events: increasing public school enrollment, decreasing Bureau
school enrollment, the institution of kindergarten programs coexisting with be-
ginners groups, the gradual phasing out of the beginners groups, and perhaps an
increasingly smaller incidence of children repeating grades.

As can be seen in Figure VIII-1, fram the eighth to the ninth grade there is
a sharp rise in enrollment so that ninth grade enrollment is about the same as
that of sixth grade, before declining again with each succeeding year of high

school. The obvious explination for this is that for children who have attended

other schools during the elementary years, no other high schools are available
and they enroll or re-enroll in Bureau high schools. This may be especially

applicable to children living in isolated areas such as in Arizona and Alaska.
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The majority of Alaskan bush villages have no high school, and in Arizona there
were no public high schools on reservations until 1968.

Dropouts and Graduates

The Bureau reports a dropout rate for kindergarten through twelfth grade of
eight perscent.l When we look at the high school population, the dropout rate is
much more severe. The cambined dropout rate for high school students in Bureau,
public and private schools is‘35 percent, down from a reliably reported 42 per-
cent in the late sixties.? This high dropout rate in the high schools is con-
firmed by the discussion above (see also Figure VIII-1).

The number of students who do graduate from Bureau high schools is getting
smaller, in absolute terms, each year (see Table VIII-7). Whereas in 1969,
2,039 twelfth graders graduated, in 1975 only 1,502 did so, a differenco; of 537.
The ‘twelfth grade enrollment was down 229 over the same period. The percentage
of twelfth graders who graduated fram 1969 to 1972 has declined 16 percen;: over-
all, from 89 percent in 1969 to 73 percent in 1975. A slight increase in the
percent graduating (6%) is noted in 1975.

Table VIII-7

Number of High School Graduates, Bureau Schools, 1969-1975

Previous Year's

Piscal 12th Grade Number of Absolute Percent
Year Enrollment Graduates Difference Graduating
1969 2,29 2,039 257 89
1970 2,392 1,939 453 8l
1971 2,353 2,090 263 89
1972 2,522 1,958 564 78
1973 2,420 1,685 735 70
1974 2,324 1,566 758 67
1975 2,067 1,502 565 73

J'Drgaut Rates in Bureau of Indian Affairs Schools, drawn from Annual
School Attendance Reports, January 20, 1976.

2l’acts hbout American Indians and Alaskan Natlives, U.S. Department of
The Interior, Bureau of Indian Affairs, March 1975.
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LIn summary, Native American children are leaving Bureau schools in increasing .
mumbers and the vast majority attend public schools. Even those who begin th;ir
" schooling in Federal schools tend to leave; each grade has a smaller population
than the one before. If a child gets to twelfth grade, the populgtion/of peers
will be smaller than in kindergarten and, as discussed in the previous section,

if he or she graduates, it will almost certainly be at a level at least two years

behind grade norms. Moreover, the graduating student will be lagging further be-

hind at the point of graduation than at any previous time.

-
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DESCRIPTIONS OF EXISTING EDUCATIONAL PROGRAMS

Over the years the Federal govermment's abligation to provide education for

Indian and Eskimo elementary school' children has had to deal (with varying de-

grees of success) with the fact that an increasing mumber of Mative American
L A

children attend State operated public school systems. Federal mlonies are going

both to Federally operated schools, that is, Bureau schools, and to State support- /

ed schoolAéystems. The two agencieé through which most of these monies are fun-
neiled are the Bureau of Indian Affairs and the Office of Education. In recent \
years, the major legislation through which monies are aprropriated are:
Johnson O'Malley Act of i934 and subsequent améndments
Impact Aid, 1950 and subsequent amenéments

Elementary and Secondary Education Act of 1965 and subsequent
amendments, espesially Titles I, II, III, VI .

Indian Education Act of 1972, Title IV
Bilingual Education Act of 1975
- Indian Self-Determination and Education Assistance Act of 1975
A discussion of this legislation and the administration of monies which it
provides is not the task of this report. ‘It should be noted, however, that when
Federal monies are allocated to sgates, 5 complex of factors can affect the
amount of money spent, what it is spent for, and how or if it is monitored. A '
recent report of the National Indian Education Association points out that the
Johnson-0'Malley Act has led to Federal financing without Federal control, and
notes that, although it was in paré designed to do so, legislation has "not re-

moved confusion and inéquity from the business of fipancing Indian education in

the public schools."1

1Studxof Title II of PL 93-5638. A report prepared for the Bureau of Indian
Affairs by the National Indian Education Association, Minneapolis, September

1975, p. 1.
177
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The report goes on to note that:

Since education is a function of the States, the States' various
attitudes toward taxation and education on the one hand and to-
ward Indians cn the other, shape the ways in which educational
costs are borne. State plans for financing education, for example,
both determine and reflect how much of the cost of schooling is
paid out of whose pockets.1

v
H

Brief Overview of Facilities

Federal elementary schools, for the most part, cover kindergarten or first
grade through eighth'grade, though there are some that go only through the
fou;th grade and others that just have kindergarten and the first one or two
grades. On the Papago reservation, for example, the Bureau built roads to out-
lying villages in order to establish small day schools with kindergarten and
first grade or kindergarten through fourth grade. Such a policy has several
advantages: children are not bused.long:distances; teachers have the same chil-
dren for several years and get to know children and families; the school has a
better chance of being integrated into the cammunity. In Papago, now, in a re-
versal of previous policy, some of these small, local schools will be absorbed
into a more distant and la.ger school now being built.

Public and Federal schools usually have separate facilities for elementary
and high schools, though there are schools that go all the way from kindergarten
through the twelfth grade. Since the beginners level has been eliminated in

Pureau schools (where children began at age six, entering first grade at age

. seven), children now start either in kindergarten or in first grade. The Bureau

has added seventh and eighth grddes to elementary schools in response to the

wishes of many parents who want their children to stay home as long as possible.

1Ibid., pp. 1-2. See also S. Smith & M. Walker, Federal funding of Indian
education:’a bureaucratic enigma. Washington, D.C.: Bureau of Social Science

Research, Inc., 1973.
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Schools visited by the study team reflect the range of facilities found in
schools in any cross-section in the country. Many old buildings are still in
use and, rather than keing renovated, new units have been added when existing
space became inadequate. Several Bureau schools visited had aéded prefabricated
units on the school grounds to house kindergarten classes, and math or reading
labs. There are also new schools, both public and Bureau. Many of éhese are
lavishly designed and furnished, often spacioué, light and cheerful. Same are
notably more creative in their design, for example, in the way space can be
used, than others. Except for small schools, the elementary schools have gyms
pgt these are often ill-equipped, lacking wall bars, tumbling mats or roées fPr
climbing.” Outside Play areas, for the most part, were also not very well-equip-

ped or designed.

The- school, egpecially the Bureau school, is a highly visible institution
in Mative American communities. As Wax describes it:

The visitor drives for miles on a reservation, scarcely noticing
the small Indian dwellings nestling among the hills. Then there
,suddenly appears a school campound containing several large class-

" room buildings and perhaps a boarding hall, together with a large
quantity of residential housing, much of it lcoking as if it had
been lifted straight out of contemporary mass-produced suburbia.
The whole, or at least parts of it, may be surrounded by fencing,
and the residential housing may be graced with the only lawns to
be seen for miles. The ecological contrast between Indian resi-
dential communities and school compounds is profound and is diag-
nostic of the relationship between Indian pupils and the educa-
tional establishment. 7Zne 3ituation almost appears colonial, or
at 'the least caste-like: between Indian community and schools
there is a strong social barrier, typified by the fences which
surround the cqmpound.l'

As previous observers have noted, rather than being a substitute hame for

*

children, the Bureau domitories are institutional, barracks-like, utilitarian
I'd

: L

1y, 1. wax. Indian.Bmericans: unity and diversity. Englewood Cliffs, N.J.:
Prentice-Hall, Inc., 197}, pp. 82-83.
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and dull in their basic design. However, new domitories have recently been

hurlt and these have amenities such as carpeting, pool tables and coke machines. |

Even 1in tbe older dormitories we often saw efforts to create a more homelike i

ammcsphiere~-curtains had been hung and pictures pu“z on the wall. )
As is true for the country as a whole, Bureau and public schools on reser=—

vations and in Alaskan villages are generally traditional in their outlook.

<—3b€fg are traditional expectations of how children are groupeds what children
are suppocsed to do in schocl and how they are supposed to 4o 1t; what an ap-
propriate relationsh:p 1S between teachers and children; and how a classroom
and a school should look. This means that, on the whole (and except when school
populations are extremely small as in some Alaskan villages and in isolated.
villages on reservations) children are in self-contained classrooms and grade
levels are separate. 1In some new open-space schools there 1s sufficient flexi-
bility and interest to provide alternative grouping of children ard teachers.
[ A grea* deal of programmed materials, such as SRA, bistar, and Alphasets,
Are in evidence in the classrooms. In a rumber of schools thers was a consider—
able amount of costly equipment. Children in the kindergarten and primary grades
in many of the Bureau schools had a supply of tape recorders, with special ear-
pﬁones. There were color television sets in same classrooms. In a few instances,
there was extensive audiovisual equipment for older children. If there is an
over-reliance on such materials, children éan become passive, and teachers can

became merely the instruments for passing the ideas of others to the children.

There was -a great deal of variability in the number and quality of supple-

mentary materials in the classrooms and the degree to which they were used. In
some classroams there were very few books other than textbooks. Others had an
adequate supply. One of’the most impressive libraries we saw was in the Bethel

' agency. This was a good collection which was circulated to children in over 30

‘ | 1590
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Bureau schools in the Bethel area and in addition to books included a great deal

of material on vaideotape.
In the presch001 programs serving Native Americans, and in cortrast to the

schools, the inadequacy of facilities is a major problem. In one Alaskan village,

for example, a cook teld us that "the greatest needs for the Head Start center
are more heat in the winter and more storage space- at the moment, toys are
stored in the kitchen..."

In this yvillage, as in many other sites we visited, the Head start program
is located in the commanity ball which has social events at night, and therefore

the teachers have to put the ecuipment away every afternoon and set it up every

morning. In Casa Blanca, on the Gila River reservation, this problem was conm-

pounded by overcrowding; in one center there are tco many children for the pbuild-

ing, and another centexr has to operate on double session pecause of the large
rmmber of children enrolled.

In many cammunities parents and other community people have worked hard TO
find or puild new facilities for the Head Start programs. In Chinle, 55 parents
attended a meeting in the currently condemned Head Start building which lacks
water, alectricity and sanitation facilities} to plan the reogening of the center
in a new double trailer that the chapter had bought. While we saw sany Head
gtart centers that were housed in vacated BIA uildings, this is not true every-
where. In Cheyenne RiveIs for exarpie Head Start padly needs expanded facili-
ties but has been refuced pe:mission ro use tWO fully equipped, unused kinder-
gartens.

in spite of the fact thatr. Head Start projrams, along with all gervices on
reservations, share the difficulties imposed by isolation, inadequate communica-

tions systems. poor roads and weather conditions, they have shown that in most

places. it is possible to transport children to 2 school setting regularly.
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Adjustments have been made in extreme circumstance, such as in Navajo Mountain
where, because of the enormous area that the Head Start center serves, the chil-
dren fram Utah come two days a week and the children from Arizona came two days
a week. Similarly, extreme weather conditions may affect the operating hours

of preschool programs,

Educational Programs

Bureau Day Schools

Most of the teachers, aides, and other ancillary personnel whom we cbserved
and interviewed in Bureau schools were sincerely committed to doing a good job
with the children with wham they worked. Many peositive attitudes towards the
children were expressed: "The kids are friendly, outgoing, they want to learn,
they are interested."” “The children are curious, warm, friendly, open." "The
children are very quiet, shy, inquisitive, interested.” "The children are ve.;
outspoken, a joy to teach." Some people think that teachers may be too soft
with chiidren, too wiiling to accept second rate work or simply to pass them
through in order to b:i nice.

Although some teachers have a high level of expectation for the children,
they are discouraged by the many other difficulties the children have to contend
with in their lives and by what they consider to be the lack of meaning of much
o£ﬂ£he education. Por example, a teacher in the Dakotas tcld us: “It is dis~
couraging t~ work here when you see what a bleak future the kids have. School
seems so irrelevant to the lives of these children! Ig's a dr2am world; what

zre we really preparing them for?" BA teacher in the Southwest said: "We don't

have relevant education for these kids, they aren't getting the language Aown

and they are getting lost. We must get away from so much stress on middle~

Amperican image in schools. The kids are turned off." 1If the children are
®

turmed off, ani there is every indication that many are, at least part of the




. -173 -

problem lies in the kinds of experiences they have in school.

There iz very little curriculum that is related to children's experiences,
either to the physical or the cultural enviromment in which they live. Although
a mumber of tribes (for example, the Navajo, the United Tribes of North Dakota,
and the Miccosukee) have develoj culturally-related curriculum materials, for
the most part these are used in the most mechanistic way, and became simply an-
other set of workbooks and worksheets. We rarely saw Situations in which the
children were encouraged to talk about their own lives, their families, relate
stories, bring in artifacts, trace their lineage, make maps of their own lands,
or discuss current or past tribal organization or politics.

Minimal use is made of outside resources, such as people fram the community
caming in to talk with the children, to teach crafts, or m-sic. In one school
we visited, a group of grandparents were building a hogan on the school property,
but none of the children was involved. In another school, a well-known local
potter came to the school and rotated through the classes having the children
work with clay for about half an hour. However, this was an isolated activity.
The classroom teachefs did not pick up and extend it in any way, througkr dis-
cussions, stories, or science activities.

Very few opportunities for direct experiences are provided. There are few
instances where children are taken on trips to local places of interest (unlike
in the preschool programs); for the most part, school trips are limited to large
end~of-year activities. Minimal use is made of iocal regsomrnas, either in the
work world or in the natural enviromment. There is little or no opportunity to
recreate experience through writing, art, models, maps. We saw no efforts to
encourage writing that is useful or relevant, such as letters to other classes,
inquiries about a sgick child's health, getting information from goverrment

agencies or businesses, etc., There is practically no creative writing in
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evidence. Most of the school and classroom walls display commercial materials.
If children's work is displayed at all, it is usually a crayoned drawing related
to an area of curriculum, or 25 identical pumpkins cut out of colored paper.

There is heavy emphasis on programmed materials. As a result, little or no
research skills are being taught. The dictionaries used were commercial ones,
and not supplemented by those made by children. There are few discussions among
children or between teachers and children that are not related to correcting
paper and pencil work. Children simply move fram one set of materials to an-
other, often at their own pace, but with little difference in the skills and
abilities being tapped. There are few games, either commercial or developed by
teachers.

A feeling of anonymity pervades many classrooms. The teachers are rarely
called by their names; they are called simply "teacher.” The children have
little or no opportunity to mdke choices. At the same time there is seldom an
expectation that th; children will take responsibility for anything even as
simple as routine classroom jobs; group decision-making among the children was
hardly ever cbserved.

A number of teachers we interviewed expressed concern and dismay at what
was happening in the classrooms in their schools. Many commented that children
fall behind in the third or fourth grades. In fact, the fall-back of children
was mentioned over and over again and we were repeatedly told of eighth grade
children performing at fifth grade level, of the fall-back beginning in the sec-

ond grade and being established by icurth grade, etc. While teachers and others

" were often distressed by this, many took it as a fact of life. When we asked

why this fall-back occurred, many sducators told us that they believed it was
connected with inadsgquate lanquage development. Sometimes teachers were blamed

by other teachers for using thwe wrong methods and having the wrong attitudes.
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One Bureau Education Specialist thought the teachers "expect children to read
and if they have trouble with English they autamatically think they are slow.™
She added: "We should use better techniques, more like those used with younger
children--direct experiences, one-to-one and small groups; we should use more
praise"; or another teacher who said: "I believe in learning by doing. There
i35 too much busy work and paper materials in our classrooms"; or, from a teacher
who had just taken the children out on a local trip to pick branches, seed pods,
and cacti: "I don't really have any time to do this because there’s so much
Distar I have to do with the children." Feelings of frustration were exprezsed
by many teachers, bvt few seemed able to break away from the all-pervasive paper
and pencil group tasks and prescribed, prepackaged materials.

Two outstanding Bureau teachers who were "individualizing” their programs
and not rel?ing campletely on programmed materials were doing so in completely
different ways. One was traditionally oriented, the other had organized an open
Classroom. 1In the traditional class the children were seated in two long rows
but had chosen to sit in that way; the teacher alternated between didactic teach-
ing at the front of the class and work with individuals and small groups. Chil-
dren were encouraged to help one another but a playful spirit of competitiveness
was fostered through contests on such things ac how many words could be pull;ad
out of the phrase "Halloween is spooky." Daily passwords had to be spelled
correctly before leaving the room for lunch. This teacher encouraged self-
expression in many different ways, and also supported children's feelings nf
competence by having math or writing papers from every child displayed in the
class.

The other teacher had developed an gpen classroom in the kindergarten; she
made use of materials from the natural enviromment, She often took the children

out for walks near the school where they picked up different kinds of stones and
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fossils which they then studied. She used a large area at the back of the
school as an enclosure for two sheep, goats, rabbits, and chickens. The chil-
dren had the full responsibility of the daily care of these animals. In the
spring, a Mavajo shearer came to the school and showed the children how he
sheared the sheep, and then they washed, carded and wove the wool. The children
had dictated stories to the teacher which were displayed in the classroom.
Skills were being taught through study of the natural environment, as well as
with the use of sequential learning materials. Everyone called this teacher by
her given name.

Bureau Boarding Schools

although it is popularly believed that children attend boarding schools
entirely because of distance and transportation problems, according to one
source, "Approximately 75 percent of such enrollments are for 'social reasons'

ll!l

or ‘'because they are not able to get along with others. In other words, as

noted earlier in this section, boarding school is a way of providing subsgtitute
care for children whose families are disrupted or are considered incapable of
handling or caring for them, or who have additional problems. The boarding
school population has changed over the years and, as Allen grimly puts it:
“Eligibility for admission today is dependent on a number of factors: impoverish-
ment of parents, geographic isolation, as an alternative to peyal detention, and
as an alternative to psychiatric hospitalization in institutions that do not
exisc.“2

Boarding school facilities have been improved in recent years as have

1Indian Family Defense, a bulletin of the Association on American Indian
Affairs, Inc., November 1975, No. 4.

27. R. Allen. The Indian adolescent: psychosocial tasks of the Plains
Indian of Western Oklahoma. American Journal of Orthopsychiatry, 1973, 43,

FullToxt Provided by ERI
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some of its policies. Whereas previous generations were forbidden to speak their
own language, and were punished for doing so, children are now permitted to speak
in their Native tongue. 1In addition, they are encouraged to go home on weekends.
This innovation, widely praised by Bureau personnel, does not, however, always
work out. In Papago, for example, the children are supposed to be bused home
once a month but there is not enough money for the buses and the gas. A mother
in the remote commnity of Navajo Mountain whose children go to the Shonto Board-
ing Schooi;gézabéhej;éuld like to bring thém home on weekends but she does not
have enough money to pay for the gas for such a long trip. R
Children aged five and below, while often enrolled in boarding schools, are
r/drhot sﬁppsgéd to be boarders. Nevertheless, everyone knows that there are some
boarders in this age group, but presumably there is "nowhere else for them to
go." Over five years agu, Havighurst pointed out that boarding schools "must
cope with the loneliness and longing for parents of several thousand children

. below the age of ten. "

Although most of the boarding schools we visited provided a range of after-
school and weekend activities for the older children, we consistentiy noted that
few such activities or appropriate substitutes are available for children under
ten (or for the increasing number of day students).

The diféerent populations of students at the boarding schools--day students,
students who are far from home, and students EPO are placed by socia’ service
agencies--have different needs. A large proportion of these children have al-
ready experienced problems in living severe enough to warrant their being sent

away from their communities. The stress that these problems have generated means

that ihese children have special needs. The situation calls for unusual skills

$0z el

R. 3. Havighurst. The education of Indian children and youth. Summary
Report and Recommendations. USOE OEC-0-8-080147-2805, December 1970, p. 41.
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and special training for the educators and for the adults who care for these
children outside the classroom. Yet in terms of education there was no detect-
ably different policy for these groups. And there is an almost total lack of
supportive or thgrapeutic services, except for some academic counselling. The
difficulties we were told about range from relatively simple ones that could
easily be solved by better follow-up and more adequate funding ("We practically
have to beg social services to give us money for clothes"), to those that be-
speak more fundamental problems ("™when a child runs away fram school, we never
find out why. We need a social worker or a psychologist attached to our school.
When there is success, parents don't hear of it either").

As notedﬁin many studies and testimony at hearings, parents in general
have mixed feelings about childrean's going to boarding schools. Most parents
whom we interviewed indicated a preference for keeping younger children at hame
and prefer;:ed to send their children to public or Bureau day schools within reach.
However, when the children get older same parents feel that they are better off
being sent away. We attended a meeting in one of the Pueblos at which parents
discussed plans for a new high school, the first on this reservation. One par-
ent, reflecting the feelings of many others, said: "We would rather send our
children to boarding school than have a high school here because we are afraid
we can't cope with teenage probléms here on the reservation on an everyday basis."
Other people regard boarding schools as a place away fram home which builds char~
acter and self-reliance.

In Alaska, many parents and Mative officials were concerned that sending
children to distant boarding schools has a divisive influence on families. We
were told that after the boarding school experience many childr;an came hame re-~
senting the lack of amenities offered in their homes and villages and looked down

4

on their parents for tolerating such a state of affairs. Many people were in
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favor of local high schools and urged that they be built. The teenage childresi,
however, were less in favor of this because they often looked forward to going
away, Seeing another part of the world, meeting a different and much larger peer
group thar their small cammunities offered, ana sampling the higher standards of
living offered by Bureau boarding schools such as Mount Edgecumbe.

Others who have examined the boarding school program have consistently
criticized it. There is general agreement among knowledgeakle cbservers that
boarding schools for Native American children have a responsibility that goes
far beyond that of the ordinary day school, and that the boarding schools have
not in the past and do not now provide the kind of enviroment or the sducational,
counselling, and other huﬁan services that their population requires.1 :

The primary focus of criticism is and has been on the disproportionately
emall number of adults who are available to the children., There are discrep~

ancies in the aide-to-child ratio reported from school to school and within

schools. The principal of one boarding school told us that although the ratio
of dormitory aides to children was 1:25 on paper, ‘in actuality it was closer to

1:60'

1See, for example, R. L. Bergman. Boarding schools and psychological prob-
"lems of Indian children. Paper presented at Meetings of the Mmerican Academy of
Pediatrics Committee on Indian Health, May 1967. Printed in Special Subcommittee
on Indian Education, Indian Education, Part 3, Washington, D.C.: U.S. Govermnent
Printing Office, 1969, pp. 1124-1125; R. L. Bergman. A sccond report on the
problems of boarding schools. Paper presented at Meetings of the American Academy
of Pediatrics Committee on Indian Health, May 1968. Printed in Special Subcommit-
tee on Indian Education, Indian Education, Part 3, Washington, D.C.: U.5. Govern-—
ment Printing Office, 1969, cp. 1128-11335 B. A. Birchard., Boarding schools for
American Indian youth. The National Study of American Indian Education, Vol. II,
No. 2, June 1970 (mimeo)s E. Dlugokinski & L. Kramer. A system of neglect:
Indian boarding schools. American Journal of Psychiatry, 1974, 131, 670-673;
C. A. Hammerschlag, C. P. Alderfer, & D. Berg. Indian education: a human systems
analysis. American Journal of Psychiatry, 1973, 1230, 1098-1102; T. P. Krush,
J. Bjork, P. S. Sindell, & J. Nelle. Same thoughts on the formation of personal-
ity disorder: study of an Indian boarding school population. American Journal of
Psychiatry, 1966, 122, 868-876:; M. Beiser. Editorial: A hazard to mental hea :
Tndian boarding schools. BAmerican Journal of Psychiatry, 1974, 131, 303-306.
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One effort to deal with this problem was the Model Doxrmitory Project at
Toyei..1 In thie program the initial aide-to-rhild ratio was reduced to 1:12 by
the hiring of 32 additiunal Navajo houseparents from the surrounding community.
The new staff were chosen by the school board for their personal qualities rather
than for their formal training. ° Some of the adaptations of routines were in
small details, easy to implement, but madg a difference in the quality of the
enviromment. ¥For example, instead of a loud gong ringing in the morning to wake
up the children, aides woke each child individually. Kitchen routines were re-
laxed so that children could have snacks before they went to bed. Bu@ the major
change was in the way aides interacted with the students. The aides received
special training designed to help them find ways to provide positive support
for the children rather than the impersonal care necessitated when a large number
of children is assigned to each aide. Cem L

The evaluation of the Toyei project chowed that, in comparison with students
from a control boarding school, the students performed better on tests of intel-
lectual development, were judged by their teachers to be working hard, and had
fewer negative emotional indicators con tests of emotional development. Further,
patterns of social interaction among the children and between children and aides
were more positive. This experiment seemed to be a step in the right direction,

/

yet it has been discontimued. The finéings seem not to have affected boarding
school policy. *

The quality of life in most boarding schools adversely‘aféects both staff
and students, and permeates thg‘educational program. 'In a study of a Soutlwest-

ern boarding school, whose 700 children range in age from 14 to 22 years, it was

found that both students and teachers believed that the longer they stayed in

1

G. 5. Goldstein. The model dormitory. Psychiatric Annals, 1974, 4, 85-92.
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school the less likely they were ts use their abilities. Further, the longer
Indian staff members remained at the school, the less likely they were to
describe themselves as able to affect matters. Thus, the Indian staff members,
those with whom students were most likely.to ident ify, had the greatest sense

of powerlessness. The authors state:

.+.15 it possible that the students feel they do not come here
to learn because, in spite of being at school, their teachers
do not believe they are being well prepared? Teachers who
give passing grades easily, but at the same time do not believe
the grades reflect the child's ability or preparedness, are
really saying the grade is not worth much; it is not a reflec-
tion of what the student does or ought to know. Doing well at
the Indian school academically does not mean students will do
well elsewhere. Indeed, it is the staff's expectation that
they will not; the s;udents know it, and they begin to believe
that they are responsible for it. The school continues to have
dxﬁflculty with dropouts, act-outs, and apathy because its
students believe that it does not pay to achieve and 4o well

in school. School holds a false promise; you can become all
you want by learning, but no one believes you are learning.

It becames clear in many ways that students and teachers talk
to each other but do not really hear one another...
t
' Certainly a necessary ktep is to build on the experience at Toyei, and

X

increase the number of dormitory aides in all boarding schools. Training for
these aides is imperative. EAs Golistein points out, at Toyei, many of the new
houseparents had attended boarding schools themselves. "It was hard for them

. to believe that they shouldido what seemed sensible and pleasant rather than
. L] \:

‘yhat had always been done. ‘At first, many of them felt guilty about having so

2
much fun at work.” X

Robert Bergman recomme%ds not only that the number of dormitory aides should
- 1

. .
be greatly increased, but tﬂat they also should be given basic training in /

i ‘ /

’ i
lC. A. Hammerschlag, C. P. Alderfer, & D. Berg. Indian education: a human
' systems analysis. American gournal of Psychiatry, 1973, 130, p. 1100.

)

%G. s. Goldstein, op. dit., p. 91. | _ j
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counselling, rather than bringing in a staff of mental health professionals, as
some have suggested. As Bergman points out, "The local people know the children,
their language and their ways, and the children trust them more readily...“1

Specialized training and adequate supervision for dormitory staff is certainly

‘ crucial. Working in a dormitory calls for special skills. Aides must under-

stand their role as parent surrogates, the reasons why the dorm atmosphere and

routines should be more homelike, and the kinds of activities as well as emotion-

al support that they camn provide for the childfen. They must be able to relate
Fd
{ .
to the children as inﬁi?iduals. They also must recognize the different tribal

backgrounds the chlldfgn came from. As a mental health consultant pointed out

\

to us, "Dorm life has a different impa t on different children. It is harder on

kids from tragitlonal families. A traditional child might have a frightening

I

dream, may dream of some taboo. At home, the child would ‘tell the family, the
Pad " s ! }

family would know what to do to work it out, perhaps see the medicine man. At
/

the dorm, there is no one to talk with, no one would understand. This can leave

-~

the child with a crushing gquilt.”
The boarding school situation has not changed appreciably since Mr. Birchard

wrote his review for the National Study of American Indiah/éducation in 1976;

the criticisms still hold. Although there are some signs of progress, others,

like Toyei, have come and gone. Most progress has been in the adding of mate-

rial objects whereas what is needed most is improved human services for children

in boarding schools. s .
That boarding schools are a mixed blessing is clear. They have been and
continue to be institutions which symbolize the isolation aqd social disrupt..on

of many Native Americans. They C;ﬁnnp,t,s.ix_np_ly be abolished without the creation

s , /
f
. k /

;

lRL L. Bérgman. A second report on the problems of boarding school, op.

, Cit., p. 1130. j

152 ' \




- 183 -

of other arrangements for the children they serve. Furthemmore, there are
Native American leaders who feel that the boagaing schools play an importanctc
role and who do nél want to see them disappear. Therxe is no doubt whatever that
the boarding schools require radical improvement, both in their educational pro-
grams and in the quality of life they offer the students. They must have the
resources to respond more effectively to the human needs which are their special
responsibility, and which cannot be divorced from programs in classrooms. All
schools have responsibilities to individual students that go beyond the specific
curricula they offer. Boarding schools have a far greater responsibility, for
they must offer substitutes for family life. As an Indian Mental Health worker
in one of the Pueblos said, "When children go to boarding school at a young age,
they do not learn how families work."

Public Schools

Public school classrooms generally exhibit the same reliance on programmed

materials as was evident in Bureau schools. There is a lack of emphasis on bi-

' lingual and bicultural programs except where they are mandated, and the quality

.

of téaching is uneven. Most teachers have only a dim awareness of tribal culture
and practices and this is reflected in their almost totally white-oriented curric-
ula. By and large teachers were unsophisticated in teaching English as a second
language. However, a number of peop}e questioned the role the Native language
should have in the curriculum. A principal of a small public school in Alaska
may typify this pos%;ion. He felt that learning English was extremely important
for the children in his school and that bilingual programs "slow children down."
His goal for his school was to teach academic subjects. "If a little kid knows

the subject, he has a self-image, and that is the most important thing in educa-

tion."

!

Wwith few exceptions, public schools do not see their mission as broader than
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simply giving children the basic skills. They are not functioning as c;mmunity
schools with libraries and gyms open for parents, adult education classes, etc.
They also do not try to equalize opportunities for Native American children in
such small but important ways as providing extra bus service late in the after-
noon for those children who stay after school for athletic programs. on the
high school level also, they have not varied fram the lock-step grade system,
and do not provide alternatives for youngsters who drop out of school, such as
workstudy programs, evening classes, mini-alternative schools.

Many parents believe that the quality of education in the public gchools
is better than in Bureau schools. Others feel that it is important for their
children to be in an integrated>sxtuation, and still others prefer to keep tﬁ;it
children at hame rather than at boarding school. As one Superintendent of a
large reservation school district stated: "If there were a vote, I1'd guess
about 80 percent would vote for the public school system because they are day
schools and because public schools can be directly controlled by the people.”
However, at present few public school boards have a majority of Indian parents
and the only schools which are truly controlled by parents are the contract
schools.

The shift in school population varies from one area to another. In One
place that we Qisited, the Bureau school which serves a 50-mile radius had almost
1,000 children until four years ago when a local public school was opened; the
Bureau school now has 472 students. In other locations, the shift is less dra~-

matic. In two places visited cooperative arrangements had been made between the

Bureau and the public schools (Fort Yates, Standing Rock,and Tuba City, Navajo).
Although there are many built-in problems with this stmucture, such as establish-

ing lines of authority and responsibility, it is an alternative worth noting.

j The percentage of Indian children attending each public school varies
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greatly fram one location to another, but no matter what the percentage of
Indian children, the ratio of Indian teachers is uniformly low. Without the
pressure of a mandate of Indian preference under which the Bureau operates,
most local school districts appear to be making little effort to recruit Native
American professional personnel, although they are beginning to hire Native
American aides under various title programs.

The greatly increased enrollment in the public schools has created finan-
cial strain in many school districts. As stated by one school official: *The
fiscal picture is most acute in Arizona. Unless something dramatic is done in
one to three years, there will be no more public schools in Arizona.® He went
on to say that in his district the BIA budgets $3,000 per child and the public
schools budget $800 even though the district has to pay ten times more for .
transportation than other Arizona districts. We heard many complaints of fiscal
crises among public school administrators. Although JOM cuts have not been uni-
form, they have had serious effects in many areas. In one school district in
North Dakota, JOM funds had been cut fram $91,000 to $33,000; in another, from
$80,000 to $28,000.

At the same time, same school boards we encountered refused to accept JOM
funds because they and the school administration were umwilling and unable to
find ways of using funds that wouldn't highlight the issue Yonly for Indian
kids."” They insisted that this was simply discrimination in reverse and that
it caused great friction among the parents.

Contract Schools

According to the Coalition of American Indian Controlled School Boards,1

there are currently 36 Indian controlled schools and 20 others which are in the

1

Personal commmnication, March 1976.
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process of ?eccning or wish to became Indian controlled. The Indian controlled
schools incﬁ?de those contracted to tribes fram the Bureau and funded by the
Bureaus priv%te schools funded primarily by foundations and Title IV of the
Indian Educatlon Act; and public schools with majority Indian school boards.

The Burea% has contracted 15 schools to tribal organizations and two of
these schools were visited by the field team. Both schools--Rough Rock and
Borrego Pass--are on the Navajo reservation. It is clear that the boards and
local communities which are responsible for these schools‘are dealing with many
complex problems and are confident that local comtrol is crucial to effecctive
education for the children.

Rough Rock was the first contract school. The facththat is has developed
a program that meets commnity needs and has been positively evaluated, has made
this school a model for other communities considering contracting. The school
has been visitéd by hunéreds of people fraﬁ different Indian commnities as well
as by interested educators. It receives applications for staff positions from

-~

all over the country. A former director of the school said that Rough Rock

demonstrated that the‘Indian people could run their own school and gave them
the confidence and the will to take on responsibility for other educational pro-
grams.

Rough Rock School goes fram preschool through high school. About half the
children are boarders and half are day s?udents. A notable feature of the Rough
Rock School is its warm and easy atmosphere, and the frequent presence of par-
ents in classrooms, offices, and corridors. Instruction in this school is in
Navajo from preschool through second grade, and reading and language arts mate-
rials are available in the Navajo language. In the second grade, English is
introduced. In the third grade, instruction moves from Navajo to English, and

in the fourth grade all instruction is in English. Teachers from the fourth
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grade up are white so that children have teachers for whom English is the first
language.

There was evidence of art activities, social studies, and teaching methods
which encouraged children's active participation and made use of direct experi-
ences. Children in classrooms and in the halls spoke among themselves both in
English and Navajo.

In one kindergarten, many materials and areas were in use, children were at
tables and on the floor using manipulative materials, chatting among themselves,
participating in free dramatic play. In the other kindergarten classroom the
children were seated at a table forming letters on ruled paper. The quality of
relations among children and adults was consistently cordial, relaxed, and
often laced with humor.

The Borrego Pass School is a small primary school, located on the top of
a mesa in a remote section away from Crown Point. It serves two camsunities
about six to ten miles away. The school was contracted to function as a commun-
ity school s;veral years ago. It is located in two buildings, a main building
and a two-room building for the higher grades. The primary concern of the couple
who direct this school is to improve the language skills of the children--language
for cammunication rather than for grammatical excellence. The staff seemed to
be umisually resourceful and experimental. They were experimenting with new
methods of teaching language and were umisually free, both in critical evalua-
tion and in developing new teaching methods. They have rejected the Ginn method
of teaching English, feeling that it puts too much pressure on the children. In-
stead they pelieve that English should be taught by a non-Navajo-speaking teacher
who can provide activities that are intrinsicaliy interesting and who can develop
a close and caring relationship with the children.

The administrators of this school showed excellent judgment in their recruit-
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ment of personnel and seemed uncommon ly know ledgeable about the resources avail-

able to them. They complained about being among the last to receive delivery of

essential materials from the Bureau, implying that contract schools were given
poor service.

The community appears to be enthusiastic about the school. Because it is

<

identified with the commnity, there has been no vandalism.

Mission and Private Schools

Aimost all private schools on or near reservations or in Alaskan villages

are funded by religious groups. There are mission schools which are both day

schools and boarding schools. Some parents send their children to these schools

becatise that is where they were educated. Some schools are teaching the third

-

generation from a family. Currently, 95 mission and private schools serve a

stable minority, about six percent of Native American children. Some mission

schools have fallen on hard times and are old and underfunded. Very often., they

have an excellent reputation, both for their unequivocal religious and social

values and for their,equally strong adherence to a traditional academic educa-

tion.

2

Project Follow Through

Project Follow Through began in the school year 1967-1968 with the operation

of 40 pilot programs designed to sustain and expand the gains made by children in

the natiomwide preschool program of Head Start. The Follow Through program is

now authorized under Title V of the Community Services Act of 1974. (It was

originally authorized under Title II of the Economic Opportunity Act of 1964.)

In the fall of 1968 many of the pilot programs came under the direction of

lapout 50 percent of the children in

Pollow Through programs were previously
enrolled in Head Start.
\
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~

“program sponsors,” thus putting into practice the program's concept of planned
variation. R
The concept of planned variation seeks to' test alternative approaches to

the education and development of low-incame children in kindergarten through

third grade.]' These varying social and educational strategies have been devel-
oped by educators and psychologists who may or my not be connected with an in-
stitution or university. The program sponsors (at present there are more than
20 in the United States and Puerto Rico) have developed curricula and teacher-
training procedures based on specific educational philosophies. They assume .
regponsibility for continued inservice training and supervision of teachers and
monitoring qu children'? progress while in the program.

Regardless of the model or sp"onsor, there are certain shared concepts and
objectives: -

All programs provide services to meet the medical, dental, psycho-
social and nutrition needs of the children served,

Major emphasis is given to the involvement as well as employment
of parents in the program. They participate in all areas of de-
velomment, operation, and general direction of the program.

Although educational approaches vary in accordance with the aims
of a specific model, all sponsors seek to develop children's learn-
ing abilities, encourage frequent interchange between children and
adults, include individual and small group instruction, attempt to
connect the child's school life with his/her cultural background,
and "believe that the child's success in learning is inseparable
from his self-esteem, motivation, autonomy, and envirommental

support. "2 J
A sponsor may be working with schools in rural and/or urban areas, with

one school district or as many as 19 school districts located throughout the

l'B. E. Maccoby & M. Zellner. Experiments in primary education: aspects of

Project Follow-Through. New York: Harcourt Brace, 1970.

zuimeographed information obtained from Rosemary C. Wilson, Director, Follow
Through, Division of Compensatory Educational Programs, Office of Education,
March 5, 1975.
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country. A few Follow Through programs are "sglf-spor_asore_d." that is, a community,
grou;i applies for financial support to try out a program which is no;: directed by
an outside sponsor. Usually, a self-sponsored program is confined to a single
school. In the school year 1974-75, more than 78,000 children were enroiled in
Follow Through classrooms in 617 schools. jIndian childx:en comprised approximate-
A

ly five percent, or 4,000 of this population.

Among the Fc;llow Through models in use on Indian reservations are: Behavior
Analysis Approach (University of Kansas) s Individualized Early learning Program
(University of North Dakgta), Tucson Early Education Model, TEEM (University of

Arizona), and Enge lmann-Becker Model for Direct Instruction {University of Oregon) .

pevelopmental Contimuity

A new pilot program funded by the Office of Child Development, pevelopmental

Contimuity is designed to ensure contimuity of experiences in educational, health,

and social service programs for children in Head Start through the primary years.
The project in pilcon, Arizona on the Navajo reservation is one of 14 pilot
projects and the only one on an Indian reservation, It was funded for its first

operational year in 1975-76, and involves Head Start and the Dilcon boarding

school. The program focuses on the following:

- combined training of Head /s/’tart and school staffs in Navajo
cultures :

o [ 4

- continuation of the bilingual program in Head Start through
the introduction of the Navajo language in the early grades;

- encouraging‘parents and community members to become a part of
the school as well as of the Head Start programj

- setting up a Developmental Continuity Committee to plan for
future training for all staff working with young children.
This group will make all important decisions regarding curric~
ulum development and language needsj

- better cooperation between the BIA area office as well as the
Office of Navajo Native American Programs at the agency level.

/ %50
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) l'i‘bsre was a year's Q!.gnning befo;.-e_the pProgram went into operation. In
Dilcon, this was a stormy pexiod; many difficulties had to be overcome in setting
up the coordinat_ion"process b:;é;(een the Head Sta-rt program and the Dilcon school.

\ .
The principal and teachers were not ready to accept a bilingual approach, nor
were they regd'y to accept parents, chapter members and school board members as
decision—mak;rs i:n the education of theirb children, The staff from the central
Head start office, as well as staff from the pilot Head Start centers, were not
cooperative in attending joint meetings and training sessions. Considerable
progress has been made, and as the planning yeér ended all participants made
appropriate concessions and agreed to continue the project in a fr.amework of
better cooperation. .' “

The‘ experience at ’Dxlcon is extremely important. The goals of the program
are admiral;Ie and the concept of educational continuity is an important under-
pinning of the recammendations made at the end of thg repo‘rt (see Section X).

The implementation of any new prc;graln in education is Aou.rd to have problems;
if the new program is to change already existing and firmly established poli-
cies, resistance is inevitable, and with so many groups involved, the resistance
may be compounded. The Dilcon experience could provide a model-‘both of the

kinds of problems to be expected and of the processes by which they were resolved,

at least in the planning year.

Head start

Head Start érograms on Indian reservations are funded by the Indian Migrant
Programs Division (IMPD) of the Office of Child Development. IMPD oversees all
Indian Head Start programs in the United States which are located on Indian reser-
vations. There are 70 reservations with Head Start programs, rangiy, from a
small reservation with one.center to the largest reservation with close to 100

centers. In all, Head Start programs on reservations serve approximately 8,000

<01
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children. 'rhese’"programs are about ten years old; many were started as summer
13

programs and were subsequently converted to full-year. operation.

In Alaska, Head Start programs are funded t;'xrough and are under the super-’
vision of Rural Alaska Caﬁmnity Action Progra;m (RurALCAP) . There are 35 such
Head Start programs in Alaska; most are in mrai areas.

All Head Start centers are required to provide comprehensive educatiox:ai

.programs and to follow basic Head Start guidelines. The educational philosophy
is based on a developmental approach to education and calls for acknowledging
in:iividual differences and learning styles in young children by providing a
variety of teaching methods and materials; accepting and appreci.ating cultural
differences and building positive self-con\cepts and individual stréngths; and
connecting school programs with the home and the child-rearing practices and
expectations of the local canmunity.l >

Head Start was instituted as part of the War on poverty in the mid-sixties.
since the program was designed for children from low-income families, low incgne
‘is a criterion for eligibility. This often means that if there is a job oppor-
.tunity for the parents, the child or children would become ineligible for Head
Start. ‘ .

As previously noted, a‘nd in contrast to most elementary schools, Head Start
facilities are a major problem. They often lack space, heat, and proper utili-

ties. Very often programs are housed in facilities that have multiple uses.

However, the playgrounds adjacent to many Head Start centers werc superb. The

lyead start Child Development: A Manual of Policies and Instructions. Com~
munity Action Program, Office of Econamic Opportunity. washington, D.C.: Govern=
ment Printing Office, September 1967. See also Bureau of Head Start and Early
childhood, Review of research: 1965 to 1969, Washington, D.C.: Office of Child
pevelopment, Department of Health, Education, and Welfare; and S. White, M. C.
Day, P. K. Freeman, $/ A. Hantman, & K. P. Messenger, Federal programs for young
children: review and recommendations, Vol. I: Goals and standards of 1lic pro-
grams for children. Washington, D.C.: U.S. Govermment Printing Office, 1973.
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treehouses in Cherokee, the beautifully constructed ax{d painted play areas in

Choctaw and Papago were mostly designed and executed by parents, and sametimes

by staff. A Cherokee center ‘also had a garden of produce which the children

-
.

tended. . .

&

One of the most striking facts about Head Start is ‘that almost everyone ap-
proved of it. Parents and tribal officials, elderly people and young people,
educators, headth and soc‘i.al service officials all told us of its benefits: the
children learn useful things and acqtiire skills early, they assocjate with other
children, learn how to share with others, and they begin to learn E;nglish (or the
Native language). Sometimes Head Start frees a mother a little fram continuous
child and hoﬁ\e care. Most people\!als"o felt it was an excellent preparation for
kindergarten or grade school. 'As \the Governor ‘of one of the Pueblos put it,
"They leamAto go to school in Head Start.™ Many kindergarten teachers told us
that the children who come fram Head Start "know more" and are especially eager
to learn. Grandparents told us that "the smart ones" among their grandchildren
were those who had béen to Head sStart.

We also heard same negative camments about Head Start fram parents. A young
mother.in Gila River said, "Sometimes I want him home because they really don't
teach him that much: * or another mother who said that the Head Start hiring prac-
tices were questionable because "they dor't care about kids, they hire people '
who need jobs." Some more traditional parents, as in Hopi, told us that they
t:hought:‘s children should be at home at ‘this age. Howevéi:, the overwhelming major-
ity of comments were favorable. A mother in a small Alaskan village said that
she liked Head Start because the children learn about food, th;ey take fluoride
pills and they brush their teeth. Another typical comment was from a parent in

Navajo Mountain: "Head Start is very good. Both of my children went for two

years. .Head start keeps children’s interest, they like to go every day. It

AV
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gives them skills to learn and knowledge of the world around them." A parent in
Papago summed up the attitude that we often heard expressed: "The only problem

with Head Start is that there are not enough Head Starts."

3

Parent Child Development Program (PCDP) °

L]

The Bureau's direct involvement in early childhood education began in FY
1969 with the establishment of 34 kindergartens which were attached to existing

Bureau day schools. In April 1971, in the paper Early Childhood Education (70-

60~E) , the Bureau stated its support for a more extended commitment to the young
child based on the growing evidence of research findings and reports Qf the impor-
tan;e of the early years as a time of sighificant learning. As a result of the
Bureau's interest, the Barent Child Development Program was designed and in 1974

[

n two pilot programs were established, one by the Choctaw tribe in Mississippi and

The objectives of the program are to enable each child to grow in intellec-
tual functioning, ego strength, initiative and inventiveness, relatedness to
people and coping capacity. The program does not prescribe an educational de-
sign but offers possibilities for types of educational programs. For example,

a program can be provided for children and their families at home, in family day
care arrangements, or through center-based programs. Any or all components may
be selected depending on cammnity needs, which are determined through a needs
assessment conducted during a planning phase before a PCDP is established.

Other essential features of PCDP are: (1) it is an operation contracted to
the tribe or Native organization; (2) it must be coordinated with health and
social services in the camminity, ti.ms providing comprehensive care to children
and their families; (3) it will work with existing educatiocnal programs in the
cammunity to develop an educational continuum for children from the early weeks

. L)
of life through third grade. All aspects of the program rely heavily on parent

2J4
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participation which is an essential aspect of the PCDP.

' The flexibility of the desien makes it easily adaptable to the specific
needs of either small or large communities. The two pilot programs in Acoma

and Choctaw indicate how the design may be adapted to accammodate the needs of
different communities (see Appendices A and B for a detailed description of these
two programs). <

Dax Care

Although the need for day care programs was reiterated in almost every com-

[

munity visited, there are very few such programs on the reservations.

; Many parents expressed the need for day care. It was felt especially strong-
ly in areas such as Tuba City where a rew hospital employs many young women with
small children who have great difficulty making arrangemenés for their children's
care while they work.

pParents have became more sophisticated about the needs of young children
partly as a result of Head Stari. ng camnent of a mother in Isleta was echoed
‘. in many other places: "There’ is a great need for day care that offers an educa-
tional program and not just babysitting.” In Standing Rock, for example, we werce
’ told that parents wanted the Head Start program hours lengthened, and wanted a

program like Head Start for children younger than three. Parents on the Seminole

reservation also said that they wanted to extend Head Start to a day care length

program. Most day care programs we saw were either coordiﬁated with Head Start
or were designed to supplement Head Start services.

In-Bethel, for example, the day care center takes children under three al-
though they include children of four or five who need’full-day services. The
Bethellcenter has room for 35 children, although 70 are eligible. In Zuni and
Jicarilla, the day care centers take children from one to foﬁr years old, .and

then they are eligible for Héad Start. In some places, the children are moved

ERIC
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back and forth in one day from Head Start to day care. For instance, in Zuni,
three-year-olds go to day car} from 8:00 to 9:00 a.m. and have breakfast, then
come to Head Start from 9:00 a.m. to 2:00 p.m., and then back to day care from
2:00 to 5:00 p.m.

In Salt River, there is an after-school program called the *day care" pro-
gram. It serves both the 4C kindergarten class and Head Start children fram
3:00 to 4:30 p.wm. There is also a day care center for 18 children.

Most day care programs have been funded under Title XX, but these funds are
being withdrawn in some places (in zZuni, for example, and on the Navajo reserva-
tion). The three centers on the Navajo are now being supported partially by the
tribe, by ONAP andmby parent fees. 1In Fort Totten, parent f;es supplemented by
the tribe support a day care center.

Fo;: the most part, these programs share similar problems. With few excep-
tions, 'such as Jicarilla and Salt River, the facilities we observed were inade-
quate. A center in Shiprock, for example, which serves 80 children is hou,e.ed in
a building that has long since been condemned. Due to insufficient, funds, few
centers are appropriately equipped for young children, and there is inadequate
training for the staffs.

Alt;hough money for day care is available through Title XX (which has recently
supplanted Title IVA) of the Social Security Amendments, tribes are loath to apply
for these funds. If they receive Title XX funding, they have to deal wit]_x two
more sets of inspectors who come in from the State Social service department,
one to license facilities and approve teacher qualifications, and the other to
certify children's eligibility for the program. Until a way is developed to deal

with licensing locally, it is doubtful that many tribes will take advantage of

the money available from Title XX.

230
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Home-Based Programs

Hame-based- programs represent a point of view as well as a method of deliver-
ing services to young children and their families. The underlying concept is
that parents are the most effective educators of their children and there is an
“important and contihning need to teach and motivate parents to support their

preschoolers and to supplement the work of the schools in educating their older

children."!

This may be done by regqular vasits to homes (usually by trained paraprofes-
sionals fro@ )‘t/he community under the supervision of a teacher or coordinator) in
which parents are helped to see how everyday activities can be used as learning
experiencgs for their children. Through demonstration and discussion, parents
are helped to provide for their childre;xg same of the same developmental activi-
ties that would be part of a center-based program.

There were home-based programs on the Navajo, Hopi, Choctaw, and Acoma
reservations, and in Akiachak. Funding is fram a variety of sources, including.
the Bureau of Indian Affairs, the Office of Child vevelopment, Title IV, and
the .National Institute of Mental Health.

»

The home-based program funded by the Bureau is one of the écmponents of the

Acoma PCDP (see Appérxdix A for a full descrip1tion). The Hopi home-based project,
although funded by Title IV, is closely aligned with the Head Start program which
provides continuity and support to both efforts. The Hopi project is baséd on

" the concepts developed for the Home Start program, funded by the Office of Child
Development as a Head Start demonstration in 1972. Although considered very
successful, funding for the Hopi project was cut off in 1975. A Navajo Home-

Basedhprogram, also funded under this umbrella, is no longer in operation.

lA Guide for Planning and Operating Home-Based Child Development Programs.
HEW Publication, Office of Child Development, June 1974, p. 15.
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The Appalachian Regional Council funds a home visitors program on the
Choctaw reservation which serves 30 children with a staff of three. The empha-
sis of the program is on cognitive stimulation, but the hame visitors are also
expected to coordinate resources fram other agencies on behalf -of the mothers
served. The services provided to the mothers and children through this program
are impressive and include prenatal care, immunizations and dental care, family
planning and preventive child abuse counselling.

The Early Childhood Center in Akiachak, a village of approximately 300
Yupik-speaking Eskimos in the Bethel area, is a program which combines center
and home-based programs for the same children. This demonstration program,
jointly funded by Title III ESEA and the Bureau, was designed by John Turner,
of the University of Alaska. The program has an elaborately worked out curric-
ulum of specific learning tasks, each focused on an aspect of motor develomment,
cognitive development, or attitudes. Mothers bring their young children to the
center, and are also visited at home by an associate teach;r. The mothers

learn how to teach specific tasks to their children. The program for the four-

year-olds is center-based and continues the curriculum. The staff (except for
the director) is drawn from the community, and teachers and mothers have worked
together on the development of the materials used. The language used ir the de-
velopment of curriculup materials is based on recordinjys made in the children's
homes of conversations in Yupik and in English.
The Akiachak Early Childhood Program is now in its fifth year (1975-76);

the mumber of children being served is still very small and not all preschool-
aged village children and mothers are in the program. Nevertheless, community

feeling about the program, as well as forhal evaluations of the program, have

-

been positive.

A home-based project with a different focus was developed by Norman Dinges

-+
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in the Toyei, Greasewood-Jeddito area on the Navajo reservation. As a result

of work in the model dormmitory project at Toyei, it was felt that the younger
children especially needed to be better equipped to deal with the overload of
stimuli that they encountered when they entered school for the first time. They
thought this could be done most effectively through a well-family project which
focuses on parent-child interaction in the context of culturally accepted prac-
tices. A home-based program was considered appropriate in this area because of

J . . .
the isolation of many families. The program was geared to younger children and

™

ei%ended family units. The emphasis was on the child and his or her primary
caretaker, mother, grandmother or sibling, but fathers and other family members
were encouraggd to participate. )

Sixty families were visited regularly approximately twice a month. A staff
of three professionals and three full-time paraprofessionals’developed activities
appropriate for infants to four-year-old children.

The materials devel&ped were designed "to increase the quantity and enhance
the‘quality of Navajo parent-child interactions, focusing specifically on pro-

-

moting cultural identification, strengthening family ties, and enhancing child

and parent self-images."1
In addition to the usual range of educational toys such as stacking cones

and nesting blocks, a number of culturally relevant materials were added, such

as a doll-sized cradle board kit and a doll hogan. Many books were translated,

with the Navajo worS; next to the English and, for those family members who didn'é

read, aﬁdiotapes of stories were made so that they could play the tapes and learm

the stories well enough to follow the pages in the book.

lN. G. Dinges, M. L. Yazzie, & G. D, Tollefson. Development intervention
for Navajo family mental health. Personnel and Guidance Journal, 1974, 52, P. 392,
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Parents developed many of the activities themselves. For example, a mother
who was concerned that the children were forgetting the ceremonial, medicinal,
and daily household use of plants and herbs developed an activity in which par-
ents and children together collected and discussed the uses of many of the more
cormon plants and herbs found in their part of the reservation. In addition,
parents helped the staff develop and write books that related to the children's
own lives, such as a book on "My Relatives" and a self-concept book called e ¢
Can Do." Home visitors were trained to support parents' ideas and to reinforce
innovative behavior rather than simply to follow a predetermined curriculum

plan.1

~

We found a goéd deal of enthusiasm for the project because it meets the
needs of isolated Nava;o families in a way that respects and supports tribal -
culture and traditions. The materials are particularly valuable because of
their cultural content and because they weré’developed specifically for infants
and young children rather than being adapted from activities intended for older
children. Another important ingredient in the success of the project is the
omgoing supervision and training given to the paraprofessionals. -

Thus it csn be seen that there is a considerable range in the types of pro-
grams for young children and their families now available to Native American com-
munities. Although the mmber of programs and the number of children and fami-
lies being served is extremely small relative to the number who need and aesire
these services, the designs of the existing programs offer a framework for deliv=-
ering more camprehensive services. Many of the programs, especially those that
are center-based, provide meals and health care. Most are committed in both

theory and practice to parent involvement. Some, but not all of the programs

lwhelume visiting phase of the project is now over and an evaluation is
currently in progress.
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are concerned with adapting program content and style of interaction to the
particular characteristics of the Native American groups with whom they are
workin;j“‘u

Programs vary considerably in the breadth and appropriateness of the cur-
ricula as well as in the expertise of the teaching staff. The quality of teach-
ing in preschool programs was dbserved tu Le very uneven. Manf of the preschool
teachers seemed not to understand how to facilitate the intellectual and emotion-
al growth of young children. For example, in day care programs which included
infants, not many people were interacting with the infants. They looked after
them physically, with affection and care. On the whole, however, they did not
actively play with them, nor did they often speak to them or respond actively
to the infants} vocalization or gestures, -

For the older children, too, teachers in some instances did very little,
allow;ng children to use materials and, in effect, create their own curriculum.
More often, teachers were busily teaching lessons, lessons about colors, shapes,
and numbers, letters of the alphabet, and initial sounds. Often ékildren were
engaged in teachef-directed projects such as cutting out pumpkins {(in October),
or copying turkeys (in November); these projects were observed in widely separ-
ated geographic areas where neither a pumpkin nor a-turkey had ever been seen
except in schoolbooks. Children were engaged in projects that they didn't under-
stand. For example, in one Head Start center the children were pasting paper on
balloons which were to be used in making mobiles, but the children had no idea
why they were doing what they were doing, although they enjoyed the messy paste.
Many Head Start and other preschool programs focus on teaching school-related
knowledge and skglls.‘ Parents usually respond enthusiaétically to the fact that
their children are learning the alphabet, and learning how to count. On the

other hand, it is important that the curriculum also include taking trips,

ERIC | li
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learning about the immediate enviromment including plants and animals, and work-
ing with many kinds of materials, such as paints, clay, textiles, crayons.

Preschool programs for Indian and Alaskan Native children often serve fami-
lies who are living in isolated and remote areas. They enable many children not
Pnly to play'with toys that they do not have at home, to look at books, to crayon
and paint, but they offer an opportunity to meet, talk, and play with people out-
side their families. Being with and talking with adults and children who have
had different experiences, and learning how to manage in a group situation are
also school-related skills.

Special Education and Services for Handicapped Children

Elementary School

"Special education" is broadly defined in all schéol systems to include a
range of problems from "poor attenders”™ and children with reading problems or
other learning disabilities, fo more serious emotional or physical handicaps.
services for these children are being given in many ways.

In some Bureau schools, special c¢lhsses are available for children qith

. learning disabilities or mild emotional or physical problems, while in others,
teachers work with children in their regular classes on a limited basis. De-
spite the Bureau's'ccmmitment to provide services for children with special
'needs, and extensive guidelines which cover all aspects of delivery of such
services,l most of the programs in schools we visited were éunded by other
sources.

Title I funds are widely used for the remediation of reading difficulties

in both public and Bureau schools. In fact, one Bureau Agency superinténdent

.told us that without Title I funds they would be in serious financial difficulties.

Val

1Sgecial Education Guidelines, Bureau of Indian Affairs, 1972) revised C 7

November 1974.
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Reading remediation programs typically include "resou..v:ce rooms” or newly built
®"resource centers” to which small groups of children are brought for one period
a day for remedial math or reading. Such programs usually rely heavily on pro-
grammed materials and audiovisual equipment, which are sometimes supplement;d by
outside specialists, such as a speech therapist provided by the Area Office
under Title VI. In 1974, the Bureau directly ‘served 596 children of varying

1 'mis.included 96 children served in school re-

ages through Title VI fur;ding.
source rooms.

Funds fx:cm Title IVA of the Indian Education Act are also being used to
provide special programs for children with learning disabilities, as in Fort
Yates and Acoma. In some cases, a local county provides the only special serv-
ice available, as in Papago where two teachers are being funded by the Pima
County Special Services Cooperative, and in Gila River where the county funds
a program set up in a Bureau trailer school which serves nine children aged
eight to 16", ﬂthree of whom are mentally retarded.

A more comprehensive program with multiple funding sources, in which one
agency takes responsi_bility for coordinating programs for children with physical
and emotional handicaps, is in operation at the Turtle Mountain Ccnmunit._y. School.
The Learning Opportunity Center at Turtle Mountain provides sp‘eg:ial edu;:ation
teach;rs for children in need of special help. These ghildren are mainstreamed
in the sense that they spend at least half their classroom time with a regular
homeroom teacher, and the rest of the tI:i.me with the special education teacher.

The school also provides facilities for both trainable and educable mental-

ly retarded children with appropriate staff. The diagnostic and referral proc-

ess reflects an.umusually high degree of orqaniution' and coordination of avail-

lstatistics Concerning Indian Education, op. cit., 1974.
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able resources.

The Learning Opportunity Center, in conjunction with a state psychiatrist,
evaluates students as they are referred to the program by cl;ssroo; teachers.
Psychological tests are given to each child. Data are collected from tests and
teachers. This is followed by a home visit by the school social worker and by
the classroom or special educ;%ion teacher. The Learning Opportunity Center
also works with the Bureau Social Service department. Data are reviewed and
students are placed in special schools, if necessary.

Another school which has developed a more comprehensive special education
program is the new Bureau day school in Acoma. In addition to the math and read-
ing labs, which are found in many schools, there is a developmental reading lab
and a learning disabilities program, funded under Title IV, Indian Education Act.
The 35 children in the learning disabilities program are cﬁildren of normal in-
telligence who are referred for a specific problem which might require, for ex-
ample, special auditory training. They come to this room for a half an hour
each day but also spend time in both the remedialianﬂ developmental reading lab-
oratories. The children'in the Special Education class have a variety of prob-
lems which_i#clude hearing loss, epilepsy, some degree of retardation as well as
emotional problems. Home visits are made and parents are encouraged to support
the program in a variety of ways.

On some reservations fhere are residential programs for handicapped'chgl-
dren. In addition, there are centers off reservation which serve reservation
or village children, for example, the Los Iunas Hospital and Training School
and the Alaéka Treatment Center for Crippled Childr;n and Adults in Anchorage.
<?1so in Anchorage, there is a school in the hospital which serves children who
are in h;spital for longer periods. Two centers for handicapped children were

visited on the Navajo reservation. The St. Michael's School for Exceptional
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Children is the largest and oldest of the two. It was started seven years ago
_and now has 108 children, ages two to 20, of whom 55 are in residence. Before
opening of the school, most of these children were kept at home. Most of
children served by the school could not be accammodated in either Bureau or
public schools. St. Michael's serves childrern with cerebral palsy, spin;1 bi-
funda, all categories of retardation, and r . ner : ere physical and emotional
handicaps.

Children are referred by parents, by . -~ public school personnel as
well as by social service and medical agencies. Many referrals are by word of
mouth so that parents often make direct contact with the school. Children are
placed in groups on the basis of an evaluation that takes into account both
chronological age and developmental status.

Thére is an infant room for the youngest Ehildren as well as a preschool
room. These two rooms have a total of 24 children, five of whom are normal chil-
dren and serve as models for language and social behavior. There are also class-
room groups for older children and adolescents.

( The program at all levels focuses on developing skills thqt will enable
children to look after themselves and participate in family life. There is an
;nphasis on homemaking as well as on culturally related activities. We observed’
a variety of interesting acti;ities including a rehearsal for a play, and chil-
dren working in ceramics and other art media. There is a hogan equipped with
loom; carding and spinning equipment, and another hogan where children were being
taught copper and silver work.

?h;re is a professiénal staff of 50 with many paraprofessionals, especially
ﬁarents, also employed. The school-hame relationship is considered very imPOr-‘
tant. This is reflac ¢ i ot only in the nmumber of jobs held by parents but also

in the fact that all children who live within a reasonable distance of the school

i1
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are encouraged to go home at weekends. Teachers ride on the buses with‘%pe chil-
dren and use this opportunity to have informal contact with the children, and
with pareiits when they bring the ghildren home. The‘échool operates on a year-
round basis and sponsors a summer recreation program, funded by the Kennedy

Foundation and the University of Arizona. -

w?

The second center visited is the Chinle Valley School for Exceptional Chil-
dren, a residential facility for mentaily retarded children aged five to 15, which
was Started three years ago. Originally designed for profoundly retarded chil-
dren, it now serves all categories of retarded children, drawing from the entire
Navajo reservation. At the time of our visit there were'28 children with four
coming in, and a,yaiting list of 15. Funding is almost entirely through Title IVA
of the Indian Education Act. The vocational rehabilitation aspect of the program

. stresses independence through activities such as sewing and cooking, and cleaning.
There is a basic conmitment to Indian culture in all activities--a hogan built by
the children, a garden teﬁded by the children, and various arts and crafts, in-

. cluding silver;mithing and leatherwork.

" Both St. Michael's and Chinle Valley Schools are developing programs for the
older students who, on the basis of chronological age, ordinarily would have to
leave but who will,still need a residential or semi-residential program.

Another.program which has as its focus keeping handicapped children near

| their homes is the Hopi Center for Human Services, which providesuspecial educa-
tiqnal and supportive services for 25 handicapped children. This project is fund-
.ed by Title IVA, Indian Education Act, and Title III's Division of Menfal Retarda- ’
tion and Vocational Education. Twelvg retarded childre; and adults have been
brought back from distant institutions for residential care and treatment in this
| center. The center also‘provides diagnostic services for all handicapped children

on an out-patient basis, and has a staff of psychologists and contract services

for speech therapists, pediatricians and orthopedists.

216




- 207 -

Prekindergarten Programs

Conéress has mandated that Head Start programs must include, as ten percent

of their enrollment, children considered handicapped, according to the criteria

-

of}fhe Bureau of Education for the Handicapped. There has been a long process,
57’111 going on, of recruiting these handicapped children. Programs have had

/

éifficulty obtaining a ten percent enrollment of handicapped children on reserva-

ﬁions. One of the primary reasons is that until recently Indian staff had been
:vtrained to recognize only the most obvious handicapping conditions, usually physi-

v °

.z

. cal. Another problem is that parents are often afraid to bring their handicapped

13
X
£

children to any agency because in the past the policy has been to send such chil-

¢
§

dren to institutions off-reservation. It will take time for parents to have suf-
ficient trust in Head Sta.. to bring handicapped children to the program. Fur-
ther, when children have been identified, there is often no follow-up treatment

or training. Specialists are not available at the local health centers, and there

&) L)

is a shortage of speech therapist: and physical therapists.

R In the spring of 1976, IMPD was funding 70 Indian-grantees, with a total
Head Starg enrollment of 7,923 Indian children, of whom approximately nine per-

~cent is handicapp?d. This is an underestimate, since only 48 of the 70 programs
had.been poi]:ed.1 For the past three years there have been supplemental grants
to Head Start programs to(ensure’that qll eligible childrén are served, to-'raise
the level of service for these children and to increase parent involvement.
Some of this money may be u;ed for special equipment or training. For example,
supplemental money provided to the ONEO Child Development Program on the Navajo

, . . Ny
reservation is being used for traiping all staff to detect handicaps, and for

lpersonal communication, Dominic J. Mastrapasqua, Director, IMPD, Office of
Child Development, March 24, 1976. -
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y
equip-exit ax(d supplies for handicapped children, as well as for resource'mterials
and curricﬁlum development.

Individual cammunities meet the special needs of their handicapped children
in different ways. A home-based program serving ‘handicapped Navajo preschool
children has been started in San .man Cm;nty, Utah, which, al gh it is off
the reservation, serves an almost entirely Navajo population. The progras is |
funded by the Utah Chiid Development Project (Head Start). The program will
attempt to identify ai.l handicapped children in this area. Ten childr;n 'witl:
severe mental handicaps will be selected and treated at hame, with the parent
as primary teacher. The model for this program is the Portage Project which
emphasizes educat:.on for parents as well as the child. Teachers model activities
for parents in the hane and all naterials are adapted for Navajo children. Social

services will also be coordinated with the program.

In the Puebl%mni, the 'I‘rihal Bducatior;ibirector and the Head Start

Director took the initiative to undértake ‘an exhaustivé survey to identify

young handicapped children anong the Zuni preschool population. The progtm

subsequently des:.gned to reach the videntified children includes teaqhing parents

to work with their children at hame. A cammittee of educators, pediatricianl,

* other health personnel, and psychologists has planned the program, and -provides '

support and monitoring services which include regular home visits to families
whose children's handicaps prevent their attendance at a center.

Pourteen special projects funded collaboratively by the Office of Chiid De-
velopment and the Bureau of Education for the Handicq;)ed (BEH) are currently in
pperatiqn. The Alaska Head Start Special Services project, directed by/ Dr. Bele'n
Beirne, is one of these. The purpose of this project is to develop basic modes

of delivery and materials to meet the needs of handicapped children and, if pos-

sible, to include them in regular Bead Start programs. . N
+ N
PR
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» 'Before this joint fundi‘né. a t.hrea—ycar'BEu ;;rant was awarded to develop
media and modules of trathing for Native deaf children of preschool age and
their families. The speéial Services project has now been expanded and has the

N
responsibility of coordinating all efforts and agencies so that high-risk handi-
capped children are djagnosed and, if possible, brought into reguiar Head Start
programs. The interdisciplinary and cross-agency coordin;tion in this program
is worked out in many diffgrent ways. A core staff of professionals from differ-
,ent disciplines--spécial education, early education, public health mursing,
speech, hearing and Visual therapy--work in conjunction with Head Start staff,
community college and um'.versiity staff in a joint training effort. At the sa;lxe )
.tine, a number of c;ther aqéncies that deal with handicapped children, such as
the Alaska 'l‘reatme;t Center for Crippled Children and Adults’*and the Easter Seal
Soci:ty, are included in the planniré and i;nplmlentation of the project. Author-
ization has just been gr;nted for this project to work with handicapped children
under three years of age. . e L
The BEH has re_cently funded another pmoject at the Ancho_rat_;e Cammmnity .

red

College that will focus on home-based service, with an emphasis on suﬁportiﬁg
L .

the families of handicapped children. . .

*Not all children with handicaps can be integrated into regular preschool

-

"and schoeol programs. TRe concept of mainstreaming, which is being widely accepted,

‘has many ramif,ications, not all of them necessarily positive. Some children can’

»

take parl' i;, regulér programs but only if proper attention can be given to'their
special needs. Others can be taken out of "special” classes for part of theeday
to participate with normal groups of children. Some children who require a resi-
dentjal’ facili'ty can attend regular school during the day or, conversely, chil-

en attending regular school can spend nights and weekends at a special rfacility

if necessary.

i
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Providing adequate services for handicapped children presents many problems
in all sections of the country. As far as Native American casmmnities are con-
cerned, many Indian and Eskimo parents, as mentioned earlier, hesitate to brin;j
their handicapped children to the attemtion of the relévant agencies for fear
that the children will be removed from home and community to an institution that ‘
may be hundreds of miles away. A Bureau central staff member responsible for
coordinating services to the handicapped told us that identifying handicapped 1
children is still the main problem, often because these children are kept in
the home., Many Native Americans attach a different significance to handicaps
than do members of the majority culture. We were told; for example, that many
Indian people, unlike those in An;erican society in general, do not stigmatize
the handicapped.

At st. Michael's -School for Exceptional Children on the Navajo rescryation, .
it will be remembered that there are several normal childrén in the preschool

‘ program who act as models for the other children, many of whom are severely
handicapped. As the teacher remarked to us, "where else would you find parents
of normal children who would be willing to havad their children go to a school ‘
like thi®?" In addition, because so many families live in remote or isolated i
areas where it is unlikely that there will be specialized professional knowledge }
about diagnosis and treatment, it is clear that new and imaginative kinds of 1
services need to.be offered. : )

We were told of two deaf children in ; small village in the Arctic Slope
region. Not surprisingly, there were no facilities for deaf children anywhere
in the region, but an imaginative social worker arranged to have a spocialist
stay in the village to teach the children's parents and teacher the American .

sign Languaige 80 that they could, in turn, teach the children. The ertire village

came to the meeting at the commnity center, so that they could learn ASL and

PPy
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would be able to commmnicate with the children.

Staffing, Recruitment, and staff Training

Elementary school -

Recruitment of personnel for Bureau schools presents continuing problems.
Through the civil service system, recruitment is usually done by remote control.
The principal in whose school the job is open or the people in whose agency the
school is located may not ever participate in recruitment. Moreover, the age of
the children to be taught is little differentiated. The request is not necessar-
ily for a first grade teacher, .but rather for an elementary school teacher.

This means that many teachers with experience of teaching at one grade or devel-
ormental level are teaching chilaren at a completely different stage. The im-
plication is that these differences are not really important. The basic criterion
for a teacher in Bureau schools is that he ar she has a baccalaureate degree.

Another recruitment problem is that aides have been appointed on the ba;sis
of ten-month furloughed positions, which means that they are laid off in the
summer and often go to other jobs. Recently, however, Title I has supplied fu;xds
which pemit kxeeping aides through the summer and, thus, into the following year.
The mroén budget supports only the aides in ki.nderggrten. All other aides in
Bureau schools are paid by Title monies.

Recruiting and keeping school staffs in schools in isolated areas can be an-
other prablem. Here the public schools suffer more than do Bureau schools be-
cause they pay less, both in salary and additional benefits. However, this can
rebound against the Bureau schools in other ways. "I wouldn't be here :!.f it
wasn't for the money," a teacher in Alaska‘told us. Such an attl:.tude, we hope,
is rare. On one reservation we were told that there were between 90 and 100
positions open which could not be filled because of bottlenecks in personnel

processing. The schools would open late as a result., One Education Specialist

’
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told us that this had happened before and that "we lose the best candidates,
who get jobs elsewhere.® On another reservation, over 100 jobs for classroam
aides were unfilled a week before school was to begin; jobs for teachers and
some principalships were also unfilled. In Octaober, in one school visited,
three out of 11 teachers had not been hired. In November many schools were
still not fully staffed. The isolation of same schools also leads to imprac-
tical recruitment requests. In one instance, the Bureau was advertising for a
new principal whose wife was to be an ESL teacher; in another, there were open-
ings for a music teacher and a physical education teacher and housing for only
one couple.

Staff turnover was a serious problem in several plaqes we visited. In a
Bureau school in the Dakotas there had been four principals in six years. In
one modern and well-equipped public school in the Southwest, we were told that
there was a 30 to' 40 percent turnover of ;taff each year; only five teachers
had been in the school longer than five years. The principal believes that the
only solution is to have more Native American teachers. He said the pon-Indian
teachers leave because they are unable to buy land or housing on the reservation,
and the school is too far away from where they could buy homes, take root
and stay in their jobs.

Staff turnover is also related to the geographic isolation of many of the
schools. Por young single wamen, the lack of social life is a deterrent.
Couples with growing children want to provide them with broader experiences and
peers who have similar backgrounds. There was same indication that staff turn-
over was even more of a problem in the public schools than in the Bureau schools.
We also spoke to same people who believe that it is Bureau policy to move teach-

ing personnel to other locations every few years.

In the Bureau and the public schools, the muber of Native American staff
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varied greatly in different schools and from area to area. By and large, how-
ever, the great majority of staff is not Native American. Purthermore, thére .
are fewer Native Americans at the upper administrative echelons; and there are
more Native American teachers in the lqyer than in the upper elementary grades.
The satuation is changing, especxally‘in Bureau schools which have recently been
implementing the regulation of giving preference to qualified Native Americans
when there are job openings. fThere is obvicusly a great need for more Native
Mmerican staff. In 1971, there were only seven Native American teachers in
Alaska; and on the Navajo reservation, we were told by an official of the Navajo
Division of Education that of 3,000 teachers, only 180--six percent--are Navajo.
Since these Navajo teachers tend to be concentrated in a few locations, there
are many schools on the Navajo reservation where a Navajo teacher is extremely

rare.

Both Native American and other staff have mixed feelings about Indian

Preference. 1In one school, for example, we were told that the school board
w;nted to hire a mixed staff and that Indian Preference was "making conflicts."
Realistic non-Indian teachers and particularly administrators recognize that with
Indian Preference they can go only so far in the system and, anticipating this,
they often move to public school jobs whenever they can. There is general agree=-
ment that in order to make Indian Preference viable,. there must be extensive
training and support for Indian staff at all levels.

There are also problems for Native Americans themselves after they have be-
came qualified. Some tribes want only members of their own tribe to work in
their schools, but there may be problems of acceptance when a local person comes
back tq the reservation to assume a responsible job in the school. One teacher

vividly described to us the difficulties in coming back to teach in her own com-

munity under the scrutiny of her relatives and friends.
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Training is provided by various agencies for selected members of Bureau
teaching and _a&inistrative staffs. Workshops or short training sessions are
often given at the beginning of the school year, but this is ineffective, of
course, if staff are hired after school begins. Training is often attached to
Pedgral monies. Title I reading aides, for example, might have a series of
training sessions on methods of teaching reading, or staff working with a partic-
ular bilingual/bicultural program may be helped to implement their program by
specialists from a local college. In ad.dition, the Bureau gives scholarship
grants to enable Indian aides and teachers to take courses during the summer.

on the whole, this training is sporadic; it is geared to help individuals

do better in the job; they have, but it contains no design to support cooperation
among teachers or among teachers and aides. For example, in one reservation
visited, primary school aides had had a very successful three-week workshop in
the use of Cuisinaire rods. However, no attempt was made fo bring the teaci:ers
into this activity, nor was there any plan as to how the aides would apply their
new knowledge and experience in classe.s where the teacher was unacquainted with
Cuisinaire rods. The fact that the aides had a useful new piece of educational
know-how involving special materials of which the teachers were ignorant is an

example of rather poor management and may also have negative repercussions for

some teacher-aide relationships.

Concepts and techniques of professional and personal staff development as

an integral part of the internal structure of school life had not touched most

|
of the schools visited. Although some teachers do confer regularly with readin§ 1
specialists concerning the needs of a specific child, on the whole, classrocm |
|
|

teachers rarely interact with one another on a planned basis in school, or in a
staff development or training situation with ancillary personnel who deal with

the same children. As one teacher in a large Alaskan school said: "We never |

- 22 :
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have staff meetings, or hardly ever. [The principal] calls meetings if there

are problems. Otherwise everything cames to us by memo and by daily bulletin.”
The Teacher Supervisor said his staff meet all the time. These meetings, however,
are concerned with administrative detail not progfan matters. Boarding school
staff illustrate a more extreme case of this separatism. In most of the schools
visited, we were told that there was an histqric and contimiing dichotomy be-
tween the dormitory staff and the teaching staff. The lack of communication and
even animosity between them created obstacles to providing a healthy enviromment -
for children.

Professionals and paraprofessionals working in schools also have little oxt
no contact with their counterparts in related fields, such as social work, psy-
chology or health. The disciplines do not mix, formally ;r informally. Few
teachers or other staff members have a chance to visit other classrooms in their
schools or to see programs in other schools. All teachers need to see exemplary
programs which can serxve as sources for new ideas as they develop their own ap-
g;oach to teaching. Equally important is the fact that there is no integration
of whatever training is pfovided into the actual work of the school. There is
often no mechanism to support teachers in applying what they may have learned
to their own classrooms. 3

A serious gap in all staff development and training in both Bureau and pub-
lic schools is the lack of attention given to the particular needs of Native
American children. Few teachers have had any training in the history and custams
of the tribe whose children they are teaching. As a result, most Bureau and pub-
lic school teachers whom we observed exhibited a striking lack of awareness of
all but the most superficial aspétts of Indian and Eskimo culture, and particu-
larly of the language patterns as they relate to understanding and speakiné Eng-

1ish. Teachers need to know that there are some words and forms of speech in
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English that do not exist in the Native language, and vice wversa. For the most
part, they are given no systematic training that will help them use knowledge
about language differences in their work with children. Murther, there are few
opportunities for people fram the community to share information about their
tribe, such as child-rearing practices or language use. Such )mbvledge might
help teachers to find ways of relating to children, and to develop curricula
that build on children's experiences and interests.

In .hagh, a b:l.l:l.nguai. program, with heavy emphasis on training, is in
operation in seven village Bureau schools in the Yupik-speaking Bethel area.
In the first, second, and third grades the program is supplemented by Yupik-
’speaking staff who work under the supervision of the English-speaking teachers.
There are daily planning sessions between these two sets of staff so that Eng-
lish language teaching and teaching in Yupik can be coord._.ated. Instruction
in Yupik is more intense in the first grade and more English is used in second

and third grades. "Children also receive Yupik instruction in culturally rele-

1

vant areas such as Native crafts or local animals, foods, and customs.® Train-

ing for this program includes a four-week summer training and a nid-wint;er work~
shop. In addition, a Training Development Specialist provides contimious inserv-
ice training for the staffs. Familiarizing English-speaking staff with the
Yupik language, surveying successful bilingual'prograns in other areas, in addi-
tion to curriculum and materials development are important aspects of the train-
ing.

In addition to training needs, there is a great need to move Native American
aides into teaching roles. The only organized career development programs in
which Indian aides have participated in the last five years have been the Teacher

Corps and the Career Opportunities Program (COP). In some schools visited in

primary Eskimo Project, Bureau of Indian Affairs, Bethel Agency, April 1975.
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the Dakotas, and on the Papago and Navajo reservations, the only Indian teachers

on the staff were recent COP graduates. Por example, the Bureau recently ﬁired

eighf local teachers for the Papago schools. a1l eight had graduated through’
the Career Opportunities Program at Arizona State University with a B.S. and
certification in Speg}al Education. Some are now going on to get their Masters
degrees.

COP was established under the Education Professional Development Act of
1967, and is currently being phased out. The pProgram included both urban and
rural projects in every state. It established a national career training model
to improve the learning of. low income children by recruiting minority people to
work as aides in schools in poveity areas, while they went to college at the
same time. Camnunity advisory boards, local school districts and colleges were
encouraged to work together in new and creative ways. As one report on a rural
COP program stated:

...there is no doubt that COP was especially effective in the )
countryside in helping to bridge the long standing school-college/
university chasms. Curricula were adjusted to fit specific sets
of conditions, Onsite instruction offered for the first time by
many of these institutions came to be taken for granted through-
out rural/reservation/mountain COP Projects....New course units
were developed....Many of these~~special education for the non-
English speaking child, examinations in depth of certain tribal
characteristics of réservation bound Indians, methods of teaching
bicultural concepts=-i poied new problems and competencies alike
on the colleges involved.

Perhaps the most important implication for developing plans for training
Native American teachers is that participants have an Oopportunity totwe three

" or four years of student teaching while they attend college classes rather than
the nomal undergraduate pattern of only three or four months in a school sget-

ting,

L. Kaplan. The Career Opportunities Program in the country: large waves
in small ponds. ©OP Bulletin Series, Vol, III, Bulletin 3, 1975-76, p. 2.
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The COP program in Alaska, which v'is combined with Teacher Corps and was
kxnown as the Alaska Rural Teacher Training Corps (ARTIC), has had 44 graduatess
33 are Native American, and 36 are curn;ntly teachi:;q in Alaska's rural school
system. In the spring of 1975, ARTIC undergraduates were working in 20 viliages.

Pirst memorable statistic: the 44 ARTIC graduates represent one-
fourth of all the Native American graduates of the University of
Alaska at Fairbanks (the main campus) since 1930. Second memor-
able statistic: there were geven Native American teachers in all
of Alaska in 1971, but 30 Native American ARTTIC graduates enter-
ed the system in 1974 alone.

Building on the experience of more than five years of participation in COP,
the Navajo Tribal Education Office has contimued the program with modifications
designed to suit their particular needs. Participants who have same college
credit take classes in cluster sites once a week with faculty from the University
of New Mexico and the Oniversity of Arizona while they have part-time jobs teach-
in; in schools. Ninety participants have graduated and there are 200 more cur-
reni:ly in the program.

Preparation currently provided for Native American administrators is also
far from adequate. A high school teacher can take a few graduai:e credits in
school administration and be eligible to be a principal.{ There is no provision
for field work or a period of interneship. Although some individuals are able
to cope with the many demands made on them in this new role and are doing well,
many others flounder with little support or supervision, and critics are quick
to downgrade Native Americans in positions of respons‘ibility. The Navajo Tribal
Education Committee, under the leadership of Dillon Platero, has developed a
program which attempts to deal with this problem by providing a yealistic work/

study sequence for a gmall number of Indians who are nearing the end of their

lG. Kaplan. The unlikely alliance: COP and academe. COP Bulletin Series,
vol. II~Bulletin 8, 1974-75, p. 8.
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Masters degrees in school administration.

Many staff, parents and community people responsible for planning and im-
plementing programs for young Native American children have no access to train-
ing; that is, there are often no programs for some aides, middle levels of
supgrvisory and administrative personnel, or for parents and members of local
educational planning cammittees. However, there are more and more systematic
attempts to provide general adult education classes. In the Bethel area in
Alaska, for example, the Kuskockwim Community College operates such a program in
17 villages in the area. Village resiéents (recruited fram high. school by the
villag? Council) teach classes in basic academic subjects such as English, math

and science, as well as clerical and secretarial work. Some of these courses

1
.

are credited toward the GED, others toward the AA degree. Students are often
/

high school graduatéé or high school dropouts, but also inciude elderly people

who want to learn English. Teacher turnoQér is a problem.

Attracting young people into the teaching profession should also be part
of any camprehensive plan for developing Native American staff. In some areas
this is done informally, as in Shiprock where children fram the public high
school work with younger children in school, and receive credit for this work
in conjunction with a course cqlled Introduction to Teaching. In the Exploring
childhood curriculum, developed as part of the Education for Parenthood Program,
high gchool students work with four-year-olds in preschool settings and have

courses in child development. This program was in effect in Kotzebue and Choctaw.

) Prekindergarten Programs

The vast majority of personnel who staff educational programs for children’
from infancy to age five or six are Native American. Most of these programs are
tribally operated. In Head Start, for example, the Parent Policy Councils take

responsibility for the hiring and firing of staff. Recruitment is usually on a
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local basis; positions are locally advertised, and occasionally individuals are
asked to apply by their council members (for example, in small Alaskan villaéesT.
In larger reservations, tribal personnel policies may dictate hiring procedures.
There are usua11§ several applicants for a given position. Infant ahd preschool
programs thus offer employment opportunities for Native Americans. When a pro-
gram is new, staff may be hired more on the basis of need for employment and
less because of their qualificainns to work with young children. In many in-
stances we were told that this had been a problem. However, after the program
has become more securely established, such practices seem to drop off. .

Prekindergarten programs have also been troubled by severe prablems of
staff turnover. The sources of difficulty in these programs are partly due to_
low pay'and uncertain funding. A Head Start trainer in Alaska told us, "Staff
turnover is very high. Last year the staff got a raise of a dollar an hour and
now it will be less. The turnover is partly a question of money. and partly a
question of Setter jobs being available elsewhere." In Isleta, there had been )
several Head Start directors over recent years but a very stable steff of teach~
ers and aidee. Sstaff turnover is also due to the success of the caieer ladder
which is built into the Head Start program. After working in Head Start and
participating in the training programs, staff move on to other, higher-paying
jobs.

Training!for Indian Head Start programs is currently administered by seven
area Offices of Indian Child Services (0ICS). Each oxcéuoffice has a staff of
about three people, and serves approximately 12 reservations, some as far as
500 miles apart. Great distances have to be covered and many programs served,
since each progeam may have many centers in different loeations. Oonsite or
cluster-group training is carried out despite severe practicai progleés. Indi-

vidual center staffs are not Yiven as much service as is needed and even cluster

P .
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training is minimized because of the expense and because Head Start centers must
close during the training periods since there are no substitute teachers.

Because of these difficulties, OICS directors try to call the Head Start
directors together on a reqular basis for a two- or tlree-day traininjy session,
usually every month. This strategy has its draw;acks because Head Start direc-
tors have varying degrees of expertise and ability to translate the training to
the center staff. However, there are also positive aspects of having groups
meet together regularly. The Head Start Directors in Zuni and Isleta, for ex-
ample, felt very positive about the monthly meetings, the personal and profes-
sional interaction, and the support tl;at the Directors give one another. As ‘
far as t’he 0ICS staff themselves are concerned, there is little ;r no provision
for traiming.

Simce its inception, Head Start has been cammitted to continuous training
and carrer development for all staff and parents. One of the first national
new cax’eers programs was the Head Start Supplementary Training program, a work
study ]rrogram developed in cooperation with nearby colleges to provide onsite
and caf:pus-based course work and supervision leading to credentialing. This
camitment to staff development and career ladders is also reflected less formgl—
ly by the encouragement given to staff to improve their job) skills in a variety
of ways.

The Head Start Director at Zuni described a fairly typical situation. At
Zuni they prefer to hire aides with a GED but, whether the aides have it or not,
they must contimue training. Now all the aides in Zuni Head Start have their
GED, and recently six have eatrned their AA degrees, and five teachers hav:' takgn
edu;:ational courses on their own at local colleges. In Papago, also, the few
Head Start sta'ff who are not high school graduates are in GED courses ‘and the

'
rest of the staff are taking courses.toward an AA or BA, or for personal enrich-

H -
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ment. Teal:hers in Enmonak and other Head Start staff in the Bethel area have
also taken co‘;rses at Alaska Methodist University and at Kuskokwim-Community
College, in addition to the training given by Head Start.

The emphasis in the Office of Child Development has recerﬁ:ly shifted to
&eve’loping a new category ﬂof 'child care worker, the Child Development Associate-
(CDA), through onsite, competency-based training. This imnovative approach to
teacher training is currently being carried fotwa;d in 13 pilot sites. At the

same time, an effort is being made to est';ablish the CDA a§ a nationally recog-

nized credential which certifies professional campetency acceptable to State

. certification agencies.

One of the 13 National Projects funded by'the Offi‘ce of Child Developmenc
was at.rarded to the Erikson Institute of Chicago for training Indian CDAs. The
project is completing its third and final year. |

Using the strategy of training traimers, a staff member of the Ei'il;son Insti:-
tute (the trainer) is made responsible for training a future Indian trainer, called
a specialist. The Erikson trainer works with the Indian specialist ons;.te four °
times a year for three days at a time. The trainer-specialist teams all meet to-
gether four times a year to help assess the training needs of the staff whom the
specialist is training, and to help the specialist find the necessary resources
and training ma.terials. The CDA materials, competency areas and aésesment plans '
are discussed and plans made for imiilanentation 'at the training site. During
these meetings two researchers evaluate progress, identify problem areas and
tape personal interviews with the specialists. As the three-yeai: projram cames
to ;n end, there are eight trained, competent specialists in t';he field able to
train Indian paraprofessionals in the basic CDA competencies.

In their suggestions for the CDA training programs, the Exrikson Institute

4

points out that teachers of Native American children should "demonstrate in
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their interactions with both children and families a true appreciation and
respect for the value system of the tFibe and the Indian community" and that

training should focus on:

An awareness that the values of a Native American community
may be in conflict with those of the majority society

An understanding that the Native american child is a loved and
valued member of his family, his clan and his tribe and that
he may be affiliated with more than one tribe

A respect for Native American religious and philosophical beliefs

A respect for thuse values of particular importance in the com-~

munity, such as reverence for the wisdom of elders, the impOr-i\

tance of cooperation rather E)an competition

An acceptance of the family as the primary teacher of the

child, and that thé grandparents, aunts, uncles play an

essential part in this process through the established clan

and tribal structure.l

Many of the CDA programs have had delays in getting started mostly due to °

the difficulty in finding qualified trainers. 1In many of the programs we
visited, there was only a handful of eligible staff who had started the pro-
gram. In others, such as Gila River, a sizable proportion of eligible staff

-

members w23 enrolled. .
a /
/

i In Navajo Mountain, where the CDA program was launched inIOctober 1975,
the initial phases were described in glowing temms by the Fielld Principal. He
said that the CDA trainer gives the staff ideas, shows them ﬂbw to make things,
and obser;es the teachers. His overall aésessment of the program to date is
that "the staff is being exposed to more knowledge, moxe éctivities‘f This has
really improved our program and has been very beneficial to the staff."

In Salt River, where the two CDA candidates are part of the national pilot

study, the procedures for assessment of competencies a;:."e peing field tested.

lc;ougetence and Culture for American Indian Children. Erikson/0ICS Train-
ing ' Project. Chicago, Ill,: Erikson Institute for Eafly Education, undated.
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One of the candidates is a Head Start teacher who had previously been an aide in
the Mesa public school, had then moved to Head Start as an aide and subsequently
became a Bead Start teacher. kt present she designs her own training modules,
with the help of her CDA traiuer and consultants from the Erikson Institute.
She is expected to read in each of the areas covered by these modules and develop
a portfolio (that is, a full record) of her activities and achievements in 13
basic areas of competence designated by the Office of Child DevelopneﬂZ?\\ahe CoA
trainer also observes her working with children, especially in activities th;t\\\\\\
. relate to the training modules. ' . 2 -
The Kuskokwim Community College in 'Bethel has developed the most comprehen-
sive approach to the training of early childhood staff. It incorporates the CDA
model and is also available to staff who are not eirqlled in cpA. The KCC offers
an AA program in early childhood education as well as degree courses in elemen-
tary education, adult education, and bilingual education. The early childhood
sequence, in which Head Start staff, some Bureau Staff and community people are
enrolled, offers a competency-based curriculum. Head Start staff (and often par-
ents) come in for workshops, and instructors visit sites at least twice each
semester. The competency-based CDA program can be continued, after two years,
as a BA course in education at KCC or elsewnere. All programs offered at KCC
also have outreach cdmponents both by mail and on television.

Parent Involvement

Llementary Schools

Until the advent of Head Start and other Title programs, Indian parents did

not have a voice in decisions concerning the education of their children. 1In ’/’
the last ten years, and especially in the last five, parents have been given more

responsibilities in many educational programs and their role is now congidered

crucial. As stated by Abe Plummer, Executive Director of the Ramah Ravajo School:
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We must be guaranteed that Indian parents will be allowed to
actively participate in the implementation of, the maintenance
of, and governance of all programs for Indian people.

That must be the underlying theme woven into any future legis-
lation for us. And where it is appropriate, it should be spel-
led out, that comittees should be composed of all Indians, and
again where it is appropriate, especially where tribes are still
traditional, that awmajority of the all-Indian coammittees should
be bilingual or native speakers.1

Parents are increasingly involved, on advisory boards to Title committees,
as members of school boards, as tribal officials directly concerned with educa-
tion, as aides on school staffs, and as cammnity resource people.

The degree of their involvement varies. In schools contracted to tribes
where tribes have control over and camplete responsibility for the operation of
the school, parents have policy-making powers, sometimes in conjunction with a
larger community group. In Bureau schools, all members of school boards must be
Native American. These school boards are advisory only. In many public schools
where there is a large mmber of Indian or Alaskan Native children, the school
board may be predominantly Native American. Where there is a strong tribal edu-
cation committee, the influence of Indian school board members, particularly in
public schools, is enhanced.

In his Congressional directive in 1968, President Johnsgp showed his aware-
ness of the importance of the role of Indian school boards:

To help make the Indian school a vital part of the Indian cammun-
ity, I am directing the Secretary of the Interior to establish
Indian school boards for Pederal Indian schools. School board
members--selected by their cammunities--will receive whatever

training is necessary to enable them to carry out their respnsi-
bilities.?

1Indian Education Act of 1971, Hearings Before the Geresral Subcommittee on
Education of the Committee on Education and ILabor, House of Representatives, 92nd
Congress, Washington, D.C.: U.S. Govermment Printing Office, 1972, p. 59.

2Dyndon B. Johnson. Special message to the Congress on the problems of the
American Indian: “The Porgotten American,™ March 6, 1968. Public Papers of the

Presidents, p. 328.
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Although these boards were established in Bureau schools as a result of this
directive, we did not came across a single instance of training for school boards,
though there is a great need for it. There is no Federal training program for
school boards. The Coalition of American Indian Controlled S;hool Boards in
Denver, Colorado, is an organization which provides training and technical assist-
ance but mostly to school board members and prospective school board members of
contract schools.

Parents are members of advisory or policy committees for Title programs and
JOM funds serving Native American children, and in Follow Through. Their par-
ticipation is mandated, and is critical for funding. The Indian Education Act
of 1972 also requires péients to "sign off" in order to receive funding. Parents
aiéo serve On other advisory groups, for example, in Akiachak the Early Childhood
Resource Council functions as a school board for eaily chiidhoaod programs, and
also recammends local'candidates for staff positions in the Bureau day school.

Although the fact that Indian people now serve on many committees is a sign
of prcgress, these groups often do not function well in most schools. Typically,
a school will have at least two or three advisory groups which meet separately
and usually communicate only with the principal. The influence of the parents
is dissipated by the isolation of these groups and the lack of a coordinating
structure in the school.

The involvement of parents in the everyday life of school programs varies
depending on the parents themselves and on the school administration., At the
least, an increasing mmber of parents are having experience in dealing directly
with school issues and school personnel and becaming more a.d more confident in
their potential ability to adjust the system to their needs rather than merely
adapting to the system.

In addition to working as aides in some schools, parents also work as
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volunteers or consultants. In Fort Totten there is a parent tutoring proéram
where parents work with individual children with special problems. In schools
where ;ndian culture is emphasized, parents are asked to share their knowledge
//Eﬂa/;kills. Same principals expressed a desire for funds to pay parents to work
in after-school programs and clubs. They also would like a less formally organ-
ized “grandparents program" because, as one principal said, "There are too many
requirements for the program now, most people don't qualify."

Many people whom we interviewed expresséd a desire for schoole to be avail-
able for community activities, recreation and adult education classes; and to
make school facilities such as the library and other resources available to the
cammunity. Although most schools sponsor one or two large activities a year,
for example, a dinner at Thanksgiving and a picnic in the spring, it was suggest-

ed that more parents would come to the schools if activities were planned to-

gether with cammnity groups.

Most contact between teachers and parents is through parent conferences,
and Bureau schools seem to be more conscientious about scheduling these than are
the public schools. Although in some schools teachers reported that attendance
at these conferences was not good, schools that made an effort to get parents to
attend were very successful. In Kotzebue, for example, there is a Parents Day
twice a year. School closes at nocn and conferences are scheduled till 4:30.
Last year there was a 75 percent attendance. -

One parent summed up the attitude of many others: "If parents take an active
interest in school, their children will try harder." Some parents, however, are
more skeptical about their contact with the schools. One tgibal elder explained:
"There is always a constant fear of education people by the traditiomal people,

because of past history and treatment of the Indian people."” One principal told

us: “parlier, the parents had to get drunk to get up courage to come to school.
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They think they are coming to school for trouble; they remember it that way fram
\lvhen they were in school and parent_s were discouraged and only called in for
trouble.” Other parents expressed the view that although parents want good edu-
cation for their children, they often don't knov how to support and influence
the schools, or may be ambivalent about school. A young InGian youth counsellor
said: “There is a lack of support for educ#tion of children. There is no disci-
pline, no emphasis on education,‘ no idea of the need for education. A lot of
children live with their grandparents even if their parents are alive. Some
grandparents say if you get education you may lose your Indianness. "
School personnel have a mixed view of the value or necessity of parent in=-

volvement. A teacher said: "Schools still have a hands-off attitude towards

'parents. Teachers don't have much contact with Native families. Their attitude

still is 'we will handle education.'® But many teachers are very concerned that
the parents know about their children's education and that they take an active
part in encouraging ity such teachers work hard to get the parents to come to
conferences. A teacher in one of the pueblos told us that after the fall con-
ference her children's work is usually improved.

The boarding schools have much less contact with parents. Although most
schools have recently started to allow or even encourage children to go hame on
weekends, one principal summed up our observations: “There is little or no par-
ent participation here. Our only contact with parents is when they come to pick
up their children, or if there are special prablems, or if we have special pro-
"

grams.

Prekindergarten Programs

Head Start has been in the forefromt in emphasizing the importance of parent

involvement in and control over their children's education., Before Head Start

and current Title programs, Indian parents had little to say about their children's
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education. Head Start sees the cbjectives of parent involvement as providing
parents with opportunities to influence and share in the operation of the program,
and enabling parents to increase their understanding of child development and
child rearing. These objectives are reached in a variety of formal and informal
ways. The overall structure for all decision-making, including program, staff
and budgetary considerations, is the Parent Policy Council (PFPC).

The organization of these councils varies fram one program to another, but
in all programs the PPC must be elected and 51 percent of its members must be
parents. In one Alaskan village, for example, all parents are encouraged to be
members of the PPC, and five to eight elected officers function as an executive
coomittee. In Papago, each of five Head Start centers has a PPC which sends
two representatives to a Parent Policy Council which deals with overall Head
Start program decisions. In other areas, membership in the PPC is open to other
camunity members. In another village in Alaska, for example, 51 percent of the

PPC members are Head Start parents, and the rest are interested people in the

village. In Chinle and other Navajo areas, the local chapter is involved in
planning for Head Start programs.

The parent group has the right, and the obligation, to assess the needs of
the cammunity and design a program to fit the commnity needs. The length of the
day, the physical setting of the center, the days and hours of operation, the
months in which the center is open, are all program options-which the parents
have the right to establish. Parents can alsc: establish program priorities, as
in Cherokee where the Parent Board was faced with funding cuts and, after many
meetings, decided to eliminate the hame-visiting program in order to maintain
previous funding levels for the center-based programs.

The classroom program must also be approved by a parent cammittee and they

must contribute to writing and developing the overall curriculum design. Parents
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must also make decisions about whether and how the Native language should be
taught. In Alakamuk, for example, the PPC decided that the Head Start program
should be conducted in Eskimo and in English on altermating days.

Parents also approve a training plan for themselves which supplements meet-
ings with the staff. Such activities can range from a course in self-improvement
such as "weight-watchers® to a series of discussions on discipline based on the
requests and personal desires of a group of parents. In Cherokee, for example,
the Head Start parent coordinator arranged for 12 Head StartJ parents to take
part in a hospital training program which would lead to jobs in the IHS hospit'al.
In some areas, parents are included in more formal staff training. We saw ex-:
amples of this in the Bethel area in Alaska. A parent, a health aide, and a
cook from Alakanuk all attended a special Head Start workshop together; and
several workshops in Bethel included parents and staff, for example, workshops
in healt.h' services and parent involvement programs.

There are also regular parent meetings in which the center staff explain
the curriculum, and others in which specialists, such as psychologists, mutri-
tionists, health personnel, and child development specialists, have discussions
with barents. Parents also learn more about child development and ways to en~
hance the learning of their children through participation in classroom activi-
ties whenever possible, and by taking trips with the children. Many parent;s who
started working as part-time volunteers in Head Start have moved into staff jobs
and are now part of the professional training and career ladder activities pro-
vided in each program.

Parent groups also raise money for various center activities, as in Navajo

Mountain where the parents in a very small center raised $1,000 last year to go

on a three-day field trip to Phoenix. In Zuni, parents raised money for a dupli-

cating machine, for painting the center, and for play equipment. Parents also
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supplement the program in other ways. In one village in Alaska, for example,
parents donate fish to the center for the lunch program. In Choctaw, parents
and staff raised money to buy a freezer, and the parents raise vegetables and
livestock which they prepare and freeze for the children's meals. In Choctaw,
CheroFee, and other places, the parents have built functional as well as beauti-
ful outdoor play equipment for their centers.

There is great variation in the amount of parent participation or involve-
ment. Where there is less parent involvement it is usually because of a lack
of staff cammitment and, in some cases, this is because the staff have not been
.adequately trained in how best to involve parents. Where there is a greater d;-
gree of involvement it is because staff and parents believe that parent partici-
pPation is a crucial part of Head Start. Efforts are made to overcome all ob-
stacles, such as cammunication and transportation problems, in order to involve
parents in all aspects of the pProgram. Many Head Start staff and parents told
us that it had been an uphill pattle to get good parent involvement, and it is
an area that they are still working hard to improve.

Parent involvement is clearly a major factor in the enthusiastic acceptance
of Head Start in the cammunities we visited. Parents felt that "Head Start
listens to parentg. Parents have a chance to say what they want® and "I have a
chance to speak up at PPC meetings® and "Head Start will listen to the PPC. We
hire the staff."

In the day care programs we visited, parent involvement, on the whole, was
very poor. Many of the parents who attend day care centers are working, and
many of the children, we were told, come from single~-parent homes in which the
parent is especially burdened. Contacts with parents, in these Programs, con-
sists almost entirely of a few words when the parent brings or picks up the child

or ch.liren. Many staff members take this opportunity to speak to parents about
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their children. Because parent participation is not integral to these programs,
there is no parent coordinatoc whose sole responsibility it is to reach parents,
visit homes, or work at organizing evening meetings which are sufficiently in-
teresting so that parents will attend. On the whole, parent meetings were poor-
ly attended. Day care centers are needy in this ;.'espect as in many others, as
noted earlier.

Parent participation and involvement in the Parent Child Developne;lt pro-
grams at Acoma and Choctaw is, as in Head Start, integral to the program. Simi-
larly, in the early childhood program in the Alaskan village of Akiachak, par-
ents participate with their children in the program and the curriculun-for the
very young children is also brought into the homes.

Parent participation and parent and coammunity g:ontrol in education is a

1

key factor in ending the powerlessness of Native Americans. As Estelle Puchs

has said, there is much to be learned from the Indian, including

the right of men to participate in the institutions that

affect their lives; and that no policy or program, regard-

lesg of how well intended, will succeed without his approv-

al.

Coordination
One of the major problems in the educational programs for children is the

lack of coordination among programs. Clearly it is a complex problem; there
are a multiplicity of school systems on or near reservations (BIA, contract,

public, mission) each of which has different funding sources which, in turn,

are supplemented by a variety of Federal monies.

lIt is cited as a key principle guiding the operation of educational pro-
grams serving populations in poverty. See S. H. White, M C. Day, P. K. Freeman,
S. A. Hantman, & K. P. Messenger, op. cit., Vol. IV,

2%, Puchs., Time to redeem an old promise. Saturday Review, Jamuary 24,
1970, p. 75.
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Difficulties arise in hiring and personnel practices, admissions criteria,
quidelines for program implementation and expenditure, and use of facilities.
Hiring practices and salary scales differ considerably. Bureau and public
school teachers are paid different salary rates and the Bureau pays classroom
aides a higher salary than comparable jobs in Head Start. Title program aides
are hired on a different basis and at a different salary. One result of this
is job hopping fram one program to another. Personnel procedures also vary,
especially with respect to released time for training. Although Head Start and
Title programs provide released time for both short- and long-term training,
the Bureau does not, although it does encourage personnel to take educational
leave in the summer. However, attempts at coordinating services and training
between early childhood and school programs, as in the Developmental Continuity
Project in Dilcon, for example, are thwarted by the fact that Bureau personnel
cannot get released time to attend training sessions.

Admissions criteria create serious problems in early childhood programs
when income eligibility and guidelines dictating program hours preclude serving
the children who often are most in need of the program. Eligibility restrictions
and differences in program gquidelines for the expenditure of Pederal monies are
a continual source of problems in the schools, ranging from the use of JOM funds
to the assigmment of childrem to special service programs.

The lack of coordination in the use of facilities is another great praoblem,
especially in the uses of transportation. One mother told us that seven school
buses pass her house every day. Some attempts have been made to coordinate the
use of facilities, as in Port Defiance where underutilized Bureau schools are
sharing facilities with the ovércrowded public schools. tlthough in some commun-
ities, Head Start has moved into umused Bureau schools, there are empty BIA

school buildings and dormitories in the same cammunity where Head Start and day
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care centers are trying to find space that will meet state']’.icensing require~
ments. There needs to be more sharing of resources such as water supplies and
telephones with other programs that need them, and with local camnunities.

The lack of program coordination within and among schools leads to short-
changing the children. For example, in the early childhood and primary grades

at choctaw, four different early childhood programs (Head Start/Parent Child

e

Development Program, Parent Child Development Program, Follow Through, and Bu~-

, with different and often conflicting philosophies, are being implemented

N

concurren The Parent Child Development staff is now trying to set up an

Early Childhood Curriculum Committee with representation fram these four pro-
grams to coordinate curriculum for preschool through the third grade.

Similarly, staff development is hampered and the eventual benefit to chil-
dren minimized through the lack of coordination in training. Por example, the
Bureau sponsors management training seminars fc;r its staff but does not include
project directors from programs such as Head Start, Follow Through, or Child
Abuse projects. In same places, when Head Start has training sessions on nutri-

tion, parents and food service personnel from other programs such as schools and
hospitals are not invited.

At the present time, these problems are tackled locally, if at all, and on
an individual basis. For example, we were sometimes told that Head Start center
directors meet with kindergarten teachers to arrange for Head Start children to
visit the local kindergarten. However, such efforts are jisolated and only occur
if single people take the initiative. What is needed is a massive effort at the
washington level to coordinate all programs serving Native American children and

families in terms of funding, administration and implementation.
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EXPRESSED NEEDS IN AND ATTITUDES TOWARDS EDUCATION \ 1

v A

v

' ) \
Needs relating to education were -expressed by 490 of the 889 pe&e inter-

viewed, that is, by 55 percent of interviewees. Native Americans f:onstituted
348 or 71 percent of tifis group and .non-Nati_ve Americans 142, or 29 percent.

Persons expressing needs in education‘ included educationa;l personnel--adminis-
trators,‘ teachers, teacher a@des, teacher trainers, etc.--and persons in other

professions, and parents. In all, 490 interviewees expressed 1,294 needs con-

cerning education (see Table VIII-8).

Table VIII-8

.

A

Mumber of Educational Needs Expressed, by Source

Respondents Responses
Source # % # % -

Native American 348 71 944 73
Non~-Native American 142 _29 _350 _27

Total 490 100 1,294 100‘
Education 214 44 654 51
Non-Education 276 56 640 49

Total 490 100 . 1,294 100

Although there were fewer people in education than outside that field who
expressed needs, slightly .more needs were expressed by the educators; thus edu-
cational personnel, on t‘;te wvhole, were not merely defending the status quo.

As can be seen fram Table VIII-9, the four most frequently mentioned cate-

gories of need were concerned with staff in educational programs, with the cur-

riculum, with the need for more programs, and with a need for improved facilities.
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The 232 staffing needs mentioned included wishes for better trained staff,
for more staff, and a desire for staff to be more knowledgeable about Native
American language and culture.1 Significantly, only one non-Native American
expressed the latter need.

The second most © ten mentioned category concerned the curriculum (205
needs expressed). By far the most often mentioned content here was the need
for more Native language and cultur; in the curriculum. Other mentions consisted
of general camments, for example, that the curriculum does not relate enouéh to
what children can do that they have learned at home; finally, there were a few
very specific curriculum comments, for example, that the Alaska Reader should
be revised because it is ao longer up to date.

The third most freéuently mentioned category (193 needs expressed).was the
need for more educational programs or t> expand already existing ones. The vast
majority of these comments referred to early childhood programs. Seventy-one
percent of Native Americans expressing educational needs mentioned this aspect.
When we look at this category according to whether the source was a person in
education or outside that field, we find that only 39 percent og educational
personnel expres&ed the need for more programs in education. It is voiced much,
less often by non-Native Americans (28%) and by educators (39%).

The need for better or more facilities was expressed 185 times; mention of
this need was especially frequent on the Navajo reservation and in the Aberdeen
area. -

Parent education, especially with respect to the health, nutrition, educa-

tion and development of their children was mentioned as a need 122 times, and

|

lIn his study of the Oklahoma Cherokee, Wax also found that the need for
better teachers and better teaching wac the most often expressed response when
interviewees were asked how the schools could be improved. M. Wax, op. cit.,
p. 123,
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parent involvement 106 times. Other categories of need concerned the need for
coordination, cooperation and communication within and between educational pro-
grams; need for adult education; administrative concerns (often relating to
problems connected with bureaucratic decisions and delays or with the need for
more and more stable funding); as well as the need for special education.

As far as attitudes to educational programs are concerned, Table VIII-1O
presents a breakdown of positive and negative attitudes to early childhood pro-
grams, to existing elementary schools, and to bilingual and bicultural programs.
As can be seen, the vast majority of those interviewed were extremely enthusiastic
abcut early childhood programs (86% in favor). Most of these responses came from
Native Ame:;cans (72%). Respondents werc also very much in favor of bilingual
and bicultural pr&grams (88% and 90% respectively). Again, most of these posi-
tive responses came fram Native Americans (77% and 78% respectively). When nega-
tive attitudes were.expressed, they concerned people's belief that young children
should be at hume with their mothers (14% in all); and that the Native language
and culture is the responsil lity of the home, or that English shogld be the lan-
.guage of instruction (voiced in .proximately equal proportions by Native and non-
Nativ; interviewees). Attitudes toward elementary education were more eveyly
divided, with positive attitudes slightly more frequent than negative ones from

the sample as a whole (54% positive, 46% negative).

Table VIII-1O

Percent of Positive or Necative Attitudes Towards
Educational Programs, by Source

=544
. Bilingual | Bicultural
Early Childhood | Elementary Programs Programs
Source Pos., Neqg. Pos. Neqg. Pos., Neg. | Pos, YNeg.
Native American 72 8 44 30 77 5 78 5
Non-Native American 14 _6 10 16 pey 1 12 S5
Total 86 14 54 46 88 12 90 10
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These expressed needs and attitudes are consistent with the needs presented
above and with other sections of this report. There is a great need for pro-
grams in early childhood education; this need is expressed by Native Americans
whose attitude is also unequivocally in favor of such programs. There is a
great need for better trained staff in all programs and at all levels, also
expressed by the people we interviewed. Enthusiasm for elementary schools in
general was much lower than for preschool programs. That there should be more
Native American teachers in the schools and that Indian and Alaskan lanquage,
history and culture should be a part of the school curriculum is clearly evident

in these data.
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IX. BILINGUAL PROGRAMS AND ISSUES

The interest in «nd pressure for bilingual programs in schools serving
Native American communities comes from two quite different sources. First,
there are many communities whcre the ancestral language is spoken by only a fecw
rembers of the cormunity. Here the impetus is to save the language from extinc-
tion; teaching the Native language to children, young people, and adults is seen
as central to an effort to reclaim and revivify the heritage of the comrunity.
The second source of pressure for bilingual education, and by far the more com-
mon, ccmes frcm the many hundreds of communities where the Native language is the
dominant language, and children come to school with little or no facility in
English. There is no doubt that fluency in speaking, reading, and writing
English is the sine qua non for survival in the RAmerican school system, and com-
mand of English is necessary for higher education as well as for the successful
competition for jobs.

There is unanimity of opinion that the goal of elementary education must be
to enable Indian and Alaskan Native children to achieve competence in English.
At the same time, there are grave differences cf opinion about the methods, se-
quence, and timing that will best foster the development of competence in English.
Some parents and teachers feel that the sooner young Native BAmerican children
learn English, the better. Others are convinced that schooling must begin in the
language that children speak, with a gradual transition to teaching in English as
children develop understanding of English and of the concepts underlying the
school curriculum. Lingnists as well as many comunity groups have argued that
such a bilingual approach is the most educationally sound approach.

Concern with bilingual education represents a relatively new phase in educa-
tional thinking. For many decades an assimilationist philosophy govermed the

education of Ameridan Indians and Eskimos, as well as that of immigrant groups.
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The ideal of a hamogeneous society into which all diverse cultural groups would
be assimilated has given way to a valuing of cultural pluralism--recognition of
the right of each cuitural group to preserve and maintain its cultural identity.
It is generally agreed that language and culture are inextricably tied together,
and that preserving the culture requires preserving the language.

The era when speaking Native languages was forbidden and punished in the
BIA schools has passed and there is now an active interest on the part of both.
educators and community people :n programs which promote fagility in both the
Native language and in English. A number of programs in what is called bilingual
education have been developed, but before considering these,.it is necessary to
pPresent some underlying cultural and educational facts and principle;. The pic~-

ture is not simple,.

Relevant Cultural variations

It is estimated that there are well over 200 Native languages.l Many of
these are the preferred language in hundreds of communities; there are also lan-
guages which have become extinct in recent years and oéhers which are in danger
of extinction. A figurative map of language dominance in Native American com-

Cmunities would show considerable diversity from area to area and within area.
Table IX-1 shows the language dominance in the areas surveyed in the present

needs assessment. There are areas in which the Native language is dominant and

lThere are difficulities 1n determining the number of distinct languages be-
cause of variable definitions of language vs. dialect. Estimates of the number
of speakers of different languages are not entirely reliable, but Martin has
recently compiled data on the number of speakers of American Indian and Eskimo
languages. See J. P. Martin, A survey of the current study and teaching of North
American Indian languages in the United States and Canada, Center for Applied
Linguistics, May 1975. Martin's sources are W. L. Chafe, Estimates regarding
speakers of Indian languades (1963) and Corrected estimates regarding speakers
of Indian languages (1965), in the International Journal of American Linguistics:

and Professor Michael Krauss of the University of Alaska, for the figures for
Eskimo and Aleut lanquages, and others applicable to the early 197Gs (Krauss, in
press).
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Table IX-1

////\// Language Dominance in Communities Surveyed in Present Needs Assessment?*

| Dominance*
.Area Community/Reservation | Native Lanquage English Mixed Native
Aberdeen Cheyenne River ! Lakota ‘EEastern Western
| standing Rock- Lakota, Dokota |/ part of reservation
| Fort Totten Dakota X
Turtle Mcuntain Cree, Assinabone,
‘ 0Ojibwa X
{
Alaska ' Bethel Yupik X
| Akiachak ' Yupik <« X
| Emmonak ' Yupik X
i Fortuna Ledge Yupik X
i Tununak Yupik X
: Kotzebue Inupiat X
f
Albuquerque | Acoma Keresan (Spanish) X
. Isleta- i Tiwa (Spanish) X
i Santo Domingo | Keresan (Spanish) X
‘ Zuni Zuni X -
1 Jicarilla " Apache X->
! Mescalero * Apache X
Eastern Cherokee Cherokee X
Choctaw Choctaw X
Miccosukee Miccosukee X
| Semimnole Seminole X
Navajo Chinle Navajo X
Crown Point Navajo X
Fort Defiance Navajo X
shiprock Navajo X
Tuba City Navajo X
Phoenix Gila River Pima ’ X
Hopi ‘ Hopi, Tewa X
Papago ' Pima, Papago ‘ X
Salt River Z Pima ; X
white Mountain Apache ; Apache ! X

*There is some degree of mixture of Epglish and native language in every com-
munity, either geographic (e.g., native language current only in small isolated
community) or generational {(e.g., English predominant except in older generation).
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preferred, and the great majority of children come to school knowing little or
no English. For example, in scuthwestern Alaska, Yupik is the language of more
than 20,000 EBskimos who live in the Kuskokwim-Yukon region; on the Navajo, Hopi,
and Papago reservations, their respective Native languages are dominant. In
other areas, English may be the daminant language in one section of the reserva-
tion (where the agency office is located), and use of the Native language is
correlated with distance fram the central offices. For example, on some of the
Sioux reservations--Cheyenne Kiver and Standing Rock--~the number of people speak-
ing the Lakota language 1increases as one travels westward. In many communities
the picture is mixed--the majority may be bilingual and, at the same time, some
speak primarily the Native language and others primarily English.

There are a number of situations in which three languages have to be taken
into account. In the Southwest the influence of the Spanish language and culture
1s sti1ll very strong, as evidenced in place names and family surnames. In many
hames Spanish is spoken in addition to one of the Native languages and English.
In many families more than one Native language is spoken; this 1s most likely to
occur in areas where families are composed of members of more than one tribal
group or where tribal groups live near each other (e.g., Navajo/Hopi, Chippewa/
Sioux, Cherokee/Cree).

There are also areas where the Native language survives only in the more
isolated communities; and in these communities, the lack of facility with English
serves as a symbol of the isolation and also as a barrier perpetuating both the
isolation and the pattern of limited services. In other communities, where
people from several different tribes live together, English serves as a lingua

o

franca.

In addition to the above patterns, there are significant generational differ-

ences: the older generation, those 45 and older, often speak the Native language

204
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and may have a limited command of English; the middle generation is more often
fluent in English, with little or no_knowledge of -the Native language. It is
said that many of the older parents did not want their children to have to go
through the humiliation and punishment they had experienced for speaking their
Native language, and therefore did not teach them their Native language. The
latter generation, in turn, want to reclaim their heritage and regret that they
do not know the language of their people. Since they cannot themselves teach
the Native language to their children, they are turning to the schools to do so.

In many Indian and Eskimo communities language is a highly charged emotional
issue. For example, in many communities, perhaps especially in the Pueblos, lan-
guage and religion are deeply connected; in some instances this interconmnection
means that canmunity people, especially elders devoted to preserving and protect-
ing the ceremonial and religious life of the community, actively resist attempts
by non-Indians to learn the language and to introduce the Native language into
the schools. This is also true of certain aspects of cultural life which have
religious significance and are therefore not considered appropriate content for
curriculum to be taught by non-Indians in school; these feelings and prchibitions
have serious import for the development of bicultural curriculum.

Thus, same cammunities reject bilingqual programs because they do not want
non-Indians involved in their language in any way; others may be disinterested
because they feel that the language is dying and it is too late to save it; some
feel that the school's principal task is to teach English. At the same time, in
other cammunities there is a strong desire to preserve the Native language and,
in still others, beginning teaching in the Native language is considered essential
for children who enter school with little or no previous exposure to English. It
follows that communities must have choices as to the kinds of language programs
in the schools, and that different kinds of bilingual educational programs are

required to fit these different situations.

24
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In some areas where there is no bilingual program we were told (sometimes
most authoritatively by school personnel, sametimes by individual parents) that
the community does not want bilinqual programs. It was not clear, however, that
the cammunity had been consulted. Many parents do say that "the school is the
place to learn English." Parents express concern that the children might not
learn enough English if they are taught the Native anguage. On the other hand,
most existing bilingual programs nave taken and supported the position that chil-
dren will learn more English mor- rapidly if they are first taught in the lan=-
guage that they speak. It is neoessary not only to survey parents' attitudes,
but to supply relevant informati.:n and opportun:ty for discussion of the pros
and cons of bilingual education.

In Acoma, a parent survey was conducted, and a bilingual program has been
started in the PCOP and the Bureau day school. This is a source of pride in the
community: ' "We are trying to put Acoma back in the vocabulary. Some children
are first learning Acama." Or, as an Eskimo parent in Kotzebue said: "We must
instill pride so that we are not second-class white people with a dark skin."

There is no reason to expect unahxmity of opinion within a community, but
communities have to work out such differences of opinion and feeling. Further,
it is to be expected that feelings may change. Many of the Native communities
are in flux; these are times of remarkably rapid social change and a cammunity
that resisted bilingual programs two years ago may welcome such programs in 1977.
Similarly, school administrations may find that their opinions too will change.
One thing 1s certain: interest in bilingual education is increasing in Native
American communities. As opportunities for funding bilingual programs have be-
come available in recent years, tribal groups have applied for such funding.

The importance of the problem and the need to provide programs, training,

and materials for bilingual education has recently been recognized by Congress
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and embodied in Public Law 93-380, the Bilingual Education Act (August 1974).1

A survey of bilingual educational needs of Indian children has been conducted by
the National Indian Training and Research Center (Tempe, Arizona),’under contract
with the BIA.2 A questionnaire was distributed to almost 500 JOM school dis-
tricts in 23 states, and to each BIA Area Office. The items covered such ques-
tions as: how many Indian and Native Alaskan children in thg school have bilin-‘
gual educational needs, whether parents favor bilingual programs, whether teachers
are trained to teach in such programs, whether the school presently has such pro-
grams and, if so, whether the present programs adequately meet the bilingual edu-
cational needs of the children. The response rate was very good (61 percent of
the JOM schools, 80 percent of thé contract schools, and 70 percent of the BIA
schools responded), but it was also clear that "few schools have conducted compre-
hensive needs assessments from which objective data may be derived."3 Table IX-2
shows the mmber of Indian and Alaskan Native children--preschool through second-
ary school--who were considered to need bilingual educational programs. On the
basis of our experience, and others' judgment of the.numbers of children who come
to school speaking no English, or only rudimentary English, this estimate (42,454

children) is probably a serious underestimation of the population.

Relevant Educational Princig}es

Much of the literature and research on bilingual education has concerned the
problems and needs of children from Spanish-speaking famiilies-—especially Puerto
Rican in the Northeast, Chicano in the Southwest. Indian and Alaskan Native

children who speak one of the native languages have samewhat different problems

lamendment of Title VII of the Elementary and Secondary Education Act of
1965: Title VII - Bilingual Education, PL 93-380, August 21, 1974.

2Survexof bilingual education needs of Indian children. Research and Eval-
uation Report Series No. 36, Indian Educatxon Resources Center, Bureau of Indian

Affairs, October 1975.

v

CH

3bid., p. 6. 3
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Table IX-2%

Estimated Bilingual Educational Needs of
Native American Children

No. Who Need No. t/hose No. Whose
Total Bilingual Needs Are Needs are Not
Enrollment Education Program Being Met Being Met
BIA Schools 46,709 26,117 8,177 17,940
Contract Schdols 3,042 1,091 837 250
JOM Public 119,731 30,501 6,241 24,260
Total 169,482 57,709 15,255 42,454

*Source: Survey of bilingual education needs of Indian children. Re-

search and Evaluation Report Series No. 36, Indian Education Recources Centcr,
Bureau of Indian Affairs, October 1975, p. 2.
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in learning English. This is partly because the Mative languages are not part of
the Indo-European language family. Not only are there no common roots, but
the linguistic structures are entirely different fram those of English. While
there is disagreement as to the extent to which language shapes thought, there
is no doubt that cultural assumptions and values are‘embedded in language, and

v concepts are differentially elaborated. Some concepts that are important in same
'of the Native languages have no counterpart in English, and vice versa.1 Further,
Native lanquages are part of an oral tradition. Orthographies have been develop-
ed for a number of Native languages, but this is a very recent development and
most older fluent speakers of the language do not know how to read or write it.

A major stumbling-block in the implementation of bilingual programs is the

fact that there are not enough experienced Native teachers, and few teachers
know the Native ianguages. In addition, most teachers and administrators have
limited knowledge of linguistics and of normal patterns of language acquisition;
even well-designed programs can backfire when they are misinterpreted and impie—
mented in naive ways. )

‘ There are certain fundamental pr;nciples which should guide the development
and implementation of biliﬁgual programs. First, it is essential to distinguish
between receptive (or passive) language and p;g@uctive language. For most people,

but especially for very young children learning their first language, and in sec-

ond language learning, understanding what is said precedes and is considerably

1A case in point is a recent effort to translate into Navajo the Boehm Test
of Basic Concepts--a test of concepts which underlie early school language re-
quirements. The test was translated by fluent bilinguals. Nevertheless, it was
concluded that the Navajo version and the English version of the test were essen-
tially different, and the differences were attributed to the different ways in
which meaning is expressed in Navajo and English. (A. R. Scoon~Rosenbluth, The
feasibility of test translation--English to Navajo, Ph.D. dissertation, University
of New Mexico, December 1974.)

3
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more extensive than what can be produced. Nevertheless, "knowing" a language
requires expressive as well as receptive proficiency. Learning to cammunicate
in a language requires opportunities for expression and communication; one must
learn to think in that language. Yet many teachers restrict children's talk in
class to simple responses, single words or phrases, and take a very narrow view
of what lanquage learning means.

A second principle is that teaching a second language must take into ac-
count the child's level of development and understanding of concepts and ideas.
Young children's grasp of their first language is imperféct and in flux; they
are constantly learning not only new vocabulary but new structures and rules;
they are also learning new concepts and clarifying their understanding of
others. In order to stabilize this process, Susie Tso, for example, Child
Development Specialist and Coordinator of Head Start programs for the Navajo,
considers it essential that Navajo should be the language usea in Head Start.
When these young children bave acquired a firmer base in their own language,
and a more solid understanding of the fundamental concepts and cultural ramifi-
éations expressed in that language, i; becomes appropriate to begin the process
of learning a second langquage.

A corollary to this is that teachers should know what the children's lan-
guage status is, and should know how well children understand fundamental con-
cepts. Knowing what the child's language status is may seem obvious, and often
is obvious when children come to school speaking only the Native lanquage. But
on the one hand, when children speak some English, teachers often assume that if
the child understands some of the things she says in English, and makes some
statements in English, then that child "speaks English."™ This may be an unwar-

#

ranted assumption, On the other hand, teachers‘and schopl administrators may

also underestimate the children's knowledge of their Native language. For

209
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1

example, the Cherokee (North Carolina) schacl recently started the practice of

having a Cherokee-speaking adult interview each entering child in an individaual

interview. The staff were surﬁrised to find that appxoximately half the chil-~
\ .

dren had at least a receptive knowle&ge of Cherokee.

A thread that runs through all bilingual programs is the idea that the
second language should build on knowledge of the first language, that con?epts
should be understood in the first (Native) language before being introduced in
Englisg. This is an eminently sound idea, but in practice it is often most
superficiallj applied. It cannot be assumed, for example, that a single demon-
stration of an idea, e.g., that sugar'dis!alves when put in vater, enséres
understandind of the basic concept (e%;&dissolve), or that that temm, when it
is then introdﬁced with a similar demonstration in English, will be understood
in English, Concepts are not learned by one or two exposures or demonstrationé.
A great deal of evidence how exists that children in all cultures learn to speak
at about the same age, and learn to express themselves in age-appropriate
terms.1 By the age of five or six, hqwever, childrén have not yet learned the
more complex syntax, or the more subtle means of expressing themselves in their
language. Nor have they mastered many of the concepts that are basic to under-
standing the wvorld. gﬁey may use words %or concepts that are not fully under-~
stood,; or they may have some operational understanding of concepts for which
they d9 not éet know the tvords, ‘'hen a second language--Q§pecially one with
totaliy different semantic ani syntactic structures~-is overlaid on the first
imperfectly apprehended language, certain confusions maflge inevitable. A

3

thoughtfully planned language program must take these factors into account..

i lSee R. Brown, Psycholinguistics: selected papers, New York: The Free Press,
1970; C. Chomsky, The acquisition of syntax in children from 5 to 10, Cambridge,
Mass.: MIT Press, 1969; V. P. John & V. M. Horner, Early childhood bilingqual ed-

ucation, New York: Modern Language Association, 1971.

]
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A third principle is that . considerable amcunt of <novledge about language,
language development, and conceptual developrient is necessary if a second lan-
guage is to be taught successfully, especially to young children. An earlier
report dealing vich teaching English to American Indiars noted that "yhere
teachers are interested in language problems and have had some training and ex-
posure to linguistics, 1t is reflected in their teaching. rlany, however, display
a great naivete about language, a lack of awareness of problems of second lan-

guage learning, and modern approaches to thesa problems, Sometimes insufficiern*

/
/ .
training and infespation cause a distorted interpretation of modern techniques,

ending in their misuse."

Second-lanquaqc teaching 1s often highly structured and didactic, vith a
minutely programmed timetable and curriculum guide. One underlying assumption
of this approach is that the individual already has an‘elaborated first language
to which the second language can be tied. But, perhaps more important, such
approaches do not consider the fact that the processes of acquiring a second
larguage arc necessarily related to the processes of acquisition of the firsct'

language. As Suasan Ervin-Tripp points out:
Recent work on children's language acquisition has brought out
strongly that the child is not just a passive vessel of sense
impressions. He actively strains, {ilters, reorganizes what
he is exposed to. His limitations are not exact duplications
or even random reductions of input, but reflect knowledge simi-
lar to that revealed in his other uses of language. In this
respect, first and second language learning must be quite alike;
the learnexr actively reorganizes, makes generalizations, simpli-
fies. any learning mndel vhich predicts language learning on
the basis of input without regard to the selective processing by
the learner will not wozk, except for tcsivial problems., And yet
most of our rationales for procedures in second language instruc-—
tion have becn based on assumptions that organization of input,

IS. Ohannessian, J. D. Bowen, iI. R. Tlager, & R. C. Troike, Study of the
problems of teaching English to American Indians. repnrt and recommendat ions,

RIC

Center for Applied Linguistics for tne Bursau of Indian Affairs, 1967, p. 15.
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plus practice, will Lave predictable xcsults.l
Vle know that children do not achieve mastery of their first language through
highly prograrmed language exercises, but through informal processes of social
interchange in which the desire to understand and to cormunicate, the pleasure
of exchange of ideas, imitation, and verbal play, as well as correction and
self-correction all play a part.

Processes involved in leaming a second language are nov well understood,
and it is generally agreced that there is an urgent need for research in this
field. ''e rneed to know more about basic processes in second language acquisi-
tion, and also about the implications for teaching that follou from the struc-

2 —
ture of particular languages.
. It must also be noted that the child's command of oral language, both re-
ceptive and expressive, is a determining factor in learning to read. If the
child has a~minina1 vocabulary in English and still thinks in the first-language,
laboriously translating into English, cral speech will be slow and unsure. BEx~
pecting children with fragmentary understanding of English to learn to read in
English compounds the difficulties of matching auditory to visual sti@uli und
learning a new symbol system, Learning to read is an enormously complicated and

imperfectly understeod process.3 But even the first levels of proficiency--the

development of decoding skills--presupposes automatic processing of oral lan-

"guage.

" It is generally accepted that the progression from teaching in the known,

{
first language, and consolidating concepts in that language before moving into

1Susan M. Ervin-Tripp, Language acquisition and communicative choice.
stanford, Calif.: Stanford University Pres~, 1973, p. 93.

25ce Second planning conference for a bilingual kindergarten program for
Navajo children. conclusions and rggommendations. Center for Applied Linguis-
tics for the Burecau of Indian Affairs, June 1969.

3See, for example, H. Levin & J, P, (Jilliams (Eds.), Basic Studies on Read-
ing, New York. Basic Books, 1970.




- 253 -

the second language facilitates learning and campetence in both languages, and
in the areas of the conventional schcol curricilum. Much more needs to be known
""about appropriate teaching strategies and about their timing and sequence. The
importance of achieving mastery of English cannot be overestimated. English, as
has been said so many times, is the language of the school and of the mainstream
culture. Just as knowledge of and fac:ility in the Native lanquage help children
to identify with their tribe and their heritage, so facility in English builds
connections with the larger culture and is a bridge to the future.

Camments on Observations in Selected Schools

Before 1970 there would have been few bilingual programs to observe in Eskimo
and Indian communities. Now there are more than 35 programs, some new and some
that have been going for several years, some in only certain grades in a single
school, same in many schools in an area. We were able to observe a number of
these programs, for instance, those at Miccosukee, Papago, the Akiachak Parent-
Child Center, the Bethel Primary Eskimo Program, and several programs on the
Navajo reservation--Rough Rock, Sanostee, and Borrego Pass.

There are many schools either with no bilingual program at all or with a
"Native language teacher” who has classes once a week teaching the Native lahguage
to children who are primarily English-speaking. Generally, in kindergarten and
primary grades the aides, who are from the community and speak the Mative lanquage,
act as translators and teachers for those children who do not understand Fnglish.
Some teachers have noted that this practice, although essential and better than
ignoring the problem entirely, is a far from adequate solution; many of the aides
have imperfect command of Engl.sh themselves. (In same cases, for example, in
the Pueblos, the aides may speak the Native lanquage and Spanish more fluently
than English.) Purthemmore, this system makes the children who are in the most

need of help--those with least facility in English~-dependent on the aide,

AN
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who has less trairing and expcricrce in teaching than the nain teacher. At best,
the teacher and thc aide have differcnt areas of competence. Hou they work to-
gether is left erntirely to the personcl characteristics of the tuo individuals.

In a feu instances Native teachers are teaching young children (kindergarten
or first grade) and apparently have been encouraged to sprinkle English words

into their Native language, and Native.words into their English language presen-

tations to the children. This ccmpound bilingualism, a phenomenon often observed,

does not promote clarification and develorment of either language. True bilin-
gualirm--ccos3irate bilingualism--means that two languages are kept distinct:
the individual is able to shift back and forth in appropriate situations, but
the languages are not haphazardly intermingled.

There are a number of areas wvhere the majority of children come to school
speaking the Native language only and there are no area-wide or school supported
bilingual programs., Or in scme instances, bilingual personnel have been budgected
for but not yet hired. 1In such cases individual teachers may develop programs

for their classzes on their ocwn initiative. For example, on the Papago rescrva-

tion, we observed one second grade classroom in a Bureau school where the teacher,

Helen Ramon, herself a Papago Indian (and a recent COP graduate), was using a
newly deviced Papago orthography. Ms. Ramon had developed her own curriculum:
she had made language, number, and weather cards; the children wrote stories in
Papajgo; she translated stories and newspaper items into Papago. Her program is
more than a language program--iiz. Pamon teaches Papago history and culture and
vas using Papago in all curriculunm arcas except math, She does use some English
in the classroom and plans, by the end of the year, tc L2 teaching in English
exclusively, But this is an i1solated class in the Xeruo day school. Other Bur-
eau schonls on the reservation are not using the new means for writing in the

Papago language, although public schools at ¢ .lls and Topowa are beginning

20+
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programs of teaching the Papago larguaqe, and cther Papago communities are discus-
sing having such clasces for children and teachers.

One program wc observed in Alaska has been in operation for several years in
a number of schools, and has Leen evaluated as a successful program vhich is still
urdergoing revision of its premises and implementation. The program, which begins
in the first grade, has develcped books and materials in Yupik, and uses Native
teachers to teach in Yupik, and Znglish-speaking teachers who teach English as a
second language. In the first and second grades the teaching 1is primarily in
Yupik, with an hour of Ir;lish; in the third grade there are two hours of English,
and by the fourth grade, the shift ic madz to teaching primarily in English, with
an hour of Yupik. The curriculum coordinator makes relatively frequent visits to
monitor problems, suggest teaching techmiques, and provide on-site training. A
rather elaborate curriculum guide is being developed for all curriculum areas.

Although a numt r of the techniques observed are interesting and provocative,
designed to catch the children's interest and facilitate learning and involvement,
there 1s a fundamental flaw in the design: the program ignores the kindergarten
year, and here the classrocm language is often English. In villages with kinder-
gartens, a bilingual program that is bypassed in kindergarten makes po sensc. In
some villages there are preschool programs tthece both Yupik and English are spok-
en. Thus, the childrern learn some English, then they go to kindergarten which
may be taught exclusively in Englich {although there is a Yunik-speaking aide).
Then they go to first gradz vhere the curriculum is almost entirely in Yupik. 1In
addition to creatirg confusion foi the children, :his kind of situation can have
devastating effects on the teacher's morale. Teachers nced t» think that what
they are teaching the ~hildren in their clas: 7111 be useful both for presert
learming and for the “uture., A ;eacher is likely to feel that her work has been

undone, or was in vairn, if in the following yecar tie chilaren have no cpportunity

o ~y
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to use the skills she has taught. Obviousiy, in ueveloping bilingual programs,
as in all aspects of the educational system, ther2 1s a great need for coordinat-
ing effor*s, programs, and policies,

At Miccosukee, in a small country school contracted to the tribe, a thor-
ough-going bilingual program has been developed (by non-Indians) with the full
support of the Tribai Chairman. Stories and curricular materials have been trans-
lated into !liccosukee, and children learn to read and write in their language,
shifting to Erglish in the upper grades.

‘ There are several schools with bilingual programs on the Navajo reservation.
The most fully developed program obscrved by the study team is that at Rough Rock
schcol. Rough Rock has been a contract school for a number of years and has had
the opportunity to try different ideas, to make mistakes and correct them, to en~
list community support and to achieve community participation, The bilingual pro-
gram is carefully sequenced--children start at three or four in Navajo, with
Mavajo teachers. Navajo is the primary language of instruction in kindcrgarten
and first and second grade. Children thus first learn to read Navajo. They

learn English as a second language, beginning in the first grade, with increasing
time given to English. Third grade is transitional, and by the end of the year
the children are expected to be ready to make the shift to English. In the upper
clementary grades, the school employs white tecachers, and English is the language
of tﬁe clagsroom., As a community school, Rough Rock uses parents and community
people as aides and classroom helpers. The bilingual and bicultural program epit-
omizes the intimate connectcdness of school and community.

There are many possible approaches to the basic problem. Many people feel
that the ECL techniques, that is, the formmal programs for teaching English as a
sccond languagn, are too structured, didactic and artificial. The teachers at

the Borrego Pass School, for example, consider the ESL programs restrictive
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and unnatural. They r£icus on usirg Lnglish in concents that children will find
enjoyable--playing garmes, siucirg, infowmal conve - ation; they count on -he pores
of pessonal contact and rmodeling of English speech, an informzl socizl inter-
change. Such an approach cncouragas spontaneily and stresses communication skills
over technical skills,

& thcory, onc approach to teaching Erglish as a second language 1s through
irmersion in English in a benign, accepting and nonpunitive envircnment in which
children's nceds are given first Place, and curriculum is subordinate to cfmr'
municaticn., This remains a Lypothotical possibility, since such a program was
not okserved.

One firal comment should be made about the need and desire to preserve the
Native larguages the entire bugden cannot be placed in the primary and elementary

>

schools, As the transition is rade to Erglish in the upper elementary grades, and

as children develop incrcasing facility in Inglish, English will become thc lan-
guage for processing the more advanced school curriculum, There must alsc be
couzses at the junior high and high school levels in which cultural history and
traditions are taught in the Native language. The language that a five- or six-
yecar~old brings to school, and that nine~year-olds use in theié out-of-school play
tends to use simple constructions and a scrviceable but not extensive vocabulary.
Unless the Native languages arec aizo usel for expressing complex ideas at a more
mature conceptual level, developrent of the languages will be truncated.

It is importart Lo remember thot bilingual programs do more than teach two
lanquages; they have svrbolic significa.nce. Derogating a person's language dero-
gates the person; honoring a child's lancuage honors the child as a person and as
a rerber of a particular cultural group.

It is sften assumed that larguage di€ferences arc the crux of the educational

difficulting experilenced by Indian and Eskim» children in school, There can be no
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doubt that the language is of prime importance, especially in those cammunities
where English is the lancuage of the classroom, and children come to school with
limited facility in English. But it is necessary to remgmber that even under
these circumstances, language is only one of a complex of factors that determine
the schcol situation. The teachers' knowledge of and appreciation of the patterns
and style of life of the community, awareness of the ways in which conventional
teachcr-student relations do and do not fit in with children's previous experience
in the community, reachers' attitudes toward and expectations of the children--all
play a part in the guality of classroom interactions.l That is to say, it is not
only curriculum as written in guides and lesson plans, but the way in which it

1s implemented, the attitudes conveyed and the interpersonal situation that is
created that will “etermine the children's lea#ning of English, as well as of the

other content that school is designed to teach.

lSee R. V. Dumont, Jr., Learning English and how to be silent: studies in

5ioux and Cherokee classrooms. In C, B, Cazden, F, P. John, & D. Hymes (Eds.),
Functions of language in the classroom. New York: Teachers College Press, 1972.
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X. RECOMMENDATIONS

-

In making our program recammendations for Native American children from
birth through age eight and their families, 1t is important to acknowledge that
each community has particular characteristics that distinguish it fraom other,
:even nearby communities in the same tribal group. At the same time, there are
common features which cut across all Native American groups. The Native Ameri-
can population has a unidque relationship with the Federal govermment: as citi-~
zens, they are entitled to;;11 the benefits and services due to other American

citizens; they are also entitled to special benefits and services as a conse~

quence of treaty obligations and specific legislation. (This is referred to as -u
"dqual entitlement.") They share a troubled history of struggle for these rights. |
In spite of the heterogeneity of geographic and climatic conditions, of language

and particular history, Indians and Alaskan Natives share minority group status

in the United States, and an economic position that is the lowest in the country.

Native Americans have a common concerh to preserve their cultural traditions and
lanquages, and share common themes concerning the relation of people to the en-

viromment. Finally, while determined to nurture and take pride in their Native

American identity, they are equally determined that being Indian and Alaskan

shall not make them second-class citizens as far as the dominant culture is con=

cerned. These common bonds, values, and needs mean that the data of this needs

assessment and the recommendations based on it are applicable beyond the,reserva-

tions and villages visited, and the program recammendations apply to all Native

Americans who are under the jurisdiction of the Federal govermment.

These program recommendations also take intc account already existing pro—

grams. These include Parent Child Centers, Parent Child Development Programs,

Day Care, Head Start, Bureau day and boarding schools, public and state operated

ERIC. <69
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schools, and mission and private schools.
will incorporate the experience and expertise of these programs and the formal
and informal networks of services already available to children.
programs, as well as those which may be developed, have a cammon goal: the full

development of children and their families in a manner congruent with the values
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of their culture and cammunity,

Integral to the recammendations are three crucial principles: comprehensive~

ness, contimiity, and tribal control.

Comprehensiveness refers, first, to a broad definition of edu-
cation as a process to promote overall growth--intellectual, phys-
ical, and social--and not merely as a means for training chil-
dren in literacy and vocational skills. Second, comprehensiveness
means extending this broad definition of education to one in which
the educational program is seen as a vehicle and medium for parent
and family education, for the delivery of health, nutrition, psy-
chological, and social services, and programs for handicapped and
gifted children. While this idea is not new, its implementation on
a national scale began only recently with the institution of Head
Start in 1964. Since then it has gained increasing momentum and
can be found in many programs (for example, Developmental Continu-
ity, Early Education Programs of California State Department of
Education, Follow Through). Such camprehensive services, deliver-
ed by or through educational programs, respond to the many inter-
related needs of Indian, Alaskan and other communities in poverty.

Continuigx refers to the importance for the child of having a
coherent, appropriately cequenced series of experiences, in smooth
pProgression, as he or she moves through the first decade of life.
Continuity needs to be achieved within programs (for example, for
young children), and across programs (for example, from preschool
into the primary years).- The educational experiences are broadly
conceived and sequenced according to developmental stage, taking
account of individual pace and style. An underlying goal is to
make the school a secure place where life is predictable and where
natu-al curiosity and optimism are given free play. Continuity
makes it necessary that the adults concerned with this child--
directly or indirectly--must together plan the sequence, map the
short- and long-term goals and must continuously examine both the
child's progress and thedir own.

Tribal control means that the Indian and Alaskan people can
plan and administer the educational programs that will serve their
own chillaren. The United States Congress has found that "parental
and comrunity control of the educational process is of crucial im-
portance to the Indian people" and "recognizes the obligation of
the United <iates to respond to the strong expression of the Indian

PRV
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peopla for self-determination by assuring maximum Indian partici-
pation in the direction of educational as well as other federal
services to Indian communities so as to render such services to
be more responsive to the needs and desires of those communi-
ties."l pPour years before Public Law 93-638 was written, Ned
Hatathli, President of Navajo Community College, had put the
case for Indian control of education more strongly: '"The prin-
ciple of Indian control must be inviolate and I am not zt all
satisfied with the use of such words as 'participation' or
'consultation' in these bills. Nothing is more germane to the
present climate of Indian affairs than is Indian control. Even
the use of the wori ':nvolvement' no longer adequately reflects
the determination and the necessity for Indian people to direct
and control Indian education.” Lou Jacquot, representing the
Alaska Federation of Natives Higher Education Comittee, said

in 1971: "...often the question comes up, are the American
Indians or Alaskan Natives ready for local control, and I really
personally believe the American Indians were ready for local
control of their destinies in 1492, and the Alaskan Natives were
ready fer local control of their destinies in 1741, when the
Russians came,"3

Tribal control is fundamental to the success of the programs and
policies recommended in the following pages.

The recammendations are presented in four sections. The first is concerned
with children and their families fram birth Lthrough age five; the second with
primary school children in kindergarten or first grade through the third grade;
the third section contains recommendations concerning the supportive services
for all programs for children from birth through age eight; and the fourth sec-
tion makes recommendations concerning training. Finally, a cost-out is present-

ed, calculated over a period of ten successive years. -

lPubllc Law 93-638, Indian Self-Determination and Education Assistance Act,
93rd Congress, S. 1017, January 4, 1975, Sec. 2(b) (3) and Sec. 3(a).

2Indian Education Act of 1971, Hearings Before the General Subcommittee on
Education of the Conmittee on Fducation and Labor, House of Prepresentatives,
22nd Congress, Washington, D.C.: U.S. Goverrment Printing Office, 1972, p. 61.

*bid., p. 432.
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A. CHILDREN PROM BIRTH THROUGH AGE FOUR OR FIVE AND THEIR FAMILIES:
THE PARENT CHILD DEVELOPMENT PROGRAM

The model for our proposed design for early childhood education, with the

‘ _ ¢
three above principles as a base, is the Parent Child Development Program {PCDP)

concept created by the Bureau of Indian Affairs and currently in operation on
the Acoma and Choctaw reservations.1 The PCDP contains several components

which, on the basis of needs expressed in many communities (as well as assess-

ment of the two programs), appear well suited to Native American cammunities.

As presently designed, the PCDP offers parents a set of options in the education

and care of their children from the earliest weeks. 'Its components are Center-

Based group care, Home-Based care, and Family Day Care. These components are

briefly described below.2

Center-Based Programs. This component offers center-based
group care. Normally, such a program serves children aged three
or four but can also serve younger children, as well as five~
year-olds in communities without kindergartens. Educational
programs:at a center are typicelly scheduled for a morning or
afternoon session, or they may last the entire day. If they
also serve as day care centers, then they begin earlier, in
order to accommodate working parents, and remain open longer
in the afternoon until the parents return from work.

Like the other camponents, the Center-Based program offers an
educational curriculum to facilitate and support cognitive, social,
emotional, and physical development. It is based on knowledge and
understanding of child development. children's active participa-
tion is encouraged in activities which promote skills and elicit
discovery, exploration, and experimentation. The support system
for the center program consists of a staff of teachers, aides in

/ training, as well as workshops, conferences, training sessions,

} staff meetings, and the direct supervision of the PCDP Director.
o ,
¢
. lsee A guide for the development of Bureau of Indian Affairs and Tribal
ang’ Parent Child Development Programs (PCDP), Jamuary 1973 (mimeo).

-

S

4

; 2A1though the descriptions are here attached to the PCDP concept, they .
also apply to many other early childhood programs currently operating in
villages and on reservations.
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The Center, ideally, centains the offices of the PCDP Director
and supportive staff, as well as the resource materials for Home-
Based and Family Day Care components. The Center thus becomes
the physical and psychological nucleus of the PCDP as a whole,
containing a program of its own and reaching out into the cammun-
ity through its satellite Houme-Based and Family Day Care campon-
ents.

Home-Based Programs. For the mother who is at hame with her
child(ren) and 15 unwilling or unable to bring them to a center,
1t is possible to bring an educational program into the home.
The emphasis here is tc enlarge and extend a mother's natural
repertoire of activi*ties with her child{ren) and to help her to
become more aware of and make use of those natural and created
learning situations which will facilitate the child's develop-
ment.

This component is supported through a network of home visitors
who visit the hame regularly to work with parent and children,
bring materials and books, and engage in specially designed ac~
tivities, 0Often, the materials ard books they bring are left in
the homes to provide stimulation and entertaimment. Additionally,
parents with a Home-Based program may come together in each other's
homes or at the Center for infommation, discussion or workshop
groups.

Family Day Care Program. This component provides care of the
child(ren) in a hame setting which may or may not include the
Family Day Care mother's own child or children. Usually employ-d
as a vehicle for day care, this option serves the needs of parents
who prefer a home setting to a Center-Based program for their
children. Family Day Care homes should use Federal guidelines
adapted to local realities. 1In addition to appropriate care,
this component includes learning opportunltles through the use
of materials and activities.

The suppori system for this component comes from home visitors
who regularly visit th2 home to assess the quality of child care
and to provide the Family Day Care mothers with suggestions and
materials for stimulation. Further supporting the Family Day Care
mothers, and essential to the success of such a program, are regu-
larly scheduled training sessions, workshops on such topics as
developmental needs, materials, nutrition, etc.

Additional PCDP Staff and Organization. In addition to the
staff functions already mentioned, the PCDP has'a Director who is
responsible for the PCDP as a whole; an Outreach Coordinator with

., responsibilities in the Home-Based and Family Day Care components;

a Health Coordinator responsible for health and nutrition coordina-
tion and referrals: and 1 Social Service Coordinator with similar
responsibilities in social services. The program as .4 whole is
under the direction of a PCDP Board and, by stipulation, is con-
Lracted to the tribe by the Bureau of Indian Affairs.
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’provide appropriately different programs for each developmental stage represent-

given period. For example, one or several groups of toddlers and preschool chil-
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The PCDP concept has several special advantages. First, it offers three

camponents which, together, extend education downwards to birth and sexve chil-

dren from birth until they enter schocl, Second, the program is aimed at chil-

dren and their families, taking into account that the period from birth through
age four or five comprises very different developmental stages, capacities and
needs for both children and their parents. Third, the fact that all three com-

ponents in the program are undsr ons central administration makes it possible to

ed, and to ensure continuity amohg them. Fourth, the PCDP is highly adaptable.
Adult-child ratio and space and safety requirements are governed hy'rederal‘
Interagency Guidelines1 adapted o local realities, The PCDP can shrink or 2n-

large according to the size of the child population in a given community in a

ren can be served in one center, and there can be a handful or dozens of Home-
Based and Family Day Care units.

Fifth, the PCDP concept recognizes that an educational program for all
children in the early years should be comprehensive.2 This means that health,
nutrition, social and psychological services are included; and that special at-
tention and programming are given to gifted childrer and to children with handi-
caps of any kind.3 Any design must include mechanisms for delivering these
services as well as for coordinating them with other services such as mental

health, housing, employment, alcoholism programs {see Section C below). Further-

;gggeral interagency Day Care Requirements, 1968. Approved by the U.S.
Department of Health, Education, and Welfare and the U.S. Department of Labor.

25ee Department of Interior Support Paper 73-60-E, Early Childhood Educa-
tion, 1971.

2
These services are, of coursge, also built into proyrams like Head Start and
others; and the need for them was further supported by this needs assessment.

;
. 7
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more, it must also include mechanisms for promoting the personal and professional
development of all adults, both staff and parents, and the participation of par-
ents as an essential aspect of the total program.

Since the education of young children should be connected to their own ex-
perience, it is‘important that priﬁary consideraticn be given to the culture and

language of the children being educated. This means that all staff understand

the culture and style of life of the children and families with whom they are

I
/

working, that cultural values are incorporated into every aspect of the program,
and that the activities which grow out of a bilingual and bicultural program are
relevant, connected, and meaningful. While choice of type of program should de-
pend on local conditions and preferences, we suggest that programs in the home
(that is, Home-Based and Family Day Care components) may bg preferred for infants
and young toddlers, while Center-Based programs may be preferred for children
aged two—and;one-half through the fourth or fifth year.

Further, programs that are offered in the early years should contain a
variety of options as to how the three components are implemented within the
PCDP structure. This will enable individual communities or tribes to select
program components in ways which fit their particular needs and will give of-
ficial recognition and acknowledgment to differences in deveiopment, parental
preference, and community and cultural needs. It is imp