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Community College, OE- 0-73-7094, which was in turn subcontracted by the
Navajo Community College to the, American Indian Resource Associates,
Oglala, South Dakota, Mr. Gerald One Feather, President.

The respective papers have been edited for publication by Vine
Deloria, Jr, Golden, Colorado who supervised the preparation of the papers
and the format of the five volumes. Copies of the longer and unedited
original papers are available through the Indian Education Office of the
Department of Health, Education and Welfare. 'The opinions expressed
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Introduction . . .

I. The Theory ?f Indian Controlled Schoole e e e e ... D |

Gerald‘é Clifford, Oglala Sioux
Bouldex, Coldrado

Ind;gn control of education is not ferely a matter
of political feasibility but forms the basis of a
cultural renewal process in which the problem of
contemporary identity and purpose are resolved.
Ihe matter of Indianm control of education becomes
‘a process of community re-integration when placed
in the proper context.

II." A Theory of Vocational-Technical Career Education . . . . 39
Clodius Smith *k

™\ “Cleveland State College
Lakewood, Ohio \\
The variety of vocational traiuing models for the
Indian cemmunity must be, closely telated to both
the ongoing developments in noanﬁdian/America
and to the progressive developments in the indian
communities. Vocational education 1s actually a ~ -
process that extends throughout the various age -
groups and concentrates in the,dé;ermiﬁation of
community-oriented careérs.

vy
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III. Testing, Evaluation and, ;-<——‘ R

- — - - "The Indian Education Adt of 1972 . . . v e v v . . . . 81

'. -~ +
.Robert W. Heath and Mark, A Nielaon
/ NOMOS Institute
Berkeley, California

The development of teaf&ng and evaluation programs
is still. in the formative stage Wecause of the
_recent developments in understanding of the role
that culture plays in determinfing the outlook of
an individual. Current tests and community-oriented
evaluation serve to provide an. iterim determination
, of some traits which relate to egdycational problems
in learning.
.
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t IV. Early Childhood Education Program Models . . ’ T
For Indian Communities . . . . . . . . . . « + . . . . 120
Philip H. Sorensen .
Stanford Research Institute .
p . Menlo Park, California
. Most edrly childhood education models for minority
* groups have concentrated on Blacks and Chicanos.
i . 7" Many of the questions related to Indians have not
yet been seen in the context in which the related
issue of Indian control serves to bring the diverge
elements into play in a comstructive process of
education. ’

V. A New Curziculum Design for Native American Schools . . . 183,

Donald Sharpes
Virginia Polytechnic Institute
+ Blacksburg, Virginia ' s
A new curriculum should be devised for Indian schools
that places its major emphasis on the tribal history,
culture and traditions. This new curriculum can be
very easily related to the immediate enviromnment of
the Indian community and in fact when so related can
enable Indians to understand the ndture of education
and the role of their community in the contemporary
*world. ¢ ’

VI. Perspective on Manpower Plamning . . . . . . . . . . . . 219

Paul G. brr, Ph.D.
University of Alabama
Tuscaloosa, Alabama

The diverse manpower needs of the Indian commundi ty
in‘the field of education are more complicated than
simply developing programs. What may be involved

i8 a whole new look at the process of institutional
development in which manpower aasumes an integral -
role ultimately defined by the community and its
needs.
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INTRODUCT ION

.. by

/ Vine Deloria, Jr.
\ .

CA

& ’
One of the many problems in the field of Indian education has

been‘the inability of people working in the field to separate and
analyze somé of the theoretical issues. The confusion that inj
evitaoly occurs when topics of political importance are seen in an _ ®
academic light is surpassed only by the controversy that arises
wnfn primarily academic topics appea; in a political context. In ‘ .
this volume we have tried to present essays that will serve to -
. clarify rather than confuse the interworkings of the academic and
politieal-forces that are present in Indian education.

The task of distinguishingvsocial theories or even educational
theories from the task of getting those theories translated into
program proposals and legislative drafts is immense. ﬁven nore

difficult is the task of maintaining some form of logical cohsis-

tency in program proposals which is not destroyed by the tremendous

' E political -considerations that must be made when legislation is
- £
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| being discussed. While we have had a numpef of pieceé of legis-
F ‘ lation coﬁgerning Indién education 4in’ recent year;*there is still
| a desperate need for more legislatién to cover areas that cannot
be easily des\é:j.éiag,%n one statute or program.

The,ﬁajbr topic of concern at the pregent time seems to be
the control of educational programs and facilities by Indians,
whéther reservation residents or urban residents. Gerald Clifford

B points out that Inéian control is more than a political process.

G ! v
It 1s in f?qt a more prolonged movement of cultural revitalization

]

in which cégtain models of psychological breakdown and reconstrutt-

[

v ion can occur. From this premise YE/San derive a number of
impoétant conclusions in our effort to separate problemsiihto t#eir
constituent parts. oo : Py
We must’first.recogﬁize that cultural growth, while it Qay
manifest itself in political confrontations, is primarily a pr;cess
of)evaluatign in the prgg;%cal world in which we are iﬁvolved.
Prog;ama must be constr@éted 8o that cultural values which,éeem to
float through our lives aeekiné attaé&ment to structural fealities
~ can come to grips with both the céntent and method of community
life. Education in the community context is even more than Inéian
' political control of the gpstitutiods. It is a radical change that
occurs, perhabs, in non-radical occurrences.’ It may be excee&ingly
difficult to point to the exact situation in which cultural change
is happening bu£ no mpatter how we viéy the operations of programs

that change 1is occu riﬁg. Thus programs that do not seem to*be.

affecting any profound changes may actually be creating conditions

g

under which more fdnd mental and futuristic changes will occur.

o - 41 -
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© express itself‘in gchool boards and coalitioné’funded and supported

-

We must not, therefore, judge Indian gontrOI.in terms of measurable’

products.
The second point is perhaps just as important. The ultimate

nature of the relationship between American Indi?nﬂcommunities and

the rest of American society, particﬁlarly the Federal government,

is primarily politicél’and,not cultural. Yet so many times in the

past cul£ura1 attitudes have been cloaked in political terms. The ~
historf of Iﬁdian life has many incidents that clearly indicate the,
catéstrophe that occurs when fundamentally social or cultural idea;
masquerade as poiitical realities. The General Allotment Act of
1887,'for example, was pzzmarily a‘cultural and philosophicai\ .
thedry that becage law because people did not make a distinction

. — .
between theory and legal reality. While today- Indian control must

by the Federal government distinguishing between cultural attitudes

3
and rules and regulations must be a priority item in the educa-

tional agenda. Programs designed to invoke cultural change must be

~ ©

redesigned to take the structure that allows maximum sufficient

«

flexibility to channel changes that are already occurring.

~ Within this é;ntext of irreversible and perhaps not clearly
identifiable changing of cultural patterns and values the other
essays of this volume begin fo make sense and take on an added
significance. Whéthe; it 1is testing programs, early childhood
programg, vocational traininé; curriculum design or manpower needs
the present state of Indian education points toward Indjian control

as that force which can and must induce both changes and the de-

vel;ymeqt of interreltaionships between subject fields. We cannoty

A3
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. for example, follow the ﬁatterns of Chicano and BlacK early child-

hood educational models on the assumption that "all children afe

-

alike" or even that "all pédple learn using the same processes."

.

The very presente of the extended community of the American Indian .

v

forres us to ‘consider how the expreésibn of}tth community influ-
. {

ences learning and other educational processes.

In the final éénse, therefore, further development of the

, o 2
theories of Indian control must be supplemented, by development on

P

the intellectual and ‘community level of what it means to have

Indian control of education, Is there.a specific "Indian'" content
to education that distinguishes it from education received or ex-
perienced by other ‘groups? Don Sharpes relatea the experiences of

Indfans with some of the pressing issues of contemporary life to

-
~

find.a way to consolidate the historical experiences of both Indians

and non-Indians in a modern curriculum. With variations agcording

/

-

to tribal backgrounds, Sharpes' model should'bé considered as a

venture into new ways of structuring content of education so as to
allow Indians to view alternatives not in terms of control but more
in terms of cultural expression which solidifies and gives meaning
to political‘and fiscal control ;f institutions.

As we consider the essays in this volume, therefore, it be-

comes incumbent upon us to recognizé that one .priority in Indian

education is to find relationships between previously unrelated

: 1 elation
fields o{/knowledge and interest. We must also find the relation ——~—~7§>\N

ships fhat do exist between the technical and-mechan%cal aspects of

) \
education and the Various fields of content. We must further

define the process by which ideas are translated from one field to




. another and the chanées in our &ndefﬁtandings of these fields that
occur in the translation. Clarification of the nature of Indian

educational problems should come from the interworking of these

! v

processes as well as new viewpoints on the determination of

priofities in both content and procedures that we set in this .

field. ‘ - {
V4

-~ - )

As we begin to leave the Dark Ages of Indian education and 'ﬁ

7

vocational training becomes more sophisticated than simply a job

skill program and takes on the aspect of career and community- ~

*

oriented career process, we shall find that the vital ingredient
vy

T in refining and improving educational achievements and opportuni-

'

.

ties for American Indians really does reside in the understanzing

of education as a cultural process of “solving qué%tionskof pefson—
al identity. To the degree that we fail to understand the mechanics
and substance of that process, we will not have taken full advantage

of the many human aspects of our existence and we will remain bogged

-

down in the structural definitions of education which have plagued

us thus far.

K
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THE THEORY OF INDIAN'CONTROLLED‘SCHO@LS

by {
Gerald M. Clifford
P Boulder, Colorado

Oglala Sioux

I. Introduction

. The purpose of this paper is to suggest that the key to the
total development of the Indian Community is th;Bugh local control
of schools fqr Indian children by Indian people. Of primary in- 'N¢7
rerest is the b}oader sociological implication,of local control,
its effect upon the development of Indian social institutions, and
thus the development of the human and natural resources of Indians
and Indian Tribes. In any discussion of Indian development there
must be a discussion of Federal structures and their influence upon
deveiopment. The most important concern of the Indian community
should be the ongoing monitoring of Federal legislation which es-

<
tablishes programs as well as the administrative structures for

their implémentation. We should be concerned also with Agency de-

velopment of rules, regulations, and guidelines which control pro-

gram implFmentation. Only with the concerted effort of the whole

v\\

T




: Indian community to influence the legislative process will programs

~ -

A
- ) ] .
that meet our developmental needs be forthcoming,

There.is at this time widespread support for Indian control

:of the educational processes by the polifically active Indian com-
. -

munity."The Coalition of Ipndian Controlled School Boards, fqr-ex—
ample, has grown from four members at its inception in October of
1971 to over ninéty-five members on October 31, ,1973. As this

movement for local control grows it appears -that a major conflict’
- .. ‘
between the Indian community and the pdlicies of -the Bureau of In-

.
o

. ~
[

A -
dian Affairs is inevitable..

It might be aréued that if the politicatly active Indiéﬂ.groups

i . * 4
do bring about a change in structure at the national level without -

.haviﬁ%rallowed for the time lag which %gparates:the more progres-

»

. sive Indian communities from those less developed there may be an

. 2
hd A LY r}

4 s
Y N * . ’ Fﬁ#, .
Some leaders in the Indian communities have already complained that

/*"// the only discipline which rules the activities of such groups as

4 . . i
the Coalition of Indian Gontrolled School Boards is the discipline
) ¥ } < -
[ 3 - .
" . »of "Indian control".without regard to.the implications such control

PO N .
" . has for the’exercise of Tribal sovereignty. If, for example, a
;o ‘3 . local Indian commyhity determined that control over their school

was the ruling discipline, an occasion could arise wherein a Tribal

e

b govefnment might oppose local educational control because it feared
a conflict with the Tribal political or administrative structure.

' The' community might then elect to establish relations with.a state
g ‘ ‘

EEN
’
]

w
£

or local educational agency thereby weakening Tribal sovereignty.

It is crucial therefore for the Indian community to concern

-2 - ,

SRR

-

/ . unexpected setback to the total movement £6r Indian deVelopmehtf <




- _1tself with an ever increasing ,.xamination of the logical exten-

) .t .

sion of the theories which direct and control politicallactivity.
Thexe is an urgency for change nevertheless that is gripping the

: Y
Indian community - an urgency which leaves behind the blessing or

.

consensys of the” Academic community and &he considerations of tribal . d

~

R P
politicians. 7The value of this urgency will lie in its use ds a
.. - *incentive to refine the application of ‘theories, it may suggest

some areas for research by Indian research teams, and it may help

the leaders of .Indian communities appreciate the implications of
their present politicaf activities. An additional value of the ur-

gepc& is to force state and Federal legislators and Government Ag-

’

. . co -
ency policy makers to understand the substance of contemporary

movements'perhaps to react favorably to the suggestions and demands
5 : :

. of Indian.people.
MU Y |

S
The framework from which I begin is "subjective" in the sense

that I have been actively involved in the development and abblica-

s

Eion of the theory under distussion. Further, although given little

importance by western Europeans, the Indian views min as having a |
- N 2 \
capacity to know through "relational events' with other beings. \
. . v

This way of knowing is more pronounced ;n.Ameriban Indian societig¢s
. . 3 -
wherein the value of real relationship is paramount.

To treat abstract concepts 6f beings and relationships of be-

-

) . ings as being exclusive truth is a habit of western man as well as -

.

-
.

the contemporary academic'gzmmunity.A For such men, ile., western
A o .

scholars, insight into a pagrticular re%ationship becomes.blinding -

M -

such relationship becomes the basis for a system of thought Qi.per-

‘ - haps the basis for a sociological theory. The actual event or

%

, _3_.
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experience from which the relationship is discussed seems to have

no further value, yet it is this event ,that forms our primary data
Y .

of the Qorld. ' .

»
Whether or not I am blinded by the relationship which I see

between community control of Education and the total development

of the Indian pgople remains to be seem. , But surely no one c?rld.
. *

be blinder than those who have led us into the pit thus far,

‘I will rely primarily on the files of the Coalition of Indian
’ . !
Contrplled School Boards and upon my own expg;ience: Necessarily .

Il

the discussion will contain generalizations which will not fit In-

dividual Triﬁes, nevertheless the overall processes which I des-

" s

. \ .
cribe‘ixksi:eve are accurate. ) o

-

— “ ‘
) 1y

.1T. The Theory 0f Local Control Of Educatién

- .
- .
’% = .
- -~ - v

“The following ‘are quotations frof .varicus documents of the. €o-

»

alition of Indians¢«Controlled School Boarhs: "

"The possession and contral of one's educational system is vital
to the development and survival of a people . . .

Ve

"If American Indians are to survive as a people, they must de~ *
7e lop and qpntrol their own schools . . .

"Acutely aware. of the close inter-relationship between poor ed- v
ucational achievement and poor economic, social, and political v

" achievement, Indians came to focus on the .need for greater lo-
cal control and self-determination as the most effective means
of breaking the cruel cycle of poverty and discrimination which
had distorted the lives of their peoples for generations . . .

"One reason for this emphasis is that until Indian people con-
trol their own Educational institutions thefe is little hope for
any type of real progress within the Indian communities . . .%

"If the Coalition of Indian Controlled School Boards is anything,
Sir it is 'simply this, Indian people demanding an account from
~ Government for the mess that has come to bée known as '"Indian

“




Edycation," Accountability, Mr, Chairman, cah only be attain~-
ed, when the structures of Govermment, and the structures for-
the: implementation of governmental programs, are designed with
checks against Bureaucratic abuse ., . . it is the duty of Con~
gress to insure that the structures of implementation provzde
for accountability to Indian people."5

"We submit to you, Mr, Chairman, that the greatest obstacle to
Indian Self-determination in Education is a Bureau of _Indian

Affairs committed to its own self-preservation and survival as
IJpposed to the true concerns of the Indian community, Self>
r

eservation is never so apparent and operational a metive in
subverting and distorting policy decisions” as at the Area Off-
ice and -Agency Office levéls . . . It is the Area and Agency
. personnel, presently running Bureau Schools who feel the great-
est threat f{om’Fndian.assumption of program control." 3

K "The underlying concept-is for us, self- -evident, that is, that

quality education is 1nherently connected with the degree to
whldk the educational system is a part of the social system of
the 'Indian cemmunities . . . By "soc1a1 system" we are.describ-
idg those boundries within which.-€Re Indign participates fully.
It is our contentjon that educatlongl institutions must fall
within that circle of participation or they ‘will remain alien
to the Indian student," 7 . '

. Documents, letters, testimony, and files of the Coalition are
)

replete with statements such as those listed above. In its simplest

-

form then the underlying causal theory is: Indian community control
of Education leads to the development and survival of the total In-

dian community. & : ’
3 -
Conversely the same theory implies that Indian community con- .

trol of Education influences negdtiveli the Survival of the Bureau
- ~ ‘ L}
of Indian Affairs in its present capacity of Administering Schools.

It would be useful at this point,_to list some of the expressidns

" which are given® importance in the statements which we quoted.

1. possession and control of educational system
2,7 development and survival of people

3. develop and control own schools
4

ment and poor economic, social and political achievement
. local control and self-determination
. effective means of breaking cruel cycle of poverty and

[« ¥, }

- 5_
' SIORAYS

aware of inter-relationship between poor Education Achieve~ |




. , ‘

discrimination
7. poverty and discrimination distorted theé lives of peoples
for generations
8. demanding an account of goverhment
9, aécountability to Indian people

L 10. bureaucratic abuse
. 11: obstacle, Bureau of Indian Affiirs committed to its own
self~-preservation b . .

. 1

An analysis of the above expressions indicates a clear reaction to

conditions of poverty; low econemic, social, and political institu-

)

tional development, minimal educational achieyement and finally a
high level of personal disintegration. It also- speaks to us of a’

people who do, not control the Educat#®nal process; Indians do not

’

own the means of Education, i.e., land, facilities, and money, -

They are also indicative of an oppressive force, the Federal

- )
-

- Government, which controls and possesses the means of Education ,

through its Agency the Bureau of Indian Affairs. And the B.I.A.'s

-

self-preservation depends upon retaining control over all institu- . .

.

tions of local communities. But most important perfaps—in terms of

the'dy?ieyés, of change, they speak of 2 vocal minority at the local

- level <calling fof accountability'to Indian people. This group con-

)'Eends that the final resolution of In_daiah,proi)}'ems means the pos-

session and «ontrol of the means of Education By the local people.

' . , ’ * 4
This sounds amazingly close to a Marxiam discussion, of the re-
lationships of -production. Parallel elements are evident, The two
iy . Ot 3 .
classes, Indians and Bureaucrats, wherein the Bureaucrats control

-

the means of Education. The similarity becomes even, more striking .

when we consider that for all practfical purposes, the Industrial

world has not arrived, Eduéation is in facty one of the largest em-

! . ployers on reservatiops, yet only 27 of classroom feachers are . -
8

- Indian, The similarity breaks down however. when we consider that

N %
ERIC I N '
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the exploitation comes not ‘from realizing profit at the expense of

-

" free-labor, burs(ésher from civil service employees, for the mest

-

.

s-f ~pa-indian, drawing large salaries, wnile exhausting resources
. rnat could have been used to employ local people, and at the same

time controlling the quality of EducatitJL 2s well as the Education-

al facilities, As an indication of this kind of exploitation, data

from a study dated May 1973, by the Bureau of Social Research, shows

¢ a .
that on a per capita basis, educativn in the BIA system appears to
) 9

cost about twice as much as it does in public schools. i Yet “the

1970 census figures show that in states such as South Dakota where-

. o >

in most reservation Indians aftend BIA schools the rural drop out
10

rate exceed§}771.

S . B SN R ,
I71. Historical Environmental Conditions q
v
|

Lest we get overly enthuszastic about the Marxiam framework it
. < -

,
.~ .would be appropriate at this point to pass from the zace value of

’

' the theory to an in depth look at ;he.pnderlxlng historical environ-~

evelopment., For this ourpose « have con-

£y

xental conditions of its
” »

3

ccructed the causal gfaph.in Figure 1 below, The grapn is suffi-

i

ciencly ciear and I beflieve #ssentially accurace,

The arrival in the west of the wnite man seeking his fortune

4 ’ L4 .
througn the possession of real and personal property brought about

»

the eventuatl subjection of the- Indian peoples. In some tribes inter-

merriage was not a factor. The military subjection in particular

‘ cases may or may not have been hastened by inter For our

e

surposes it makes no difference since the vast numbers of white men,

et

.2 -userior technology, and the destruction of the food supply made

s _ ) (11 g
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subjection only a matter of time.

.

The combination then of all the forces listed and most direct~

- s

1y the BIA Control of Indian life together with the coming of the
missionaries combined to bring about a break-down in the Indian

social structure. Following the creation of the reservations the

factors and influences listed below combined to déstroy the tradi-
tional tribal structures. The new reservation setting with the

traditional position of the chief.now filled by a government offi-

- cial responsible‘ultimately to the civil service produced startling

adjustments in the modes of survival of the Indian people. The

* government Agent begaﬁ to exercise the politics of divisioy/ﬁreat-

‘. ing schisms in the people's concept of themselves and hastening the . -

¢ -

destruction of the traditional modes of tribgi authority. The nev

to the Bureaucraé,. Food came

-

rules of survival required'submission
only by way of distribution from the Agency; food was the means of

survivai. ‘The Traditional leadets who had attainea ﬁormerly,their ‘ R
/ /
‘leadership roles by self-discipline and demonstratjons of Special
» . -
abiiity were replaced by those Indians who played the game of BIA i '

manipulation for survival and personal gain. Not only did this pro-

cess act to give power over the community to the BIA Agent and his
“ ) .

functionaries, but ‘it produced deep divisions in the tribes. The

: 3 : * ,

.

same processes are found in contemporary tribal governmental rela%*

.,

tions. . i
7. . <
The presence of the BIA, the competition for commodities, the

. divisions in the community resulting from changing patterns of auth-
. /G;ZZy along with the rising inc¢idence of alcohol consumption, result=-

. . ”
ed also in the breakdown of the traditional judicial systems. Re-

¥ .
.

-9 -
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- A

ligious and charismatic judges ig‘the traditional society understood
law as requiring reconciliation as well as retribution. The new
reservation type of judge was peither réiigious nor charismatic,

- N
rgther he was the type who could pldy the game of the politics. of
sﬁr;ival." Thué cﬁé new rules produced 1eg;1-rationa1 judicial sys-

tems practicing the judgement of retribution to the state, Civil

cases in this new form of Tribal Court were almost non-existent. o

o Further these Indian Courts ecould only handle misde€meanors.
.Probably one of the most important considerations for present

day tribal governments is how to hold together tribal owner'ship of

§- ‘ o
the little land that is left to them. The Alldtment Act and its ad-

-

.ministration by the BIA, dealt as severe a blow té the breakdown of

- ’
P - .

//fribal structures as any one of the other causes. The Allotment

Act provided for a division of the reservation land base and distri-

»

bution to individual Indians. This division not only provided the .

¢

mechanics for white individuals to acquire Indian land piecemeal but
) -
it’alsé laid the seeds for'ecoad@ic divisions between Indians.
On the one hand Indig%s who managed to get intc the cattle bus-
iness had to lease land from other Indians who had neither the capi-

tal nor the business skills to befome ranchers. On the other hand
/ 7 .

’ ‘white-ranchers and farmers who had access to capital denied to In-

3

-

jﬁ" dian ranchers were able to advance money to land cwners ‘thus convinc-
ing them that it was better to lease from a whiteman thanh a fellow
Indian. 1Individual ownership of proberty held in equal legal status
with tribal ownershib of property served to puf individual land-

owners in opposition to the tribe when land policies were made. The

S
concept~;?\the tribe evolved from its original meaning of "all tdg/’—N‘

ERIC ' 0o “ /
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{ . people'" to mean only the formal governing body of the reservation.
B 1y ’ .
>y,§

- Thus the "Mechanical Solidarity" of—the people was further disin-

\
tegrated with nothing to replace it. .

¢ .

A

The religious structures of the traditional societies began to

’

receive Jless importance in the community as.religious communities

Pt T

b
set up schools ahd churches through out reservation lands. The in-

‘fluence of traditional religious authority in the person of holy-

men and their capacity as mediators between the great spirit and

man was replaced by the influence of the missionaries. This change

- had a_furthér debilitating effect upon most tribes. The old reli-

.

‘ gious systems required a submission to individual sacrifice .and dis>
A i

cipline for the good of the people as a whole. . Not only was there
community ceremony, there was individual comnittment and discipline.
i

Tradiﬁional religion served both a community and personal social de-

&

velopment function, - ;
,—///—,/d \\ T

_ .~ The missionaries failed to replice the Indian holy-men with

men who could match their charisma aﬁgqgid not provide a structure

for individual self-discipline which allowed for integral human de-

velopment. Still less did.they‘succeed in developing native clergﬂ;
!

The real impact of the missionaries was that of making the Indian

o

people less re}igious ineffect underm%ying the potential of whatever
institutions they might eventually have. '
.In an effort to '"tame" the I;diaﬁ, the United States Governme?t
- = - .invited missionary sects to set up schools and provided them with a
percentage of government money to run the schagls. Altﬁgugh many
Indian st;dents attended these schools until the last degade, tpo%e
-

students who were able to survive in the church schools were Indians

of mixed ancestry who didn't feel the full weight of the clash of

ERIC -
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< .
- ‘ cultures as did the full-bloods., .t
Although the Missionaries came to the Indian country bearing *
the sign of Christ, their major message was the efficacy of the

western European value system. Pethaps an.3ccidental by—produdt of

v »

*  the missionary failure to produce assimilated Indians, was the degree .

4 to which they contriﬁjted to ;he survival of the traditional Indian

who after dropping out' of school in the first few grades faded into

the outlying areas of the reservations and quitel&vpralticed the

~N )

traditignal forms of worship.

Reservation existence soon featured poor food, poor shelter,

. high incidence of alcoholism, frequent exposure to cold, and lack of -~

.
.

reasonable sanitation FTacilities. All of which combined to contri-

. [y

bute to an excessively high incidence of tuberculosis. Tuberculosis,

buted to the replacement of the traditional healer, the medicine man, »

~

[ . new diseases brought by the whites and other health problems contri-
|
[ by tﬁe.white,BIA doctor, and eventually the PHS doctor.

Missionary schools could not handle all.the Indian students.
| Federal boarding schools were set up which moved Indian children

, .
from their homes to distant locations sometimes far across the na- ®

o v

tion. A number of government schools the Indian school in Rapid
éity,‘South Dakota, for example, were run by the military. Such

schools were to some extent more successful than the church schodls

~ s

if we judge thedir success by the stability of the individuals who

.

spent time there. The military schools extended tle military sys- = .

3

tem of authority to the students thus allowing them :to exercise

B
a

judgement and authority .in their .relationships with their fellow
11 ; .
students. . '

‘o
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On the other hand, the schools administered by the BIA and

.

the Missipnafies produced very few graduates, nor did they allow

for any degree of self-discipline and growth through responsibility\
The long periods of attendance acted to deprive the child of the

atmosphere for personal growth,and integration that traditional
family and religious upbringing provided, nor did the boarding

schools replace this process with a suitable substitute. Moreover
students came away from such schools convinced that it was a shame-
ful thing to speak their native language, convinced that Indians

N e
- were inferior to white men, and,thdt‘;here was no-'future for anyone
' ~ on the reservations. :In spite of "having accepted negative preju- L

dices about themselves, the Indian students could not cease being \

“ .

’ b)
Indians and thus the und¢r%ying‘cu1tura1 vakues still ruled social

conduct. ) - "
The Indian was neither.able to assimilaté to the whiteman's
, . . T W

ways, nor was he able to reconcile his predominately community or- -*

- ientation and his family oriented gut feelings with the idealogies -
— . - ‘
taught to him in. the Boarding and Mission schools. The result was

Y

and continues to be personal and community disintegration, a high

degree of alcoholism, and finally the most recent phenomenon among

“

®

youné Indian peopi;, a high incidence.of suicide.

“ 4

Although other factors or elements contribute to the breakdown,

‘- I feel“that those listed above are of maximum importance. I have
not mentioned the effort to move Indians off their reservations by

N . q .
the Federal Government during the 1950s and 1960s. The relocation

. v
»

Y N -
program groduced the Urban-Indian, his roots on ahg reservation, his
» AN

body in an urban community, carrying with him’@ll‘the problems
a ) ’ -

\ e
»
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_resulting from having been born on the reservation, being haunted - ..

by his memories of this existence, finding new problems as he ex-

perienced poverty in an.urban setting. This policy has come back

to haunt the BIA in the form of the American Indian Movemenﬁ whigh
P . £ -~ -

had its origins, in the urban areas but which has gravitated back to

the reservations and is giving rise to a growing reservation-mili- - ,

tancy. ' .

*

IV, The Reversal: The Re-Generation of Internal Forces v

’ - .

. .
There is no more powerful statement expressing the depth of

shock and dismay of the people during the final moment of military

' - -

? .
subjection and reservation confinement than that of Black Elk, the

Oglala Lakota, holy-man,

N L . ....there were many, many soldiers. They stood in two lines N
’ with their guns held in front of them as we went through t¢
where we camped. R
And so it was all over. ‘ -
: ] I did not know then how much was ended. When I look back
- "~ now from this hill of my old age, I can. still see the butcher-
: ed women and children lying heaped and scattered all along the
crooked gulch as plain as when I saw them with eyes still young.
And I can see that something else died there in the bloody mud,
N ~and was buried in the blizzard. A people's dream‘died there.
It was a beautiful’dream.
. And I, to whom so great a vision was given in:my youth,
' . you see’me how a pitiful old man who has doue nothing, for the
o . nation's hoop is broken and scattered. There is no center any
- -longer, and the sacred tree is dead. 127

L

. To say that the natior's hoop is broken and scattered, that .

there is no center any longer, and that the sacred tree is dead is

s

to summarize in three short phrases every crucial element that ser- -

~—

ved to create a mechanics of solidarity in Indian“5ociety. But N
Black Elk was not without\ﬁopg. He prayed:

It may be that some little rooE/gj the sacred tree still tives.

¥ 14 -
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Nourish it then, that it may leaf and bloom and fill witﬁ sing-
) ing birds, Hear me,.not for myself, but for my people; I am

old, Hear me thatffhey may once more go back into the\qacred
hoop gpd find the. good red road, the shielding tree: 13

1

I have quoted Black Elk at length for fwo reasons, First be-
kause I believe that nbese passages give an indication of the Lakota
societies' prevading psychplogical mood at the time of subjection.

- (Other tribes shared similar experiences), Because this mood is
prévading, extends through the whole society, and.Becomes sociolo~
.gically relevant, It speaks of the integration of social behavior
-éelt with varying inten;ity through .the passage of time and by each

. new generation. The ;econd reason is thaF it spéaks of another prin-
ciple which by each is relevant to education and that is a communi- B
.t?' ‘dream." If a people's dream seemed to die with BlackElk's
igeneration yet Black Elk hoped the dream would live in generatipn

o come, Whatever can be said about the great "American Dream,"

which I might have titled the input of the causal graph in, figure

-

it did not become the dream of the Indian people. Though it con-

~

- so sef the stage for a dialectical reversal, A discussion of this

reversal poses problems more complex than the discussion of decline.

o
.

e
I hope nkvertheless to touch upon devélopmepts which are most im-

portant to\the regenion of internal forces giving direction and

- 2
. meaning to Indian socXTLY. ,

As the laws of aVerage woulds lead an attentive scholar to pre- . i

dict, a small pe;centage of .Indians attended college, to a greater

. or lesser extent survived the attendent traumas, a graduated. The \\

alternatives which they had to face as’ Indians were not at all

’

clear, To the people of my genefation who attended high school in

\)‘ . * ' - 15 - 4
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was held out to us by the educators. We were told that there was

1

mothing for us on Lhe reservation, A‘college degree, and the possi-
X . .
bi}ity fo# a good job, any job, any where but on the reservation, .
was held]out to us as ghe ultimate goo?. Among those who hlindly
o , accepted tnis Bbfion to pass iutu the &orld of the white man, there |

‘have been a significant number of drop outs. What was Fsked of us

% the early fifties and college in the late fifties, only one option

- N -

\ was to pass into the world' of the white man, deny our underlying a

repulsion at the operative mechanics which rule his world, master
the rules as he plays them and in spite of ourselves, subscribe to
. :

> ' his standards, participate in his institutioms,.and in effect be-

come a white man. Such a choice would insurq‘that our children or

L]

our children's children would have totally assimilated.. - =~ |

. b N .
We might define a threshold, a breaking point, beyond which

the pressures of cultural clash upen the individual Infien force .
. i

him to drop déut. He then must become what his is, ad{Ihdian. It

. T . . PO .
is, at this point that self-image becomes an operative prikciple in
' J

1
. determining social conduct. It is important to recbgnize that the \

1 .,

- . subJects of the discussion are those Indlans who are’ fac1ng the . ,

-

FS

’ . monster (the dream of white Amerlca) head on. Whethcy hey face - .
.- . f

.
b

this monster 1n the BIA, miSSLOn, or public school classrooms, the

urban setting, or ‘in hlgher educational lnstltutlons, .eventually
‘ - Y J P r e

they have to faee 1t. Some Indians are able-to avoi this confron-

- -

a tation. Ibey know very well who they are. They are Indlan. They ** SRR e
¢+ . néver have to ask themselves what it is to be an Indiln, they simply
are. Bléc@"flk was such an{indian. The holy-men of day are such.

The ,rest of us as we are pushed beyond the threshold, experience

—“16 - - .
O ‘ - w _
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~either further decline, or radical re;ersai. (ff?hre 2)

'In the past those who were able £o stay.in the white man's .
society either @aa a higher threshold or else were in a profession
or geographicaf location that rendered them neutral to this clash
of cultures. The Indian ‘dropouts, professional and non-profession-
al, in this clash of values came to admiélthat they were, indeed,

different than white men, They.were forced to ask themselves why
» . .
they were repulsed at the white man's ways even after learning the

ckills that edabled them to compete with him on = professional

.
.

The questions arose: "Whdt does it mean &0 be an Indian?",

’

basis.

"Wwho am I?", "Who are we?" Such questions are the beginning of the;

-

option for truly Indian_suryival, life without assimilation. From

these questions emerged an ideology which passes beyond the narrow

_confines of the "American Dream’ and recovers the possibility of an

"Indian Dream.”

-

While the Indianfdrdbouts of the last two 'decades pondered the

. &

meaning of their existence, new developments were taking place which
L]

served to alter somewhat irreversibly the skills of the Indian com-
19 .

munities to deal with the Federal Government. Thé establishment of

the Offiée of Esbhomic Oppqrtunity¥b§ the Economic Opportunity Act

0.E.0. in its short ex-

* of 1964 was a milestone for Indian people.
¢

<

istence did more for the development of the Indian people than did

. LN .
the BIA in all its years of existence. The success of 0.E.0. was an

accidental result of gpvernmen@ programs and not part of .the Fede;al
Government's Indian policy. O.E.O. really had nothing to do with

fﬁdian; in the gggological sense. It was.initiaily a tool of the
Great Society to wage a ;ar oﬁ poverty. ’
' _17_. : <

(G023

X

3




Aruitoxt provided by Eic:

N A I
While the D.E.O. structure was being designed, the BIA fought '

‘jealously to obtain jurisdiction over the administration of any

monies that might go to IndidWs from this agency. The BIA did wmot

prevail and an Indian desk was established in the Washington 0.E.O.

Office to administer poverty programs specifically designed for

Indian people. The results of the poverty programs on reservations
rd
4 .

~ . £ . .
were asfounding, less because they were effective in themselves,
. —

but rather because of their institutional structure. For the first

time tribal gowvernments were able to hire their own people, design

their own programs, administer their own programs’ and be held fis~

cally responsible for the expenditures of reasonably large amounts

3

‘of money. )

The Indian desk-of the 0.E.0., with a small staff, was able to

effect the development of tribal human iesources in a more effective

manner than the 16,000 bureaucrats of the BIA. For the first time

since pre~-reservation days a structure, the Community Action Program,

-~ ’

was established within tribal governwments which allowed for the de-

velopment of professional skills by tribal members regardless of pre-

vious economic or educational backgrounds. At the same time this

v

structurc allowed Indian college graduates to return to their reset-

vations in some meangngful role in the ongoing life of the community..

.

Because of the nature of the Community Action precgrams Indian admin-
istrators had to learn the arts of grantsmanship and congressional
and Agency lobbying. And although gains were realized in upgradiqg

the administrative skills of Indian individuals, they were often

.

lost in thg new intensity which the 0.E.0. programs brought to tribal
/.
politics. :




T '

The position of CAP director came to be more powerful in meny

cases than that of Tribal Chaiﬁéed; SS@ETiues the CAP director_re-

placed the tribal chairman as the, most damned person on the reserva-

-

tions. No matter how successful the CAP director was in bringing

monies to the:;eservatfbn.he could only relate to a small number of

) 14 - -
'people. For every=pexson'he was able to hire in a CAP program, he

jcouldn t Hird the sixty or seventy persons who had also applied for

the job.. It was inevitable that Tribal administrations, under the
same_pressure as other governmental‘entltles to provize employment
ogportunities for their constituents, would begin to see the EIA _
. 5 ' with its-massive.funding and many jobs as an ared to be exploited

by Indians. As an indication of the extent of the prize we might
P !

consider the Navajo.Area Office of the BIA which serves the Navajo

Nation-

@

This Area Office has 4,821 BIA employees together with 472
part-time and temporary employees. There are 133,487 members ot,
the Navajo Tribe.15 It is only reabonable for a tribal governme;t
to want to control this office which is the largest single agency of
employment on the reservation. The lesson learned from the O.E.O.
experience, local control of institutions, provided a rationale for
demanding and planning for eventual Indian control of all institu-
tions relating to Indian eommunities. Inability to achgeye igmediate

exercise of this control began to build uncontrollable frustrations

!
everywhere.

No matter what perspective we use te'consider the Indian com=~
- munity there will'necessarily be Federal legislation as a rclcvant
factor in determining the limits of the situation. The first major
_- 19 -
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piece of social legislation affeéting Indian communities was the

civilization fund created for the purpose of éiviliziﬁg the Indians
on the pre-Mississippi frontier. The*second was the Snyder Act of

. 1921 which authorized program services to Indian people by the BIA

. v

artd, whicH remains thé'law authorizing financial support for the BIA “

“ v N

school system. ?he third crucial law wag the Johnson-0'Malley Act

of 1934 which authorized the Secretary of the Interior to make con= (\

bl |
~

tracts with any state and other non-profit agency for the education,

medical attention, agricultural assistance and welfare of Indians.

-

The JOM Act became the Federal Government's mechanism to ip-

duce states to take an interest in educating Indians. This law soon

made it a;tractive to state and locgl public school systems to have

high Indian %nrollment. They goE paid to provide a seat in the

classrooms for Indians. They gave nothing more. In the 1950s big -
money becam? aY;ilable to states and local school systemg Fhrough

~Publiq Laws 874 (Impact Aid to Federally-cvﬁﬁgéted Children) and éls

(Public School Construction) thch pr?y{aearééner?l sperating re-

sources to pubilc school districts enroliing children whose parents .

either lived or worked on Federal propérty. By later amendment these

-

two laws made eligiﬁle those districts that enrolleg Indian children
. 16
living on Federal resetvations.

hi

Nohe of the aBove'léws gave any hint that the Federal Govern-
‘ment might consider Indiah people capable of running their own
schools. Again by accidént and not because the Federal Government
L J

Gaé‘trying tQ solve Indian Educational problems, two major pieces

of general education leéislation were passed which came to have a

<

tremendous impact on the Indian community, These laws were the,

«

- 20 -
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Elementary and Secondary Education Act of 1965 (ESEA), particularly

Titles I (Ccmpensatory Education) and VII (Bilingual Educagion) and
- ’

the Education Progressions Development Act which featured teacher
Because programs funded unde¥ Titles I and VII of ESEA were

training programs such as Teacher éorps. ‘ . N
work with Indian children, Indian philosophy, values and eventually
curriculum became a part of the educational experience. In add%-
tion, cultural and linguistic materials were legitimizeé in, the
school systemg. This development proved to be an important turn-
ing point in the history of Indian education.

Previous educatisnal programs of the Federal Government had
been .designed to snuff out Indian culture with Ehe implementation
of ESEA programs even the academic community had to acknowledge that
culéural concepts and values were a crucial if not essential factor
in thg\fducation of Inéian children. Academic resistance began to

stiffen and scholars began to view the goal of Ednecaticn as onme of

transforming these concepts and values from one cultural system to
17
another.’

The Teacher Corps Program was also an importart development.
It allowed for a practical examination of the education system by
offering a mechanism fof Indian dropouts‘to complete their under-
graduate work as well as pursue graduate degrees while gaining
valuabl? experience in the classroom. The educational system had

. ok .
to respond to both students and teachers undergoing a learning

process.

In addition to_theée developments, higher education grants to

«
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' Indian students during the 1960s’ showed continuing increases and
made it possible for large numbers of Indians to' atténd universi-
¥ Ay

ties and colleges. A report by the BIA ‘Indian Education Resources

Center dated June 15, 1973 showed some 13;6b0 Indian students par-
o : 18 .
ticipating in the BIA grant program. ' In varying degrees these

-— T .

swudents were facing cultural clashés %nd in many 1instances return-

?
ing home with almost imperialistic designs on the educational in-
stitutions that existed at the local level.

.

Summary: Reversal

o, N

.

New ideologies were born by Indiang rejecting the assimilatiou’
théory. The tribal governments, and most importantly the local com-
munities, experienced some measure of self—determinatio; and con~
trol through the Comfunity Action programs from O.E,0, New develop-

ments in educational programs contributed to the understanding by ed-

ucators and the academic community that Indian cultural values were

-

§till operative. Also, Indian students found new resonurre, and aids
to help them progress toward degrees. All of the above set the stage

for the re-generation of internal forces in the Indian communities.

V. Radical Change In Federal Government Policy

In&ian Education became a national concern 'in the mid-60's,
Senator Rébert'Kennedy voiced this concern in a speech in ;967'asked:
""Can we not decentralize the administration of our schools, of%ering.
parents a voice in the policy of the institutions which are supposed

to educate their children?' A year later in 1968 he became the -
1

ERIC - 22 -
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Chairman of the Special Senate Subcommittee on Indian Education of

. the parent Senate Committee on Labor and Public Welfare. Follow-

ing his assasination the Subcommittee was chaired by his brother
Senator Ted Kennedy. After two years of investigation of problems
faced by Indians in the field of .education the Subcommittee in

November of 1969 labeted Indian Education as a tragedy and a dis-

’

" grace. Its final report stated:

"{. The dominant policy of the Federal Government towards the-
American -Indian has been one of coercive assimilation.

’
A. The‘pollcy has resulted in the destruction and disor-
ganization of Indian communities and individuals.

B. A desperately severe and self-perpetuating cycle of
¢ pover;y for most Indians... ‘

III. The Coercive assimilation policy has had disastrous effects
on the eeucation of Inaian ehildren. It has resulted in:

- * A. The classroom and the school becoming a kind of battle-
ground where the Indian child attempts to protect his
integrity and identity as an individual by defeating
the purposes of the school

B. Schools which fail to understand or adapt to, and in
fact often denigrate, cultural differences...

C.' Schools which f2il to recognize the importance and va-
1idity of the Indian community... !
’ r
D. A'dismal record of absenteeism, dropouts, negative
sclf-image, low achievement, and. ultimately, academic
failure for many Indian children...

1IV. The coercive assimilation policy has two primary histori-
*  cal roots: :

A. A continuqus desire to exploit, and expropridte,
Indian lands and physical resources.

B. A self-righteous intolerance of tribal communities
and cultural differences:"19

~

The cumulative effect of this concern and the knen}egggmgﬁm

conditions hignlighted in .the Senate report reeulted‘in a law signed

\
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by the President on Jupe 23, 1972, Title IV, PL 92-318, which was

’ . .

called the Indian Education Act. One of the most important ele-

st

ments in the new law was a provision for mandatory Indian community
involvement. But perhaps more important the law also allows for 5%

of the funds appropriated under Part A of the Act to go to non-

7

local eMfcational agencxes :;cra ting schools, ‘i.c, private Indian-

controlled cotmunity schools. It was probably the recognition of

| the importance of this provision of the law that united a number of
national Indian organizations in 2 major effort to move Congress to

apprupriate funds for this Act and to force the Administration to

©

L expend the funds once they were appropriated.

On July 7, 1970, President Nixon in a historic Peclicy Statement

regarding Indian Education stated: -.

- Consistant with 0ur pelicy that the Indian communxeyﬂshbuld
have the right to take over the centrol and operation of Fed-

erally funded:peograms, ‘we believe every Indian Community
- ~wishing to do so should be able to control its own schools., 20 !

Most recently in his message€®to the National Congress of Ameri-

can Indians meeting on October 9, 1973, in Tulsa, President Nixon

.
\

stated: \
. \

I have just signed the Department of Interior Appropriations

Act for Fiscal\1974 It’contains funds for the activities of

the Bureau of ¥V§1an Affairs totally $561,1 million. This fig-

ure is a 22% incycase over five years ggo and represents just

one of this Admiggstra:1ons efforts to 1aunch a new era of pro-

gress for'the First Americans . .

I am striving for Indian self- determination without ‘terminatign

and for tlose consultation with respcnsible.Indian représentd-'

t1ves on matters whx&h effect the Indian future. 2le - '

In view of these statements by the present administration it
A

. would appear that Indians havg never been in a better position for
» \ N

development. Yet the appearanée is.far from reality. Perhaps what
e \
’ is impbrtant is that policy statements have been made by both
0 A
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Congress and the President. But an operative mechanism still does

not exist that wiil allow the implementation of these policies.

VI. The Coalition of Indian Contftolled School Boards

*

Two years ago, in October of 1971, seven fepresentatives from
fqur Indian schoqls met in Boulder, Colorado, to discuss the feasi-
bility of, and tpo develop a str;tegy for, creating a csalition of
Indian schools concerned with educational reform. The immediate
issue that sparked the meétihg concernéd funding for three locally
confrolled Indian-scﬁﬁols: Wind River Indian High School in Wyoming,
Busby School in Monéana; and the Loneman School on the Pine Ridge
Reservation in South Dakota. Even though the President, the Secre-
tary of the Interior and the Commissioner of Indian Affairs had all

vigorously endorsed Indian control of Indian education, the -bureau-

cracies under them had successfully blocked all efforts to turn over

' control of education to local ‘Indians.

4

The BIA had been stalling for months rather th roducing the

money needed to ensuyre Indian control of these projekts. The group

at-Boulder decided to ask representatives of Indian controlled

. 1 .
school boards across the country to travel together to Washington to,

see what could be done about making the BIA fulfill the admin)stra-

- - e »

tion promiées. Members of seven Indian’controlled school boarlis

<

from New Mexico to Wisconsin, with the support of at lea

,
/

other boards, made the trip in late October of 1 Through a ser-

ies of meetings with official's of the BIA and Jepartment of the In-

terior, as well as with Senpators, Congressmen a e press, they

were able to secure contracts for the Wind River and Busby schools

. 25 .
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) for the local people.

”

The Loneman question was post poned because of the Aberdeen

Area Director's-involvement in Oglala Sioux Tribal politics.
» L]

Because of the group's success in Washington and the need for
continued liaisen-betwéen . .Indian controlled school boards, the mem-
bers of the Washington delegation decided to make their organiza-
tion permanent. It was the first time Indians from local communi- .
ties had banded together on a national basis té donfront the funda-
. . A .
mental questions in the field of Indian education. In December of

A 1974 the same group formally organized the Coalition of Indian Con-

trolled School Boards with the following major objectives:

1. The assertion and defense of the rights of American Indians
to self-determihation with respect to the education of their-chil-
.'d '
, Tdren.

2, To provide the necessary legal, technical and community de-
velopment assistance to Indian groups as they create "their own
school boards, organizations, education committees and schools.

3. To make locally-controlled Indian schools land organizations
self-sufficient by training people in each community to organize and
negotiate independently and directly with local, state and Federal
agencies as well as State legislatures and Congress.22

In the past two years the Coalition has grown from its initial

four schools to ninety-five membcr sghools and organizations. Ic has

been very active in coordinating national efforts and in working with
other Indian organizations to put pressure on the Administration to
F get it to implement the Indian Education Act. +The Coalition has

played a key role in the current movement for self-determination in

Indian Education. Its most unique aspect is that the board members
+ while themsglves from local communities are able to provide tech-

nical gfsistance to other local Indian communities. Thus a bond of
- . -

unity has been built up between peopie of diverse tribal backgrounds
~

.
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through aiding one.another in the interchange Qf experience and

3

. ideas.

“

VII. The Theory Reviewed

: It would be useful at this time to pull together the important
. 3 »

- . cbnside;ations presented thus far. In discussing the elements of .
breakdown as well as the factors present in the generatioh of the R
beginnings of rgversal the intetaction of the fact of cultural clash
and its attendant resuits remaining the prime factor in the contem-

)

porary educational procéss. The Senate Report of Indian Education

acknowledges even more forcefully this notion when it uses the term

3

’“’f&;ag“ "coercive assimilation." It is’unnecessary, therefore, to defend
this thesis. It leads directly to the most important e}emeht of
éducation in the future -- Indian control. By definition self-
déﬁermination is identical with development, if true sélf-determina—

.

tfbp is operative. What remains to be shown is that local control

\\\\ 'of schools is the key to total development if total development

means concurrent development of human resources with institutional

&
In reviewing the theory of the thresho}d of fig. 2 page 8,
it would be fallacious to conclude that Qe can and should push each

child beyond the threshold hgpirg for 'radical reversal." The

. theory shows the dialectic of "reversal" experienced by contemporary
Indian leaders and that resulted in the development of new ideolo-

gies or "Indian dreams." The dialectic creates a process which

-
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produces theorists who bééin to articulate the goals of a social

movement. Social changes idologies are rarely indentical, nor are

the methods for achieving social change, yet contemporary American

domestic movements are identical in the one respect of rejecting

\

assimilation. .

The theory c¢f the threshold implies'that children not be de-
e .
liberately pushed beyond the threshold. By contrast it implieg

that the school should become a place of personal growth if the

o

’ local community concerns itself with adapting the institutions to
A . ” i -

the Lonceptual and cultural base of the students and by extension
. ) J
' itself. Although not -explicit the implication that pé?spnal growth

in such a setting will prepare the students to cope with the white

N Q h

world remains a constant factor. With a cultural basde firmly f£Xed

>
AN

' in his formative years the students should be able to proceed

q\/ through vocatiohal or higher academic education and be prepared™to
p : - .o N

intergrate without assimilation if they so chocse.

2

‘ .
The conclusions about our contemporary movemcnu co gain control
of local educational institutions to bc Jdrawn from consideration of

. {

- . | LN
the image of the thre%hold are: 1) Dialectical reversal and the

-

-recovery of the ?Drea&' has already begun; Tndian theorists and poli-

”

.
'

tical activists are intensely involved in the current Indian social

movement. 2) Indianjchildren in government an? public schosls to-

day are being pushed beyond the threshold. 3) The process of de- y
cline has produced unstable home enviFonments wﬂ&ch further compound N \;
the childs responsé to cultural conflict. 4) fhe environment of\. . //
the classroom must be changed to reduce the intensity of cultufal

"

conflict and a mechanism of recovery must be instituted at the

e
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community level.
A community controlled school whereid the community becomes

the center for I%cal involvement could serve both of these functions.

-

Involvement by its very nature is therapeutic, it gives some meaning
to existence. Involvement in a movement to recover cultural values

in an Indian community likewise leads to recovery of the religious -

values. The religious values of Indian culture provide the key to

social intercourse and solidarity.

N -~

VII. Tribal Confrol vs. Community Control

—_—

%

Throughout this paper we have ﬁiscussea Indian.community scﬁools.
For many tribes there would be no distinction betweén tribal and com-
munity schools. .For the large tribes however this is ‘an imbortant
distinction. Although the Coalition makes no.distinction in so far
as membership is concerned, the theory which they propose centers
upon community control. There is no reason why tribal control should
not also in¢lude community control. What is necessary is a tribal
educational‘code,>é resolution, or a chartering mechanism which would
alloQ for.local communities to become Tribal Educational Aggpcies.
The tribes could then be a regulating agency in the sense that State
Educational Agencies are to Local Educafional Agencies.

In this sense the central tribal government would not interfer
tith the local communify decision;making process but simply insure
that there be no overt violations of financial ot other regulations
that are deemed necessary. This would in fact contribute to a so-

lution of the structural problems of many Indian contrélled schools

on reservations. In some instances contracE\Q?hools already have

) - 29 - S
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+

char;eréﬂ’non-profit institutions with the.state govermments-for
)

e . tax exempt purposes. But a conflict soon develops between tribal

. R rd .
contrel and community control when the tribal govérnmgnt perceives

the control of education as a tribal political threat.

\ . - -

, IR Such is the' case on the Pine Ridge Redervation and to a great

. extent contributed to’the support by district people for ‘the occu-

'
-

~pation of Wounded KQE?' Chairman Wilson syétematically began to !
. _ withdraw all community controlled pfojects.. Included was a bi-
v .. ‘lingualtproject in the White Clay District, the nome district of one

of Wilson'§ chief.political rivals, éerald One Feather. The Coali-

.

¥ " tion of Indian Controlled School Boards supported Oyate, Inc. the

- local organization which is a Coalition member. Oyate, Inc. is an

[

Indian State Chartered Education corporation set up to receive funds

from the Office of Education via the: BIA for the purpose of develop-
ing and administering a bilingual program for Loneman school. With-
outr considering this dispute in detail, it will suffice to say that .

through.ethically questionable means;,tha\Tribal Chairman and the

-

Aberdeen BIA Area Director conspired to take the contract away from

the local community. group, then replaced the original staff and in

the‘process destroyed the program.

Py
-

The BIA rationalized tHat it would be a weakening of tribal’

z . v N . '
- .sovereignty if the wishes of the local community prevailed over. the
* A

%

. . " . -
wishes of: the tribal government. Oyate, and the Coalition acknow-

ledged the argument of the BIA and suggested the compromise describ-

. LY s R

2 // ‘ed above which incIded acknowledgement of both tribal sovereignty

as well as community control. .

The lesson to be learned from the Oiate experience is that

[ ' ' - B _.’.30_ ) S
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unless tribes have an Educational Code which frees education from

the current tribal level political process, the educational process

will suffer. Local control is rot a threat to tribal government,

~

: . . N\ .
in fact it strengthens tribal government, throu%? strengthening
local units of that government,

In the effort to develop new and comprehensive legislation for

~ . * . 3 . . I}
the finance of”Indian communify controlled schools, a section be in-

- E

cluded requiring tribes to establish non-political Tribal Education-

al Codes, or chartering mechanisms.

IX. Community Preparation .

o v
——

Thére will be.no significant takeover problems on the part of

-

Indian.commﬁnities if technical assistance is provided. Indian

communities for the most part have had a taste of local control

through 0.E.O. experience. The one requireméﬁr that is absolutely
\ . . * .

essential is that the community actually wants to take control. The

’ ,

BIA has declared that they will turnjgver control when -an Indian

4 -
. L .
community wants such control, yet they-subtly generate, fears in the

community to prevent that desire from manifestlng itself. When it

-

is obvious that a desire for local conﬁrol exists the BIA has gen-

L
_erated Tribal Council political oppos1§ion. If this fails, that is,
. P
when Tribal Council endorses the desires of the community, the BIA

ot

thwarts local control by saying that they have no money in the bud-

get for Contract schools. The experiqnce of the Coalition has de-

monstrated that every Indian communlty has more than sufficient human

-

]

resources to successfully run a community controlled school. Once the

’
’

desire is expressed a minimum amount of technical assistance is .
.. ,

W
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all that is required to get the project movingl

The major concegn of legislatures or funding agencies should
be that sufficient_resoptces are allocated to-provide technical
assistance to the newly constituted community schools. §uch tech-

nical assistance should be provided by Indian Technical Assistance

- Agencies such as the Coalition of Indian Controlled School Boards,

the National Indian Educational.Association, Indian Community Col-

3

leges, Tribal Educational Departments, or other appropriate Indian
institutions. The mechanics of budget‘prépération, school planning,

contract negotiations, staff selection, program development, etc.,

are not a problem once the initial experience is gained.

The community educatioqfl aspect'of these decision making pro-
cesses are of great value to the total community's perception,o{
its own worth. Only‘f;ar ;f the unkno;h, fear of failure, prevents
a local Indian community from manifesting its desire to control its

own affairs. The most effective way to remove this fear :is to have

«
.

a board member from an Indian controlled school which is operational

visit the community and talk about his school, the problems that the

-

board faced and how they solved them, and describe his fellow board

members. When Indian community members see people no different than

[}

L 4
themselves\¥g?ning a school, the fear vanishes.

»

’

X. The Social Change Process
1

" The chart on:the following page summarizes the discussion of
4 .
community control.’. I have designated it as a process chart although

"it does indicate some causal influences. It feflects the experience

of the politically active Indian community concerned with Indian

B -3
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. ongoing. Presently we are well above the dotted line on the chart.
. It remains to be seen whether Indian organizations will continue to

work together to effect the needed change in legislation,

XL. Concluéion

Local control of education provides the most effective point

of departure for restructuring of the Indian society from within,

The profound changes of the past, the trauma of present cultural

domination by white America wrought in the various tribal societies,

’

and the forces of econmomic ‘and political disorientation in the con-

,

temporary world make it impossible to return completely to the old

:tribal structures, Yet new structures are adaptations of the 0ld

’

¢

) control of educational institu*ions for Indians. This process is
f\

E .

{ can be developed that fit the underlyimg world view of the people.

| - ‘ ‘ .

Unless the development of the new structures is real, that is, is

dominated By the Indian people, they cannot be functional, -

’ ’

The theory of local control of education as the key to the dizz"

L]

velopment of the Indian people has a major point in its favor: im-

. mediacy of contact and relationship with yourng and old, with parent

~ 0

and child, It also provides a structure for the Indian professional
“to oot himself once again in his own environment and to explore in

depth the wisdom of the tribal perspectives while using all the tech-
N - . \‘ﬁ

niques of modern science. It provides the people in a local’ commun-

ity with a focal point for community interchange, a focal point for

.

cultural expansion in areas in which Indians excell but have never

fully developed. ‘

Indian peqple'gre among the most talented people in the world,
. .

219 nOAD - -
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yet they have no forum for creativity. 1In the traditional socie-

ties every. person was able to find a productive role which allowed
him to develop his full potential as a human being. Today we are
left with a society in which the Indian person cannot find a mean;
i?gful, productive, or creative role. Indian peopie must come to-
gether in such a way that they make decisi;ns for themselves ayd
draw on their own store of human resources. Local control of edu-
cation provides one such mechanism or forum for creatigity. It .
provides both employment at the local leval and the control of
«mil%kqns of dollars'whigh could be used both as a lever to influence
financial institutions §o provide capital for Indian development and

as prime tools for developing Indian controlled financial institu-
tioné. .
Bécause local control of qducation is the most effective .tool
for the'strengtheni?g of.communities it is also th; most effective
tool to bring about real change in tribal government, hence, self- .
government. If tribal governpents build up community decision-
making and control of resources this will’.serve to strengthen tribal
goverﬁment by opening up new options. The dangers of Indian sover-
eignty lie primarily in ;olitical conflict when'ghe BIA and Tribal
.Councils attempt to politicize educational institutions thus forcing
local communities to seek to e;tablish éhemselves as sgﬁte educ;;
tional agencies or local educational Q%encies which are subdivisions
of tﬁe states. To Lhe extent that such\agencies are subsequently
dominated by state functionaries Qnd state legislatures, tribal so- j

vereignty is weakened.

The answer to this problem is not for tribes to oppose local

i :
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22 ; / ’ , ¢
tures tgyiallow for local control. The momentum within_ the Indian

, .
N s

commanity -is toward self-determination, but it cannot be and is .

‘/hét)realized only at a tribal council’ level. The tribal president

/ »
can no more be an absolute sovereign in tribal society than President

-

+ . ~ Nixon can be in American society. Yet it.remains for the political
‘ ’

activists to discipline themselves to seek local control of educa-

‘tion within the context of tribal structures, or to force the deve-

”

lopment of new forms of tribal government. If the practitioners of
local c&ntrol of Education root their politicai activities in the
sound principle of Federal responsibility for Indian education
through treaties and agreements,'then even though they are forceé
to begin by using the mechanism of® Indian é%nt;olled "contract-
schools," 1lotal educational agencies, or private schools, ihey can
move the Federal governmment toward comprehensive legislation that
will provide adequate financing and a national aéministrative agen-
cy or agencies ;hat will allow for local’ control within the context

»

of tribal sovereignty.

) ’ "Eontrol,'bpt rather to provide mechanisms within the tribal struc=-
.
"

|

} \
| <

\

|
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Footnotes ,

Statement, Birgil L. Kills Stralngt & Abe Plummer, Coalition of
Indian Controlled School Boards, Before Senate Subcommittee
on Education Committee on Labor and Public Welfare, Oct.

- 31, 1973, on S.2852 & S.2853, p.1

cf. Martin Buber, I and Thou, Charles Scribner' s Sons, N.Y.
1937, 1957 -

cf. Neihardt., John G., Black Elk Speaks, University of Nebraska
Press, 1961, p. 43, "And while I stood there I saw more’
than I can tell and I understood more than I saw; for I was
seeing in a sacred manner the shapes of all things in the
spirit, and the shape of all shapes as they must live to-
gether like one being.'" This is the high point in Black
Elks great vision when he is taken to the "center of the
world." This passage gives a hint as to this way of know-
ing. It would be useful to contrast the spacial perspective
of the Lakota and other Indian tribes, to the.straight line
perspective‘of Europeans. Black Elk is concerned with
orientation and relation to the Earth, the Sky, the West,
the North, the East, South. European man with his horizon-
tal linear perspective sees only one dimension, from cause
to effect, from beginning to end. The Lakota sought to
stand in the "Center," he was not the center himself, nor
did he have any illusions of his being the center as did,
Europeans, rather to stand in the center was to stand in
relation to alli that existed, and in particular to all that
was important for the life of the people. The formula for
knowledge then is not to seek the answer to the question;
what causes this? 1It.is rather to be immersed in' attentiv-
ness at the center, in lived relationship which provides
existential knowledge of all that comes within the sphere.
It is not important to know why the bird flies south. It
is important to know the bird and its relatiorship to all
that is in time and space. The where and the when of the
bird and its life giving power for the people are the things
that matter. The where and the when of the Lakbta and the
direction he walks for the people are what matter.

Education Journal, Institute for the Development of Indian Waw,

N

Washington, D.C., Vol. 1, No. 8, p. 7.

Statement, Kills Straingt, Ibid..* .

Statements, Kills 7traingt, Coalition of Indian Controlled -
School Boards,’ On BIA Realignment, Senate Subcommittee on
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Sept. 1973.
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A THEORY OF VOCATIONAL~TECHNICAL CAREER EDUCATION

by
Clodius Smith

‘ . Cleveland State University

Lakewood, Ohio

.

e Career and Vocational-Technical Introduétion

For American Indians

A fundam;ntal purpose of Anerican education is go'prgpare
citizens to_live a'productive and rewarding life. The objectiv.s .
of the students who participate in the nation'sqsystem of education
-are to acquire knowledge and training‘adequate to enable them‘to
perform compete?tly'as citizens of a democratié society, to gaip
economic skills commensurate with their ability and career plan-
ning, to develop cultural undefstanding éommensﬁréte with their °,
ability, desire and real or expected status,_and to gain a suffi-
cient knowledge of human relations to enable éhem ?etter:to enjoy, “

if not improve their life stylés« The value of these ‘godls to

American Indian children, youth and adults is no less than it is t.

~ i\ e ’ .
s other citizens. To pursue ghese goals fully is an inalienable
; ) . . . ?
s right of every citizen. & s
Loing . ‘
Q . - \\ .
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. . /
For ‘far too many young First Americans, our school system is -

chrrently failing id its éssential mission. Adult Indian; a;-;ot

. find the adult educatioh and manpower programs provided by the
Department of lLabor and the BIA’programs offered in schools avail-
able to them satisfactotry to their purposes. Young Igdi;n people,
both on and off reservations,.who remain,in school, either Federal
or local, complain that cours;; are dull and irrelevant, that their
education is not opening%Pathways.to a fulfilling adélthood. A

qu%tanfTEI,number of them score below tﬁeir gra%e level in basic

academic skills. High dropout rates, absenteeism, academic >¥§lure

\
\

and drug usage signal their discontent. \
Individuals, regardless of color or race, who have discontinued

their formal education have made a desperate decision. They will °
_find 1ate£ tgat, being neither schooled ner skilled mékes them un-
geeded in a dynamic soEiety'thagrieéﬁaﬁagnﬁd*fhe needs of techno--
logical chanées rather than to individual néeds. School systems
mus t recogniée these people as a part of their natural population.
They require alternative educational agproaches which make educa-
tion meaningful to tiw learner in his own culture and at his level

L]

of understanding. The lack of effective program structures to make

' . -
-

life-time learning desirable and available, the lack of adequate

.

publicity supported structures to make post high school. training of

less than baccalaureate degree available, and the lack of accessi-

-

B aiaiaitl
bility and availability of non-concepfuat+-tSkill training for all

age groups are prominent educational deficiencies of our world,
¥

today.

From available information, and based on the experience at

’
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hand, it would appear that the philosophy ‘and design of the educa-

tion reaching American Indians has been, for ‘the most part, -
inadequate academically as well as vocationally. The aim and ob-

jectives of such strategies are more often unexplained than active-

b R
T ly supported with adeqtije resources by proponents. Considering

that governmental agencies have Baq rather direct control over

both the funding pf occupational education in its seve*&T Forms

and the education‘of Indians in public and government schools, one
" wonders why career and vocational-technical education was not made

more fully available to them. It would appear that the concept and

program fits well the needs of this group, indeed, even better than
for the population at large which was described by Commissioner

Marland in the following terms:

A(shockingly high number of unemployed youth are products
the general curriculum and we canlgﬁpect small improve-
nt until the general curriculum is done away with in
avor of a system of high school education with but two
exits~-continued education and employment--and nothing
else. : ~

Statistics revealing the number and percent.of uneﬁployed

Indians and the number and percent who prematurely discontinue

\ o 1
their education suggest that educational needs of virtually all
First Americans can be best met through an occupationally oriented

education ram. The purpose of this paper is to empﬁasize the

\
need forwgﬂganeezmadueabioh«prugram”ﬁf“VﬁEat1onal and\ggphnical
Mw",,...-:--' - '
ditmension for a-group of citizens who have not received the appro-
" priate understanding by governmental agencies. Although there are

several definitions and descriptions of such programs, the special

needs of Indian groups.which can be met by a schoolibased program

which has the support of the community and other organizations and

5 o
0059
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agencies and relates to industry, perhaps Hoyt's definition is best

-~

able tc guide this effort.
The total effort of public education and the community
. aimed at helping individuals to become familiar with
the values of a work-oriented society, to integrate ‘these
Vvalues into their personal value systems, and to imple~ -
ment these values into their lives in such a way that
work becomes, possible, meaningful and satisfying.

s,

Career-agd Vbcational educatfon as presented in this paper is
the term applied to a comprehensive education envisiogéd for
d ' American Indian children, youth and adults which focusses upon
_careers. It begins in the first grade:and continues through the
adult years with educational.activities that blend academic gnd
occupational learning concepts'iﬁto a unified program. ; This pro-
gram then results in'preparing people for careers through academic
preparation for professions and/or vocatioéa] skills for effective
employment. Vocational education is a basic part of the concept

U e s

_.of career preparation as perceived for the purposes of this paper.

Vocatioqpl—technical education deals with three broad purposes: to
prepare each individual for employment, to help the individual

update and upgrade skills and abilities, and to provide training in

A
new occupational areas.

This career and vocational-technical education provides for a

ruyve sanae!
- syt
rvreee

i s R INIYT

"""""""" highly individualized form of education wh}ch accommodates the =
needs of Indian students and attempts to re&ate their education to ]
o= their future lifegnm.care%r. The acquisition of occupational
entry level skills £; only a part of the objective of the program.
Effective education for a career goes beyond occupational skills

to enable students to live a productive and gratifying life.

The career and vocational-technical education program

C- a2 05aA



envisioned here contains a éluralistic structurehwhosé desired out-
comes necessitate cooperation among all elements of education as
well as support from industry and the community. The program must
give consideration to the loc§1 and curreﬁt situations inAareas ;n
which there is a concentratioﬂ of Indian populatign. Emphasis in -
- this program is placed upon‘school-related activities bdsed upon
the belief that the most comprehénsi?e educational activity can be
best presented by the schodl, but the concept does not megate the

~

other units in providing cooperative educative experience opportu-

nities. , -
An analysis of historical, philosophical, conceptual and
theoretical literature offers substantiation that the antecedents

of carser and vocational-technical education are well founded. For

Y,

the sake of brevity, reference is made to a limited number of edu~

cational philosophers. ‘ e ..

.

John Dewey contributed to the concept in the early twentieth

. r
century. He opposed narrow, utilitarian theory or practice of |

industrial education. In contrast, Dewey contefided that the poten;
tial for him was to satisfy native tendencies to explore, to"manipu-
late tools and materials and to-construct and create. He supported
Y the view that oécupation education affofdéd the learner knowledge

‘of the industrial world and the fundamental processes of economic

life that had‘previous}y been conveyed to‘fhg young through his ex-
in the new home and the community. In essence, Dewey
.believed that industrially oriented education provided workers with
the‘opportunity to learn of the social and cu%Fural background of
their vocation as well as the skills involved.

*
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: *  dgvelop individualized programs for every student emphasizing‘

.+ Alfred North Whitehead stated in 1929 in The Aims of .
e

Educgtion: . . , P

Al -
L

The anﬁi—thesis between a technical and a liberal -*_ .
education is fallatious. There can be na adequate
technical education which is not liberal, and no

liberal education which is not technical....Education - ' ‘
should turn out the pupil with something: he knows well,
_'—"*_‘"‘a‘sumethtng~h°—ean~dn well., | .
- F 3 ¥

*In Slums and Suburbs, James .Conant recommended abolishing -
B . ’ O 4 ['d

student classification by labels .such as college prepatory, voca-

tional, of commercial. Rather, he recommended that counselors

~

sequencesgLf courses leading to higher education or marketable

-

A

skills upon graduation. A wide range of vocational and technical

”
*

courses available to students, including adults, as employment con-—

ditions changed was a part of the Conant toncept.,

’

'
When addressing a national conference on the Development of
. - »

Vocational Education Programs for American Indians, Anthropologist

T~

Anne Smith stated::

. Our goverument tried first to exterminate, then isolate,
and finally remake the -Indian into 4 second class Anglo
mold. After 350 years of pressure, however, the Indian
has still retained much of his cultural identity. The
answers to the problem of how to treat the Indian educa-
tionally i3’ cultural pluralism. Educators must develop
an attitude of respect for and sensitivity to all culture
‘and they must give Indians control of their own educational

" destinies.

’ ) /—" )
At- this é&gnificant national conference, the represegtatives of the

¢

BIA conceded the need for a closer relationship. in its schools'

1
P

~curriculum between what is taught and what is' tc be_ encountered in _

the world outslde of the, clissroom. It was also reported that
programs suppo}ted b& the_Manpower Developmept and Training Act .

have Heen useful, bu% have experienced prbblems. At the same

»
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conference,‘Mel McCutchan of the Affirmative Action Division of

-~

Sandia ‘Laboratories suggested that more male Indians should be ’
&

employed} that MDT training programs should include upward mobility

and management, that the changing employment situation should

N

X M t

receive: greater cons1deration and job development needs attention

~
L}

if a reasonable employmeng& after training is expected.

Recommendations which resulted' from the conference included:
1. The development of specific programs for Indians .and that
a speciagl component of the program be the recruitment of
Indians_ and the development of jobs.
2. Trainlng and recruitment programs should include recogni-
. tion of cultural differences.
3. The inservice human relations trainlng of persons who
teach Indian students.. &
4. Increased representation of Indians on boaYds, committees
and councils, increased cooperdtion between agencies and
increased coordination among agencies.

e

] -

Special Program Comsiderations

The Education Amendménts of 1972 (P.L. 92-318) placed increas- -

ed emphasis on the cultural contributions of Inéians in the further

.

develgpment of Indian education in a number of ways. As laudible

as the creation of an Office of Tndian Education to be headed by a

Deputy Commissioner may be, assurances are needed for lay partici-

.

pation of Indian citizens at the grass-roots level. Although lay
participation will include citizens who are appointed by the Nation-
al Advisory Councfl on Indian Edugation, local involvement of

parents of.Indfan children, and youth active participation on boards
v 4

—of .education and of tribal representatives will be necessary to

-,

affect changes in programs at local levels. Tﬁe amendmente‘go far

— in requiring Indian par.1c1pation in the planning, development,

’ —45—
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operation and evaluation of programs for First Americans offered in

public schools. This involvement should be the bégsnning of some

creative linkages and effective program deve;opments between public

. Y
. .schools and Indian groups.

- Rural Schools

The roots of American (Indians are in rural lands. There have

~

been substantial population movements which have not been to the ~

-

advantage of the persons moving to the city. The lack of freedom

and powerit; impose ones self upon the environment in positive and

purposeful ways has been labeled psychi; isolaFion. Acute, also,

are the experiences of those.person;.%Po are relocated from reser-

vations and‘rural areas into large é;tropolitan centers. Their new

situation and requirements are unlike Rrevious experiences which - y
provided standards of behavior embedded in a mix of histoFy; tradi-

tion, legend aﬁd religion.

, . The inordinate numper of Indians who reside’ in rural areas .
. .

4

suggest that spedial attention be given to career education arrange-
44 t g 24

Attention is called to efforts conducted by New Mexico State
!

University and Western New Minco Universitv. Also, Cochise County,

Arizona, conducted a program which has reorganized v cational edu-

” cation into clusters, expanded suidapce and‘testing,’ nd provided

mobile facilities, work-study activities and the use of computer-

assigted information retrieval and decision-making facilities
T + designed:

o 1. To develop a comprehensive program of occupational .

’ ments for small schools in rural areas.
|
V
T
|
[
T
|
|
t
f
|
|
f
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orientation at the elementary and secondary school

. levels.
2. To provide special career guidance services to dis-
advantaged American school youth in the schools.
3. To provide a wide range of work experience for students.
- 4. To provide special classes for students not previously
) ) enrolled in vocational é&ducation programs.
S. To provide for intensive occupational guidance and
- counseling to those students leaving school.
6. To provide for local support for the various phases of
the project after termination of Federal assistance.

§maller Urban Areas

[

Indian re Qtionships to local government and local services .
seem bewildering and tenuous. In our small cities, the Indian is
not popular, he does not draw attention to himself and Ais need;
and interests are not r;gardedfénd he becomes an invisible man.,
His presence may not be noted in census reports. Theispecial needs
and interests important to his emotiomal, physical and economic

. well being go undetected by city councils; to them he does no?

exist or constitutes no immediate problem.

The First American bécomes the last American to benefit from
. o . -

"

governmental services when he moves to the alien environment of the
city. The promise of urban life may have been great, but the ex-
perience for many has been to remain poor in the worst of housing

with an existence characterized only by desperation and discrimi-

nation.

Residential Career Development Center

e

In those locations where adequate facilities are available and
where concentrations of First Americans are found, a special

- 47 -
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residential career development center--Indian devéloped and Indian'
managed from Indian families--would be a valuable program component.
This type of undertaking permits a wholistic approach to career
development. Experience wigh the Madera and Roswell employment
trainiqg centers should be realistically evaluated in considering
this reco;mendation. Assuming a positive finding, program dimen-
sions in the residential center should include general éﬂucation,
skill training, family life and community services, health and
health services, cultural i&gntification activities, economic
development services and provisions for normal community activities.
Residential settings permit education in the additional'a%eas of
money managemerit, sewing, home care, home planning, food eand meal
management, consumer education, personal grooming and physical
= fitness. Furzher concentration on the family as an .institution
possible by family unit counseling which permits counselors to co-
ordinate each family member's activities with the entire program.
Should a residgntial Program be developed, it is recommended
that the average amount of/time to be spént in a program by a family
be one vear. Upon completion of the program, employment ;hoq;d'ée
~. >\\\§faranteed and assistance provided for placement in jobs for which
program participants were trained. If_necessary{ assistance in fe-

locating to the place of a new job should be providéd in a manner

similar to that currently provided by tthﬁlé;//OﬁEé families are
: relocated, follow-up should be ptovided to evaluate the sucéess of

3

the education received and the program in general as well as make

known other 'services which may be useful to the relocated family.

) : \ - 48 -
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Development and Coordination of Curriculum Laboratory

Plans should be made early in the life of the program to maxi-
mize resources for curriculum development and program coordination
for this special group to be served. It is presumed that plans have
been made for the establishment of a curriculum laboratory in career
and vocational education especially for this program as has been
developed by the twenty-five or more progressive state departments
of e&pcation for their occupational education program.

A curriculum laboratory serves several purposes, but a special
and qverriding aim of the one envisioned here is that of a career
development program designed for American Indian students to assure
its responsiveness to their unique needs. 1In addition, a career and
vocational curriculum laboratéry for First American education should
serve the follof§ing funetions: '

3

1. The development, diffusion, and dissemination of curriculum

2. The coordination of curriculum effort with developments in
educational technology and systems of delivery and admini-
strative '

3. The provision for inservice training of educational
personnel in adapting to and using career and vbcational
curriculum materials with First Americans.

These functions should be performed in close liaison with curri-

oy .
culumrelated and educational agencles. Such groups and agencies
include but are not limited to the Bureau of Indian Affairs and its
sub-agencies, State Departments of Education and their sub-agencies
(vocational education, career education, teacher education, educa-
tion for the handicapped, etc.) Division of Adult and Vocational
.\_.)’

Appropriate consideration should be given to.the personnel

\ ) Education (USOE), Department of Labor, etc.

space and facility needs of the curriculum laboratory so as not to

. - 49 -

060




. /‘.
handicap the potential of this vital dimension to the fledging

program. Without proper support of a curriculum laboratory, the
program could become sterile in its ability to produce results and

‘neither the program nor the laboratory will échieve desired ob;h

jectives: , ‘ :

*

Assuming a modicum of coordination within the Office of Edu-
catiPn; it seems possible to fund the proposed career and vocational
curriculum laboratory for First Americans from cdrrently authoriged
resources outside the program in question. It would perhaps require
special consideration. It is known that in fiscal 1972, the Office

of Education announced grant awards to states for the purposes of:

’
2

l. Improving the capabilities of State curriculum laboratories
to operate as curriculum management centers and ‘

2. Re-orient efforts toward curriculum development and
management in carser aducation.

' If an inte;pretation of the law could be made deﬁining First
American Education as a special group to be served by funding as a
"state,'" or if the Office of Education has discretionary funds that
may be used for this purpose, the limited resources authorized for

. .First American Education could be augmented for téis important

purposéﬁ

. To assure initial viabili;& and continued effectiveness of the
curriculumllaboratory,‘it sbould beéomg a participating member of
the Curriculum Coordination Council established in 1973. The Coun-
cil membership includes the Chief of the Curriculum Develgment.
Branch, Division of Vocational Education Reseérch, Office of Edu-
cation, and the directors of the federally funded curriculum
centers. The Curriculum Coordination Council wés established to

-

establish a network to assure the sharing of information and to

ERIC - "
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avoid duplication of efforts. The specific purposes are:

1. To provide a mechanism for the sharing of information on

curriculum materials and availability and other develop-

- ment.

2. To develop and recommend guidelines for curriculum and
curriculum development with the ultimate goal of increas-
"ing the effectiveness of curriculum materials and enhanc-
ing their transportability. ‘

3. To establish and maintain a system for determining curri- . ’
culum needs in vocational-technical education and report-
> ing conclusions to the field. .
. To coordinate activities in curriculum development, dis-

semination, and utilization with the aim of avoiding
unwarranted duplication, enhancing quality of effort, in-
creasing the transportability of curriculum materials,
and improving the acceptance and use of curriculum
materials.

5. To report these curriculum coordination efforts to the

field.

The new program.should become an integral part of this net-
work in curriculum development. The benefits to the program would
be Further enhanced by sharing in the soon-to-be-developed guide- '
lines for curricula and curriculum development later this year.

Relationship of Career Counseling and Curricylum -

The career counseling approacﬁ that would scem to hold the
most fruitful rasults with American Indians would be one that con-
siders Native American CulturQ;\\Caregr counseling~activitiés should °
be pefsonalized to the extent possible %Pd seek to provide.eduéa—
tional experiences wpich prepare First Americans for job entry and
advancement in a variety of gglated areas. To do ;o effectively,
the curriculum sh;uld stres; the importance of values and attitudes
and inclgde cquent and methods that help the students, regardless
of age, to understand his or her poteqtiai in terms of-tdreer
development through educational, training oppor s that are
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open to him or her.

. ®

The abové“position is supported by the Vocational Educatibn‘
' . e ’ .
Améndments of 1968 which emphasized the relationship between voca-

. . . " ) g ) . . ¢
tional education and guidance and gave stimulus to a more humanized
vocational curriculum. Vocational‘educators including Swénggg_\\\\k/

- Nelson and Meyers stressed the desirability of an "academic' mar-

“riage" between.vocational education and guidance when they stated:

The unique and dual purpose of the educational curriculum
is to produce satisfied and satisfactory workers, a condition
which improves job productivity and occupational tenure...
Accordingly, curriculum planning should provide for adequate
guidance of the learner's vocational development. The re-
sulting curriculum should allow students to learn hgw-to make
intelligent vocatidnal choices based og_ifiiiiﬁipfgg?:pational
images and self-understanding. '

A good ocgupational experience program goes beyond th§
development of technical skills and knowledge. It includes .
. the.learning of competencies dealing with occupational ad-

]
[ justment-the matter of distinguishing what factors {n a work b
- e | environment the worker cannot control and those he can mani-
| pulate for his purposes. It also inclides a large measure of
! investigative learning dealing with the nature and suitabili-
ty of jobs and occupﬁtions as they relate to the learner's
~ attributes, interests, strengths, and weaknesses.
' There is a reciprocal relatiohship between the vocational- 7
technical curriculum and career guidance that needs to be articu-
lated in practice. By utilizing the principles of career education,
from a common dore of group activity, individual students—€an be
| v gitded toward the acquisition.of knowledge, a new concept of self,
1 ‘, ) : .
f ) /  and vocational competence in a variety of ways, largely determined
by each person's characteristics and initiative.
The curriculum fcr vocational-technical and career educaFiop
: programs should reflect the following factors:
| . 1. An understanding of human growth and development, the %
§ problems and processes of adjustment and the needs of "
, . v
| . .
we e
|
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the 1ndividual as he or she goes through those processes;

2. An understanding of psychological or &ffective education
in all educational act1v1ty,

3. An understanding and skills in promoting de31rable human

. relationships; and - "
4, Training in the assessment of individual characteristic®
’ and his or her skills in relatlng these assessments te -~

v‘// ‘the development of the-individual's potential. N

The Cluster Organization of Curriculum

Vocational and technical qﬁucation is undergoing a period of
redefinition thag,has a @ireét influence on the curriculum and the’
bfeadth and depth and scope of the content that is offered to a
wide range of student groups. One of the mogt noteworthy develop-

ments of the recent past is the variety of attemﬁts to provide

*

5 \
curriculum offerings that are much, broader than the traditional
X .

AAV ’

S
positions that called Fot—highly specialized curriculum leading to e

e ——————

the developmenf of some stage of craftmanshlp Career de@elopmenf‘““*u-—m———m

-

has been extended into the elementary grades, creating an awareness
of employment as a normal part of life for. most students, as com-

pared to vocational education as a concept, there héas been the wide
~

,:/ 'v.' .

we

content and instruction. _yf ;

The education programs ﬁﬁerated by the Bureau of Indian
s ‘
Affairs have not kept pace with the developments in career develop-

"

ment programs. Pupil Personnel Services Branch has recently con-

sidered the merits of career awareness as an appropriate dimension
- i
of its activities. Only the initial steps are being taken at this

)

time, but career awareness should be an integral part of a voca-

tional education progfam for first Americans. . It should infuse
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content about careers into all subject areas.

The Cluster Ehncept of occupational training, which got its

major initial attention in the mid 1960's differs from conventional

-, N

organizational approaches both in séope and depth. The typical

¥

¢
vocational educatiom program of the 1960 decade and ®&fore is found
i

R ,"

at the secondary level and is designed.to prepare the student for a

specific occupation. The clustering of career tréining activities

provides the student with early aw?reness and exp{oratory learning
L33 - .

\
’

ocvportunities culminating in the development of job entry competen-

cies for sqveral occupationg found in a cluster such as,construction

I -
C o

as contrasted with pmsonrf; plumbing and carpentry. The kluster
\ . i ‘ :

'

approach does not purport to produce a highly skilled craftsman,

but a person who is ready for employment in any one of several jobs. .

i

Maléy defined the cluster concept as a fqrm of vocational edu-

cation directed toward the preparation of individuals for entrance

a

————

ERIC

Aruitoxt provided by Eic:

into a spectrum of occupattonms+—The-occupations selected for a

-

spectrum of cluster are those found to require the same proficiencies

in a numbgr of areas, namely measurement, communications, science,
* P

skill and mathematics.

o

The U. S. Office of Lducation has developed a cluster scheme |,

. .

which consists of 15 career clusters, which are: ' o

Cons;éuction Occupations Cluster

Manuffacturing Occupations Cluster

Transportation Occupations Cluster

Agri-Business and Natural Re€sources Occupatlons Cluster
Marine Science Occupatlons Cluster

Environmental Occupations Cluster

Business and Office Occupations Cluster

Marketing and Distribution Occupations Cluster
Communications and Media Occupations Cluster
Hospitality and Recreation Occupations Cluster

Personal Service Occupations Cluster
Public Services Occupations Cluster

¥ ‘ . e~




Health Occupations Cluster -
Consumer and Homemaking Occupations Cluster
Fine Arts and Humanities Nccupations Cluster

. 1
The.QOffice of Education has further refined the 15 career

. -
clusters by dividing them into a number of sub-clusters and more

discrete functions at increasing levels of specificity. .

Curriculum Validation

\
\
‘ . .
¢ ; . \\

To be certain that the educational experienceé which comprise
the techni;al and career education curriculum provided for First
Americans, are relevant, they should be validated. Validation is
onl&lone of many aspects of the cgmplex process of curriculum
development in vocational’gad technical education, but it is a per-

vasive aspect of that process. The reason for this is that vali-

dation measurements are taken at more than one step im the process
}

and for more than one reason.

ERIC

Aruitoxt provided by Eic:

- ~Ttonbach SuggeStsthat validation 1s. more tiam the process of- ———

examining the accuracy of a specific prediction or inference from

{
a test score: validation means "to demonstrate the worth of." To
i

-

\f‘ )
“Validate is to investigate the success of the educational experi-

i

ence. Validatio% in vocational-technical curriculum design requires

bl

the designer to be somewhere op the continuum between empiricist andL/

impressionist. Formal objective procedures should be weighed a-

'ga;nét informal judgment in all validation efforts. ) .

»

* A major requirement for assuring validated curriculum materi-

. als is that some type of svstems approach or model be used in the

development of the gurriculum and its components. System, as used

here, may be defined as the structure or organization of an orderly




whole, clearly showing the interrelationships of the parts;tofeach

‘ - J

' As applied to a process (and curricylum development invelves ‘

° other and to the.whole itself.

.

a step-by-step process), the use of the systems approach implies
comprehensiveness of steps as well as interdependence of;stages,‘

components, &and concepts. Systems analysis techniques %4able the

.

3

designer to do a better job of selecting the stage of the program .

operation he must validate. That is to say, they help him identify
rd

7;::V/ the relevant curriculum components with the outcome changes being

F]
- measured.

The use of such an approach assures that all necessary assess— -

2 - -

ments will be made. While there are many systems approaches, basic

features to them whichj; in effect,,péhd to validate the’ process

are:
| 1. Job sepecification or analysis '
2. Specification of objectives . \
3. Development of preliminary curriculum system design e
,4. A cycle of devélopment, test, revise and retest
' 5. Implementation and field testing the curriculum system
6. Follow-up and evaluation.
The curriculum is a sequence of lecarning experiences that S .

processes from the simple to the complex. The sequence is (1) res-

ponses and' associations, (2) verbal and motor chains, (3) discrimi-

/

nations, (4) concepts, (5) principles, and (6) problem solving pro-
‘

-

. . . Iy . cN -
units of instruction. Terminal objectives must be stated so thart ‘ ’ {

N
< -
N

N

validation measures ‘contribute to the overall evaluation and

accountability. The application of validation measures does not
. .
allow wide fluctuation in attainment of objectives; neither do theyl'

-

1
E
é
|
i ) cesses. Inherent in the sequence are the ies§on , modules and
E
|

bring about perfect stability. - ThHey do help to control the -

s

\‘1 w - . » - .
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achievement of objectives.

]

Presented ‘here as a model is{the 12-step process developed by

. Butler.

|. Feasibility Study

2, Task analysis

3. Development of
training objectives

4., Development of
criterion tests

e e
= et &

5. validation of the
criterion test

<

6. Validation of »5 %

training objec&i@Es

W

7. Development of
learning sequence
and structure

" 'to~help perforp sumative evaluations of

+

This -step requires an analysis of trends
in job markets and occupational patterns;
trends in economic, business, agricultur-
al, and industrial expansion; types of
jobs and worker competencies needed;
availability of training programs and
facilities, their costs; and other rele-
vant factors.

After it has been decided that the pro-
gram is’ needed, an occupational or Jjob
analysis is conducted to determine skills
and knowledge required, kinds and level
of performances demanded by the job, etc.
The designer prepares explicit statements
about what a student must be able to do
upon the completion of the training pro-
gram--conditions and standards of his
performance, etc. Both terminal objec-
tives (unit, course, or program) and.
interim or enabling objectives-(lesson,
activity or module) are specified.
Criterion tests are used in the early s
stages of ‘the curriculum design to deter-
mine validity of the objectives and later

the entire course or training program.

This step is accomplished by administer-

ing the test to an untrained, unskilled

group and to-a trained, skilled group,

and correlating the scores to obtain

validity and reliability coefficients.

The analysis is conducted to improve the

test as a measuring instrument. This is /
one of“the most important steps in the
validation process.

The test should contain at least one item

for each objective, and possibly not more

than five items for each objective, other-
wise it becomes toc long for practical
purposes. Validating the test (Step 5)

and validating training objectives can be
accomplished concurrently, provided the

test items are not at fault. _
This step is carried out in accordance

_with fhe duties, tasks and activities pro-
vided in the job-task analysis. Activi~ N
ties, tadks, :and duties are structured \

0Rg




10.

Development -of

_1ei£ning strategies-

Development of
instructional units

T
v ~7

Validation of
learning 'units

. Implementing and

field.testing the
system '

Follow-up of
graduates ‘

-is produced.

, instructor's manual developed.

4 b )
(and learned) in both a vertical and e
horizontal sequence. The, learning of
one is dependent on mastering those
that precede it. Most curriculum ex-
perts recognize that sequencing must be
handled with a great deal of flexibility.
The objectives and learning styles of
students are the prime determinants in
developing learning strategies.
A fest model of the instructiomal system
The curriculum system
development plan and the 1nstructor s
manual or gulde are needed. The system
development plan includes the task
analysis summary forms; validated ob-
jectives in validated sequence supported
by. a summary of the validation data,
validated criterion test items in vali-
dated sequence supported by a summary of
validation data, an outline of instruc-
tional strategies with associated content
(objectives) identierdﬁ and production
and testing plans for the system. The
design and format of the individual learn-
ing units should contain the porformance

) objectlves, “the knowledge "and skills to

be acquired,‘a 1ist of tools, equipment,
supplies, and references needed for the
unit; a learning activity guide; interim
progress checks and student self-
evaluations; and an instrument to serve
as a pre-test and/or post-test for.
evaluations by the instructor.
Fach unit is tested and revised until 85
percent of trainees in the sample reach
the criterion. Revision may require re-
sequencing and adoption of new learning
strategles.
This step #s carried ocut under actual )
classroom conditions. The instructor's
role 1is established at this point and the
Field
testing 1is ‘the final phase of the systems
dévelopment process. This means that the
program is monitored, evaluated and re-
vised continuously as long as it is in
operation. A more appropriate term for
this phase may be-system institutionali-
zation. :
At thig point, guidance and placement are
broughthinto play, and planning for
follow-up at-one, three, five and ten
year 1ntervals can be started. Datalob-
tained on occupational patterns, changes
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in needed competencies, job adjustment
] * problems, and work satisfaction indexes—-
~ all can be used to improve the instruc- ' .o
tional system.  , -

. . .

.

A Program of Career and Vocational-Technica{rEducation
, — , — ' .

The career and vocational-technical education program prdoposed
N ﬁ’ .
here is a school-based model modified to receive the support, when
o, N

feasible, from the employer imglied in the employer-based concept,

‘from the community implied in the community-based concept, from~the

family implied in the residential-based concept. This approach

‘maximizes the potential of the school-based model and extends the

»

greatést poésible benefits of educational activities to the persons
receivéng‘the education. It seeks to develop in students a com-
prehensive awareness of’ééreer'ogtions; a concept of self which is
in keeping \Wwith the work-oriented society; attitudes égout work,
school and society resulting for successful experiences and the

ability to enter employment in an acceptable oqcupational area or

L3

to continue education at a higher level.

*

Program Concept

¢

IS

The program concept provides for the infusion of career °

.

' development objectives into a comprehensive K-14 educational pro-

¥

.

grams. This broadened time-frame permits students to become more
intimately involved with‘and preparea to take advantage of the'wide
variety of career opportuﬂities through school-related and support- !

ive experiences. The infusion must be administered effectively to

insure that every student receives an education which integrates




~

his academic skills, social’development and career preparation so
that ;fter completing the program, or steps in it, his options are
open to enter the labor market in a productive career or pursue
further education. Students.are t; be provided a confinuing aware-
ness of educatioh;l'choices'for career planning which will lead to
productive and contributing ciﬁizens.
E;Eensive guidance and counselinglactivit}es are essential

: 3
elements in this concept to the development ofAself—awaieness, self-
confiAence, and mature attitudes. Further, the more tradition;l
vocational guidance activities such as the matching of interestsi
and abilities against career pqteﬁtials are not less important in
this concept than ;ith'ofher approaches.

Obviously, the level of‘difficulty and breadth information is
relaged to the age and development of.the student. Units of in=
struction should be approached at different grade 1eve1é. Elemen-
tary‘students sﬁouid study a wide range of jobs‘iﬁ‘society and
their role and requirements. Junior high students should be pro-
élded opportunities to explore several clusters of occupations
through experiences and observgtions in the community and industry

as well as through classroom instruction. Senior high students

should be given opportunities to exercise individual initiative in

“the pursuit of their selected occupational areas through job pre-

-y, \
paration for’entry into work or for post-secondary education.

The program structure is pluralistic in learning activities

and procedures and provides for the necessary cooperation among all

elements of education as well 'as among the related industry and

.

communiEy dimensions. The conceﬁt of self which is in keeping with

- 60 -
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a work oriented society is important to the devélopment of
positive attitudes toward work, and satisfaction with successful
experiehces. Understandings of the relationihips between employ-
ment and educati;n, énd the develoﬁment of self-respect, self-

reliance, perserverance, initiative and resourcefulness are desired

program outcomes. ¢

Program Assumptions and Objectives

Ay

The assumptions of objectives upon which programs are based

represent philosophical expressions. In conceiving a comprehensive

program of career and vocational-technical education for American

Indians, the following_assumptions and objectives guided the plan-

“

-~ ~

ning.

Qualified American Indians will share in the governance,
planning and administration of career and vocational
programs for American Indians.

A complete program must provide opportunities for the
youth and adults to participate in meaningful occupational
exploration and choice, pre-employment occupational pre- °
paration to job-entry level competencies, inservice’train-
.ing for upgrading and promotion, both pre and inservice
retraining as the nature of the labor force and occupa-
tional requirements change, guidance and employment coun-—
seling, basic and general education for beginning and
improved edicational skills, becoming a more effective
family member and homemaker, and cultural and avocational
pursuits as part of a full and worthwhile life..

3. A basic assumption and requirement is that career and
vocational technical éducation is an‘integral part of a
comprehensive and complete educational system. '

4. Unemployment and underemployment are most often directly
related to "employability" of which general and occupa- -
tional education are major elements. )

5, There will be developed a comprehensive integfated co-
ordinated program of general ,education, occupational "ex-
ploration and guidance, and vocational-technical. education
for youth and adults, It-should reSult 'in a meaningful
fusion of academic and occupational educational activities.
A complete, or adequate. program will be developed that
includes a) guidance services, including .career ofienta-
tion and vocational guidange as an integral component; b).-.

>

.
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exploration of the world of work; c) vocational-technical

education; and d) initial job placement arrangements. s

Existing courses and programs should be modified to im-
prove the attitudes, skills, and knowledge of all school
personnel with respect to vocational education.

7. Related to occupational choice is the foundation for a
successful adult work life. Acquaintance with and under-
standing of the broad world of work can only be developed
over a period of time. 411 students must be given the
opportunity to explore their capabilities so that they
make-meaningful decisions concerning their choice of a
life's work.

8. Job placement and follow—up capabilities will be fully )
developed. .-

3

The performance objectives in careers are designed to intro-

duce polarity toward career development throughout the school pro-

.

gram.

The 8 bdsic elements are: .

Self awareness that leads to self-identity

. Educational awareness which leads to educational identlty
Career: awareness that leads to career identity
Economic awareness which leads to economic understandings
Appreciations and attitudes which lead to self and social
fulfillment
Decision-making skills’ which lead to career decisions
Skill awareness and beginning competence which lead to
employment skills

8. Employability skills which lead to career.placemént

VW K

~ O

Teachers in the-program will develop goal statements suitable

- <

to the units taught, iocal situation, and grade level.

Program Megsurement

-
Programs leading the development of careers should have
measurable objectives. With measurable objectives for instructional
programs, it is possible to determine the progress in programs as
well as provide instruction in effective and efficient wayT‘-Meas-

urement in career education, and more precisely in the vocational

and technical courses, ‘lends itself to criterion-referenCed

;7“3 .
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standards as contrasted.-with normreferences devices.’ Norm-
refgrenced tests are used in to measure student performance as com-
pared to the performance of other studenté. Criteriqn—referenced
tests measures students' status against an established standard of
performance. The measurement of cufricufﬁm results against speci-
fic performance standards is consistent and is compatible with the
coﬁcept of career education. . ' ‘ 5

It is perhaps in this arrangement and cogtext that careef ex-
ploration is best achieved. Through the study of the community
and job-rélated, activities in natural situations, students gain the
most realistic possible view .of the work #n a cluster of occupézions

and in a series of life situations.

Career Exploration

The involvement of potential employers, inddstry, and public

agencies in cooperative relationships as an integral part of occu-

pationally related program will be beneficial. The purpose of
seeking the cooperation and assistance of these areas is to in-

crease the relevance of education to the employment situa€ion in the

N Lt
most realistic manner. Community participation in this manner

broadens the base Of‘the program by encouraging public and private
p]

employers to becoﬁe actively involved in it. The résulq of a well

- F)

planned, coordinat;d and executed community based activities will
be an extension of the classroom into the community.

Job visitation is a primary means throuéh which students. may
develop understanding, apprecdiation, and attitudes useful in making

career choices. Study and observation of careers and the program

- 63 -
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should be comprehensive in its use of individual and group counsel-

e ’

ing and observation and field trips | which: )
1. Engourage cr1t1ca1 appraisal of ]obs through direct
observation
2. Provide students with a knowledge of what a Job is like
through direct observation
3. Expand the vocational horizon of students by providing a
> varietv of work observation experiences
4. Provide real, role models
5.‘ Establlsh communication between students and workers
6. Provide students with factual, accurate, and up-to-date
informition about jobs present and future .
7. Provide a getting where students may test their current
‘career- aspirations through direct observation
8. C(reate an awareness among students of the rapidly changlng
work world and the resultant implications of career

planning. - L -

Elementary Level Objectives

- .

The” sequence of career education activities for elementary
1Y

school children rely peavily upon vocational guidance end should

be guided by objectives such as: . .

1. Introduce the student to the world of work and career
opportunities . - -
2. Establish and hold the relationship of career education
to academic content )
3. Develop, through exploration, a self-realization related
to abilities and interest for future career selection
4. To provide a wide range of career, knowledge experiences
5. To develop a desirable attitude toward the process of
career choice °
6. Encourage the student to understand that career selection
) is related to the need and abilities.of the individual
7. Develop an understanding and appreciation of the inter-
relationship of the various careers in the world of work
8. To develop learning experiences which act1ve1y involve
the students in grades five to seven in processes which
are useful in making career choices
9. To develop materials and techniques which enable coun-
selors to participate with the students and teachers in
joint activities
10. To access students' interest in careers and guide them
toward greater understanding of the process of career
selection. '

‘e




Junior High Level Objectives

During the junior high years sfﬁdents should be provided
guidance, information, and opportunity for able exploration of .
clusters of jobs to gai& an understanding of clusters and jobs of

specific interest which will be of value in making career choices.

[} >

A wide variety and range of manipulative experiences, field trips,
matio

observations, and cognitivé infor should be included in the
career and vocational-technical eduéftion program for junior high
students. Presented here are program objectives that have been
recognized as having merit and sustaining value for this age group.

1. To develop an understanding of career development as a
process of relating 'self to occupations,

2. To guide students to discover through interesting and
meaningful activities that planning for career choices 1is
an ongoing process, . ;

3. To provide students with knowledge and experiences of the
changing employment patterns and opportunities,

4, To develop an appreciation of human satisfaction found in

work, .
5. To develop positive attitudes toward effective employment
and contemporary society, ' - -
. 6. To develop an understanding of the economics of employ-
. ment and to gain a knowledge of the major occupational
fields, ;

7. To guide students’ in abilify to appraise interests and
aptitudes in terms of job clusters as they explore a,
variety of career opportunities,

8. To develop an understanding and appreciation for the basic
processes of production, processing and distribution in
the American economy,

9. To develop an understanding and appreciation of employer's
expectations, viewpoints and requirements,

10. To develop an ‘understanding of the -importance of career
. development opportunities offered in schools, industry
¢ and governmental agencies.

Senior High Level Objectives

-

It is axiomatic that secondary schools are preparatory

- N i -
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tion and study of job clusters for career pursuits and skill train-

ing sufficient for the successful employment in the chosen career
- N . . )
cluster. As in the case of elementary and jdnior high school pro-

grams,

idance in ‘understanding self, potentials and social res
lationshyps are important éonsiderations at the secondary level.
At the high school level consideration should be given to tying
together test results such as General Aptitude Test Battery (GATB)

" and career exploratioh. This arrangement could be developed on
the-basic philosophy that every stﬁdent should hav; the greatest
opportunity for occupational education with the individual's goals,

interests, aptitudes and needs given appropriate attention. . .

The specific objectives for high school programs of career and

-

vocational technical education presented here for First Americans -t
are typical of programs that have proven successful.
l. To create an awareness of occupations and their value to

individual and national interests,
2. To assist students. in developing a desirable attitude

toward c#reer preparation, . )
3. To bring to the attention of sfients occupat10na1 trends
! and future needs, -

4. To assist students in evaluatlng and coordinating interests
and abilities with realistic occupational goals,
. 5. To assist-students in a variety of experiences in the
deveélopment of appropriate individualized career plan which
best suits their interest and abilities,
6.,. .To permit students to participate in the class manggement
and decision-making process,
7. To develop understandings, appreciation and attitudes
appropriate to the selected job cluster(s),
8. To develop skills essential to effective job entry,
9. To develop effective understandings of realistic options
for career development through continued educational devel—
. opment and/or experience,

:

|

]

|

F

ﬁ 10. To make program provisions for plackment and follow-up of
E all students.

|

.

—
g
ipstitutions for ‘all studénts. The career and vocational-technical
curriculum of the ‘senior high school should provide for the selec-
:
|
|
|
l
|
;
:
|
|
3
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-, _Adult Level Objectives

Appropriate provisions should be made for the career develop-

.~ment of persons who have dropped out of school for those who are

> -

)

geyond the normal secondary school age. Specific local program
goals should .include céreer~oriented educational actiyities for out-
of—sgh001 youth and adults, who, for a variety of reasons, do not

participate in regular school programs or who want ;dditional learn-

TN

Mass media may be useful to attract the attention of the out-

ing opportunities.

gf-schogi youth and adults.fo tbe program. Once adults are moti-
vated through the mass media, agerncies and programs must be set up
that can handle the needs of these adults. These needs include
central screening, counséling, training, and placement. These nec-
essitate working with employers and other national/regional/and °
local orgainzations which will pa?ticipate in the guidance and
operation of‘phe program. .
The neeJ; 6§‘dgg?buts and adults will best be met by a compre-

hensive career-o;fented program centered on individualized learning
activities. fhis program dimension should be strdngly supported by
well-staffed career development centers located in the community
which provide tutorial, testing, and referral services aimed at

‘ identifying,and developing students' career gbals. Students who
comprise this group should be permitted to drop in and out on a
free choice basis. A close liaison between education and‘/inddgtry

. must be kept if community-based activities are to be kept -abrea

of new developments.

The objectives for adult gnd out of school youth are: ~ T,

L7 -
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l.- To propvide specialized training to develop effdctive
employability through increased skills,
2. To_ develop within trainees the value of bhe dignity, .,

1 importance and 1nterdependence of types of work and .

) . skills, - - .
3. To help trainees gain first hand knowledge, understanding
and appreciation of the changing employment pattern and >

opportunities,

4. To provide career guidance services that develop a-
positive attitude toward self and dignity that comes with
successful employment,

5. To provide intensive skill dewelopment activities for
those trainees who have not been previously enrolled in
adult education programs and who terminated their formal
education before graduation,

6. To effectively place trainees in jobs or job clusters
for which they were trained,

7. To provide retraining in skills approprlate to work that
has long-térm possibilities,

8. +To conduct job development activities w1th bu51ness and

. industry in career areas with a future,

9. To maintain follow—up activities for the benefit of
trainees,

10, To modify the program to the changing needs and 1nterests
of trainees.

¢

. ) Indian Manpower Delivery System

3

- - It would appear that part of the problem lies in the limited

resources allocated and dedicated to programé for Indians and the

remedial nature of the objectives of these programs. The breadth

of the concept of tﬁese programs has been ihadequate to provide’
~ by , o

solutions to manpo&er development problems in terms of effective

employment for a substantative proportion of Indians. The percent-
- P : Y

age of unemployed and undereﬁployeﬁ First Americans remains higher

than other groups in the labor force. The concept of training as

contrasted with education may be a significant part of the reasons

’

why Americarn Indians have not responded as have other groups. The

.Suggestion here is that approgriate consideration has not been given
to the cultural and intracultural differences, bicuyltural forces,

Q ' . . o
ERIC =~ - 68 -
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' social devélop@ent and general educati;nél needs. . .
OQur nationdl leg?ership has giyen ph&loéophical support E; the -

idea of manpower, career and adult devgloémént concepts. President

Nixon in ﬁis August 11, 1969 message to the tongr;ss said: : .

A measure of the greatness of 'a powerful nation is the
character of life it creates for those who are powerless ¢
to make ends meet . . . manpower training is a basic
bridge to work for poor people, especially people with
" limited education, low skills and limited job experience.
_ Manpower training programs can provide this bridge for
many of our poor.

*

1t is obvious that the desire of the Administration to train

<
-

4

the working poor is great but the depressing aspect, at least for

. .
- . . s .
- the professional educator, lies in the narrowness of- the concept.

- -

An oversimplification appears to be that the work ethic will pro-

4 [

vide the drive to'raise a non-productive member of society to a.

productive one and that gradually but surely the,fdfﬁes of depri- .

4 N . - e,

.

vation will give way because of the working class status so attain-

- ed. As noble as this objective appears on the surface, there is

substantial evidence .that training in itself is too narrow a cdﬁcept,
to produce the medication needed to solve .the social ills of today's

society. Education implies an enlightened citizenry; part of which ’
. :

i their enlightenment about work and jobs. Career-and vocational-

H

technical education is education for work at.its best in preparing

disadvantaged members of subdominant cultures to cope with today's .

complex society. . : /

This is not to argue against remedial programs as’a part of a
w
ptrategy for the development of Indians, but ratfier to support a

e -

x

full range of student personnel services for both youths and adults .
. in terms of individual needs. The public schools should offer S

O ‘ - * W 69 - ’ . ’ N
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gecupational counselling and testing, a basic education for adults '

~ \

whose earlier education failed, some outreach to find ﬁhe(under- .

L

motivated, health services, legal aid services,. day care for pre-

A
school children, transportation assistances, and other services "

4 -

necessary to assure that individuals can achieve the necessary edu-
: 3

cation for success in work.will be needed. B

.

The BIA's education program does not include a well-developed

.
L4

" . career development program. A career-related activity conducted.

-

by ‘the BIA that shows promise is a series of Career Guidance

Institutes that are locally designed and operated educational pro-
o, . .

grams which bring together educators and businessmen and women to

identify current and future cq{eer‘opportunities for students and

'

to explore the requirements and preparation needed for these same

careers. The Career Guidance Institutes receive supplementary

support from the National Alliance of Businessmen which tends .to

réspond to criticism that BIA programs neﬁg;a closer liaison with.

-

the worlﬁ“oﬁ,york;! : - o
The goals of .the institute aré:

1. To upgrade existing career guidance programs so that
teachers counselors and administrators will have know-
ledge, skills, and attitudes needed‘ to assist students
in embarking upon a realistic career goal-setting process,

2. To increase educator awarepess of private sector careér
opporturities available to high school graduates, '

" 3. To make educators aware of the need to match the career
. interest of in-school youth with the job requirements of
private-sector £mployers, -
4. .To correlate preparation requirements and curriculum with
student career choices and job requirements, g
5. To expand the role of the teachers in classroom career
counselingy ‘ ”

<

‘e

;o 5 . .
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§ Manpower Dévglopment Urban Problems
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‘cities (finding jgﬂs, housing, recreational facilities/, supportive N )

aNational lefdership approached manpower development of
" - X4 N T,

Amegican Indians by the establishment of National Indian Manpower
Task Force in 1970. This was a response to Tndian leadership which

sought to increase opportunity for "self-determination." The Task -

Force recommended specific steps toward Indian involvement in the

. A4 ’ ~ ? '
development of manpower policies designed to senye: thg needs of

First.Ameficans.

A major problem identified by the Task Force was that Indians

At} .
in urban areas ususally constitute the smallest disadvantaged ‘mi-

nority group in the local populatidén. Contrary to popular miscon- .
ception, the responsibility of the Bureau of Indian Affaris does

not, generally, extend to Indians who have left their reservation.

-

Yet, this misconception is often a factor in deptiving Indians in

\

urban areas of the opportunity to benefit from programs. designed for
disadgantaged groups in the éeneral population. _ Ihdiaﬁé‘li§ing in

urban areas are faced with a series af harsh emplpyabilit§ problems.
&

. -
3

While many of thesérproblems‘are also expefienéed by chef segments

of the populatlon, some: are unlque to the Indian. For most Indians,
. ) C e e i
the language spoken in their reservation home féufhat of their

o

tribe,.and English is a second language. When Indian people migrate

from the reservati;n,fthey have difficulgy with Engllsh conceptPal—
iz;ti;ns, both verbal ;nd wr}tten |

rBe}ause of culturél and eqvironmentalfdifferégces, a majority -
of Indian people aré>not oriented to the workvworld‘and'the:inter- /4 :
personal ”pélitics” og?employmenth Indiay péop;e afé ill-prepared y
to deal with the pressures ;nd mechanics of.day—to—d;y living in the !

- "4
. . . 4,

-
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services, etc.). Consequently, there is a natural reluctance.to
mingle with persons of a different culture and background. Not

i knowing about available recreational facilities or where other

L]

Indians may be located, and having recently arrived in a strange,

.

lonesome environment, causes some Indian people to seek undesirable

,

emotional reinforcements.
It should be recognized that manpower programs have been ‘struc-
tured for disadvantaged persons in urban areas with the primary |

target population being blacks: Over the years, many of these pro-

2

grams have come under black control. Conceptually and operationally,
/

these programs were aimed at persons who %ere members of an urban

[ ’ .
subculture and not designed for American Indians from a rural back-

N

] ’ .
ground and who have a distinct culture.

The National Indian Manpower Task Force stated its concern for

* the existing manpower delivery system in these terms:

.

1. -Most urban manpower programs and some rural programs are

3 ' planned, funded, structured and mandged with no regard
for potential Indian participants.
9 X 2. Existing urban manpower programs are.dominated by white and

non-Indian minofity groups, none of whom are aware of, or

sensitive to, Indian problems.- Seldom are there Indians

/ ' on the staff or imong the trainees in these programs. to
whom Indian traidees or job applicants can relate. -As a

] result, Indian people avoid mogt urban manpower programs.

e v, 3. With very few exceptions, the existing manpower Ssystem,

' controlled bygnon-Indians, has' madé no effort to locate,
identify, perform any type of outreach among those Indians
in off-reservation areas. Outreach is one of"the most
vital functions-of urban‘manpower programs.

Manpower programs for First Americans must recognize the cultur-

* / ' . < . . . ) >

al'aspects of Indians and tribes, and so fdr as possible, the train-

‘. ¥

[ ,,__Ar,.ring,and,.,adminis.tr'artion,CQ“JROH?I}_FS should be staffed by Indians. ﬁ
- - - Y "

. f

y . ¢ is in keeping with manpower development philosophy, and career and ( Ty

/ - . . s 4

I voeational—technical education conéepts that priority be given to ‘
\‘1 '// . v 4
! ' . .o =13 -
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the maximum possible employment and training of Indian staff for

programs dealiné with Indian people. Cs

3 B ’ - v -
Planning, Structuring and Fumding of “anpower Programs

, ) .

for First Americans T - -

“

There is need for more effective coordination of planning and
execution of career development programs--career and vocational-
technical education, manpower devetooment and other skill training

programs--that are designed to scrve the [ndiad4beople. Increased

\

flexibility to permit effective contracfual arrangements would be
- . .

desirable. To make manpower development activities more readily

available to Indian people, it seems obvious' that additional funds

are needed. One recommended approach would be to centralize the .<:
Y .
coordination of career development activities in the Office of Edu-

cation and draw upon resources from the several agencies that have
- . . _ )
legislated authority and funds (Department of lLabor, Bureau of

Indian Affairs, Department qf:Health, Fducation and Weifarg).

The need for increased coordination of cufrent manpower pro-

grams is not limited to those tNat are designed specifically for

~
v, 4 A

Indiﬁns. Writing in the October,

-

Superintendent of Public Instructiyn stated:

973, issue of ALERT, the Arizona

—

e
td

County coordinators for careé ational education .
who serve on area manpower planning counﬁxls, Council of
Governments (CAMPS) admitted there is né coordinated ihsti-
tutional training information with non-jinstitutional tra1n1ng
information ava1lable for nean1ngfu1 participation of county

i

,coordinators., “

)

/significant'amount of manpower traimning is conducted out-
side of institutions established specifically for trainlng
purposes Interviews with the diréctors.of these progtams .
indicated there is no functional coordination either between

. - 74, e . e v
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these programs and inmstitutional -programs at the. local

level. . “ . !
N . \‘ ‘_‘\.“i . , L. '(5\
. The funding of skill-development programs for Indians should

involve Indian tribes(End/or’organizations as prime sponsors to the

extent feagible and possibleﬁ"Aithough it 1is possible for a tribé

L \ ~

to act as a pfime sponsor, under certain circumstances it may be

=2

advantageous for several small tribeé!to form indepeﬁdent corpora-
N k¢ ~

tions in order to be eligible for funding as prigg sponsors. The

Indian Developmenngistric;/nf\Qfizona, Inc., (IDDA) is a good

example of this kind of cooperative action.
The vehicle of state incorporated, nonprofit organization is

gl tecommended for urban areas. Miny Indian tribes and organizations
have followed this procedure with considbrable success. ome tribes

have formed intertribal organizations in order to become more

effective as centralized administrative units which act as prime

3
sponsors to operate a variety of programs. This concept has proved

to be successful because it allows for greater flexibility in pro- //
gram planning; funding, structuring, operating and evaluating. It
would be logic?ﬂ to further this approach in the manpower area. /’

The Task Force stressed the need to reduce the present gap

N J

-~ -
between the approval to begin a_program and thé receipt of initial
funds. This funding gap creates difficulties for program staff and -
gnrollees, especially when they are not paid salaries or allowances

for sever51 weeks. It may also result in trainee dropout, due to
/
the necdessity of finding”other immediate income. In addition, a
. . . ¥, 2 .
project can be éqyerely handicapped when funds for necessary staff

-

- / are delayed. ' , 4 / : ‘
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A Assessment’for Training

Employment requirements must be changed. Industry must not
re1§ éolely upon a diploma or credentials for ‘determining employ*
ability. A dropout should have as equal an opportunity of access ﬂ
to all jobs as graduates. Hiring should be based sélely on the
individual's ability to perform the job.

Standard tests administered in connection with mahpower pro- Y
grams are culturally biased and do not provide ag acturate assess-

ment of Indian enrollees (GATB, Ammons Quick, Wunderlich, Kuder

+

Preference). Until such time as culture;free assessient fools are

..

- available, current assessment methods must be replaced or supple- -

mented by using Indians who are members of the staff, and wherever

-

possible, of the Indian community to be served.
%

Efforts should be made to use Indians  as counseloré; because

/ . . ' h
// it has been demonstrated that non-Indians cannot effectively serve

Indian clients. When it is.nat feasible to fund programs directly

.

through*lndian organizations, there must be greater involvement of°

Indian staff to fill professional positions, such as project man- ’

- £ d
agement’, counseling and training non-Indians for appropriate man-

ppwer programs or for a progression of manpower programs. //
~4 . s ",f
o - 7 N "~ ,/ — P
Placement andiFollod—up - - e
. - ,:,:,’ P
Current placement procedures followed by. agencies or projects -0 L 7
’ k .
funded by the Department of Labor dre geared to middle-class, non- e
Indian norms without consideration for ethnic factors. It is un-
hd . - .

. ) / ;
realistic to place a felatively nonacculturated Indian in an

7
]
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employment situation without orienting employee and employer to
possible problem areas. Individual job development efforts con-
ducted by the existing manpower system for Indian graduates of man-
power programs are not generally given the priority. The result is
a lower placement ratio for Indian manoower program graduates as

compared with other clients, as well as a greater percentage of
. ;
Rlacements in low-skill, low-wage jobs. Presently, post-placement

. E

follow-up is practically ponexistent. When it does occur, it is

generally perfunctory. ) ) .
. _ . ‘»
Assessment and training should be, so arranged to enhance the &

placement of Indians in appropriate jobs. It is highly recommended :
that Indian-oriented job developers be employed. This will benefit ,
the Indian client by assur{ng,consideration and underetanding of his

special employment needs. The job developer should orient the

.

employer to the unique employab111ty problems and strengths of his
Lo " e - ‘

ve o
- we ey

potential new employee._ There‘should he a contlnuous effort of

follow—up and coun;el&ng after job piacement for”a minxmum of 90
e T .__.v—-)"" q.\- T e

.. days, or until tﬁe employae has'become fuily.adjusted to his work -

.. ,.¢"‘ [
e - -, P .,_;"- _‘.—'

::,,, sitﬂation.- It is imp0rtant EQ the-succe5§’of the -new- empioyee rhat

See ’—‘”'- R —

e -he ihTEBBisted 1n beeoming knowledgeable ébout’tompany rules, pay
- . - RTINS LN

scalesf—personnel-practicee and ﬁﬁIEEZEUV“ rning. grgéﬁrz’d*Iabor

- -~ -
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Thé program of career and vocationél*technicalveducatr?n pro-

posed for American Indian children, youth and adults in this paper
I’ A +

L}
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recognize; the basic tenant tax'supportedﬂeducation. It is based
dpon the phtlosophv of career education and encbmpasseé the princi-
ples and praétices of vocational and téchnical education. The,
focus is uﬁ;n a programmatic concern for thé career preparatién of

First Americans rather than uoon specific arganization, administra=

.

’

tion or logistical detail.

» In summary, it can be said that the central pyrposes of edu-

cation are to prepare the voung to -accept the reality of contruc- *

tive pathways to adulthood, to help them engage in thése ﬁéﬁhwé&s'f SRR
successfully, and to assist them ir finding personal relevance in
the life options available-to them. The'day in which academic p;e-
paratidn is the objective of Indian education should end immediate-
ly. One of the goals toward which indian education mu;t direct it-
self is the provision for every student at all levels to acquire

the skills whic¢h will allow him or.her to make a livelihood for him--
self or hersélf and for his or her future family, no matter at what

‘ »

level of the educational system he leaves. Such _education shopld
/

not be confined to the manipulative skills, but include capab;lities
in activities which contribute both to individual fulfillment and
. .
td sogiety’s Mf}ntenance and'progresst To make Indian education
become relevant to the needs of Indians and the needs of society,
the entire program must be restructured to focus around career de-
o velopment so that both thevneea; of the indi;fdual and societv will |

be met. . 4 : ?A

Career and vocational-technical education, as perceived here,
/
re M
. is.a comprehensive educational nrogram focused on careers, which

begins in“graqb nne or earlier and continues through the adult years.

“a ‘ S * —— . L.
2 - e,
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M e“ - .
A comprehensive career and vocational-technical education includes

a sequentially-developed education program offering career orienta-
tion, exploration, and job preparation for all students. A majér
benefit is that students' perforﬁahce in basic subjects should im—

prove as the entire curriculum is made relevant and more meaningful

by being focused and unified around career education. For elemen-

\

' tary and secondary education, the program includes a structuring of

basic subjects, grades 1-12, around the themes of career opportuni-
. t

o o
'_—_“““~‘fiesmandﬂggﬂpirements in the world of work. In elementary school,

-

students are informed about the wide range of jobs in our society

and the roles and requirements involved. 1In juniof high school,

. students may explore several specific clusters of occupations

.

through handa;on experiences'and field observation, as well as
classroom instruction. They will be assisted in selecting an occu-
pational area for further specialization at the senior.higﬂ level.*
Inrsenior high school, students pursue their selected occubational
area, exercising one of three options--intensive job preparation,
includiné the.developmént of saleable skiils, for entry into the

world of work immediately upon leaving high school, preparation for

.

postsecondary occupational education, or preparation for foyr-year

‘
1

college entry.

-

Those students preparing for postsecondary occupational edu-

‘cation, including technieal education and further skill development,

or four-year college entry will continue to be provided with occu-

.

pational cluster experiences including work experience where possi-

ble, with the academic subject areas being related to the profes-

ALY - -
¢ r .

kional area for which they are preparing. Students eng;gingniﬁ¢g
- 79 -
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special;zed job preparation will be provided with basic academic
skillg'essential'ﬁor further education. Consequently, every stu-
dent should leave the system with at;least entry-level job skiils
agd with facility in basic dcademic subjc«rs sufficient to enable
entry into further éddpation. ..

The program‘should provide job information and skill develop-
ment to Indian students-to develop aﬁtitudeé about the personal, |
psyghologiéal, social, and econgmic significance of work. Extensive
guidance and counseling activities assist the student in developing
self-awareness and in'matching his interests and abilities agaiﬁég
potential careers.

Finaliy, placemént into an entry-level job or further education

is guaranteed for every student in an effective career education-

program.

!




TESTING, EVALUATION

AND THE INDIAN EDUCATION -ACT OF 1972

- S

. by
Robert W. Heath
and
Mark A. Nielson
Nomos Institute

Berkeley, California

I. Introduction

<

The Indian Education Act of 1972, like almost all recent
educational legislation, includes provisions that require evalu-
ation. for example, under Part A of the Act, local e@ucational.
agencies must "assess the special needs of Indian children...in

joint consultation with the Indian .community and the parent,
»
committee." Applications must '"provide effective procedures for
an ahnual evaluation.'t ‘A condition of approval is that the appli-
| L -

cation will include "...procedures to insure that the program will

K _
- be operated and evaluated in consultation with theﬂpareTts of the

I |

oo children, representatives of the communities to be served." L
G R Under Part B of the Act grante and cdnt%agis_ﬂmay,be.awardég::.
o ’ff , - 81 - . -
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to-evaluate the effectiveness of Federally-assisted programs in

p=

which Indian children may participate,! and '"."..applications must

include a statement of...provisions for an evaluation of the pro-

‘

gram's effectiveness." Participation by the par f the children

is required.
— Part C of the Act, organizations may apply for grants to support
planning and demonstration projects which plan for, test, and show

. the effectiveness of programs for providing adult education for

Indians. There must be_participation by the tribal communities who -

.
4 v

will be served.

o .

’ There is clear emphasis in the provisions of the Act on evalu-

-

ation and on the involvement of local Indian communities in this

evaluation. The language of the Act reflects the critical impor-

: >

. " tance of evaluation in maintaining the quality of projects and

. . '
maintaining their responsiveness to.locally defined educational :

needs, The history of compensatory education legislation provides

evidence of how federal education funds can be diverted from .their
\ 1
. “ o . , .
intended purpose when effective, community-based evaluation is'not

<

. 7 ’ .
implemented. . /
’ /

This position paper presents a brief summary/of the nistory
and status of testing in Indian education, a discussion -of the
specific purposes of testing and evaluation under the Indian Edu-

/ cation Act of 1972, a list of necessarv elements of a sound evalu- -

ation and testing policy, a discussion of the major issues related

. . 3 . . . : k3 .
- - to evaluation and testing in Indian education, and a series of pro- =

posed position statements.

+
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The terms evaluation and testing as used in this paper, and as

used in the educational research and evaluation technical literature,

have distinct meanings. Testing is only one source of data, among

«

sévéral, that is used in evaluation. Evaluation includes the assess-
. \d -
Ay

ment of the effectiveness of programs and projects. Evaluation

’

encompasses needs-assessment, cost effectiveness, extent of impact,

and similar concerns. A brief introduction to the major concepts

.

of educational program evaluation is given in an Attachment.

It is extremely important to note that the term testing does
not denote only the administration of standardized achievement or
IQ tests to individual children though this remains the public -

image. In recent years testing technology has undergone fundamental

and extensive change. Concepts such as criterion-referenced measure-

ment,* item sampling, refefrence groups, summative and formative

‘

measures, and unprecedented developments in statistical methods and
data processing have dramatically altered the practice of testing.

The implications and possible utility of these developments Yor

*

Indian education will also be discussed in the Attéchmgnt.

*

0 .

. .
II. History and Status of Testing Im Indian Education

¢

Intelligeﬁce‘Testing‘< s

The intelligence of native Americans has been the subject of
extensive investigation during the last 60 years. fiterally hun-,
”

dreds of studies have been undertaken involving a wide range of |

~

IQ tests and many different Indian tribes. The following discussion

relies heavily on Berry's (1968) survey of thegé studies.

1Q testing of Indians began in 1914 when Rowe and his wife

*
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administered the .Binet-Simon Test to some 250 Indian and 256 White

children in.Mt. Pleasant, Michigan. 'He explained the poor showing 7
of the Indian children's test scores on thé basis of "inferiority
of native ability." Garth's conclusions (1921, }922, 1923, 1925,
1927) suggested that plains and southeastern Indian's scores on-the

. .w National Intelligence [ests varied with the Pdegree of white blood.f

.Tﬁe same conclusions were drawn by Hunter and Sommermeier (1922)

»

using the Otis Intelligénce Test. However, Telford (1932) found no

support “for'this relationship when he administered the Draw-a-Méﬁ
Test to North Dakota Indian children.

Although studigs comparing the IQs of- Indian and White cﬁildren
contintue to be done (Berry notes Barnes, 1955; Bernadoni, 1961; Dorn,

1954; Evans, 1957; Jamisbn, 1959; Lloyd, 1961; Norman and Midkiff,

. 1955; Parmee, 1968; Safar, 1964; Snider, 1953; Winn, 1955. See_also

. Blue, 1970; Crandall, 1970y Jayagopal, 1971; Peck, '1973; Sabatino,

’

] / .
/ et al., 1972), the validity of such intelligence testing was called

.into question as early as 1926 when Fitzgerald and Ludeman noted ° .

“

' that Indian children did bettex on those sections/?f the National

Intelligence Tests, the Terman Group Test, and the Otis Group Test

“SWhich did not depend heavily on English language ability. Simi}ar

thatflndians scored’ﬂlgher on performance tests than on verbal
(English) testd.”,When lLikneberg (1928) controlled for many cultural -
' £ - . ; =
L~\__\\\ factors, "he tound that Yakima Indians did as well as Whites%on pef-

- ., . / .
formance tests in the Pintner-Pattersod series.

-~

:

|

|

| /- A results were obtained in 1928 when Jamieson and Sandiford found
| ‘ '
|

:

|

|

i

|

Several studies of Indian inteclligence have been done using

the Goddenough/Draw-a-Man Test, claimed to be a more '"culture-free" )

intelligénce measure. Rohrer (1942) gave the Draw-a-Man Test to

“ = | , - Bf}-- : , |

! P V4 !
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. - )
lst-, 2nd-, and 3rd-grade 0sage Indian and White children in public

schools, and found that the mean Indian IQ exceeded the mean White

IQ (103.8 compared to 102.9). Dennis (1942) gave the test to 6 lO

-

year-eld Hopi children, with an average IQ score of 108.3. When

—

he gave the Draw-a-Man Test to Zuni children, Russell (1943) found v

.
L

an average IQ of 105 ) i . -

Havighurst et al. .(1946) gave the test to six -through 11 year-

/ . -
old Sioux, Navajo, Papago, Zuni, Zia, and Hopi children with the

result that seven of the nine groups of Indian children performed

i

significantly better than the'White children. This result was re-

k)

peated with"scores on the . Arthur Performance Test, another of the

more 'culture-free" intelligence meafures.
) . S ,
Thus, where cultural faetors are' taken i?to account, more re-
. K iy

Lo

cent studies show the intelligence'of Indian children to be equal

to, and in some cases, superior to, that of White children. Ih

K-

this regard, Havighurst's 1957 review of ‘intelligence testing of

Indians reflects these studies:
The conclusion which is drawn by most social scientists from
the data on Indian cultures and Indian intelligence is that
the American Indians of today have about the same innate )
. equipment for learning as have the white chilﬂren of - America. o

- e

- At present, the findings of the soclal scientist have not

-

B

“found their wayzto the general public Much publicity has beeh

given to recent attempts by Jensen’and Shockley to revive the dis-
& S . o

qredited theory of racial genetic inferiority. Intelligence (or
/
i

”mental abilities) testing continues  to be a w1desprpad practice in

the schools, and ﬁany teachers.who have Indian stuQents still be-
; .

lieve in the innate intellectual inferiority of Indians.
- i ‘ ' " 1
There is, however, some indication that policies are chahging.
~ 1

/ - 85 - . '
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"~ ren were significantly higher than those of, Indian children.

B
p)

' A study of achlevement and rntelllgence testlng in the Norther1 N .

sn’

Indlan Callfornla Educatlon PrOJect (VICE), for example, leﬁ the

investigators to conclude that
: - - 7 o ' -
...there are no valid reasons for the continued use of the
typical intelligence tests since they are'conthminated by
factors irrelevant to objectively measured academic achieve- .
ment and.unnecessarily biased against low income and niimority ’
groups (Bowlus, Mlles, and Tarbet, 1973) ) )

On the basis of th1s,study, no intelligence testing is being done

- Pl ”

in the project. Another example is the recent recommendation by ' ~—

”

a task force within the Bureau of Indian Affairs that intelligence

¢ .
1) s

testing,be pronibiteg in BIA schools. This recommendation will soon

" be official BIA policy (Burgau of Indian Affairs, 1972).

*

Achievement Testing

As with intelligence testing, achievement tegting of American
Indians has been extensive, Investigations have, been~done in a .
H e e " .
< large number of Indlan tribes using a wide variety of achievement

.

e

teStS 3 ) R -
For example, in one of the early studles, Hansen (19322 tested
more than 1,000 publlc— and boarding-school Indian ch11dren and 500

White chlldren on the Tracy Short Answver Test. He £ound the White

'Y s
i ‘

students generally scored hlgher than the Indian sthents. Rupiper .

(1960) admlnlsqered the California Achlevement Test to 5,500 Indlan

a o .

. children in Federal <chools and 9,300 White children'in.the areas
¢ : . .

of the Federal sthools,. and :reported that the‘scores of White child-
E g ‘ ’

More recently, in a study of the refat}onship Betwesn self-
' “/ ' » °

esteem and achievement for 100 Pima feurth-graders, Gardner (1972)

- 86 ~
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reported that the studenfs scored significantly lower than (standard-
' 1zed) norms on the Metr;polltan Achievement Test, Readlng, Sabatino -

. - ‘ !

et al. (1972) compared 68:Chicano, 57 White, and 33 Navajo elementary

. school children in gpecial classes on the Wide Range Achievement Test

- e

LI . \ ‘ N
(WRAT) and the Stanford Achievement Test?(SAT).‘iThé Navajo children . ‘
i '. e . et * v . , . t
were significantly lower than the White children on the WRAT, but \ }
there was,no difference on the SAT Fish (1970) found no differences \ \

- '1,\‘
“T"/> .’ among scores of 62 Indian, 46 Negro, and 143 Whlte inner-city fourth o

and sixtH'graders on the Iowa Test of Basgic Skills. : ' T

'éqpievement tests have-been widely used as the basis for.' ] \

T‘ evalégtiod of Indian education programs. The most notable example °
. -, P

. . \ '
- ' of this is the three outside evaluatiops of Bureau of Indian Affairs

qschools done by Peterson (1948), Anderson, Collister, and Ladd (1953), ,

ot

: and Coombs et al. (1958), ~ - . b
*f 4 .

In the first" two stud1es, 8th-+and 12th-grade White and Indlan

children from throughout the country were tested on Pressey Diagno-
s ' . e

stic Reading, Pressey English, Arithmetic-Factor Abilitiesu Gates ' o

\

4

Basic Reading, and Orleans$ Arithmetic Computation. The.radking
2 = -

=~ . . .
which was emerged was: . I T F

. " 1. . White public school children ~

7. . I -7 2, Indian pub}it%school children

. 3” Indian Feéeral school children
o ; .

L . .

4. Indlan ml?Slon school chlihren

In the Coombs study, thefCallfornla Achlevement Tests Yere

. i “ \S
given to 13,000 Indian and 10,000 White students in 11 states. The
’ : . f ‘

. - ‘ i
-~ same rank order resulted from this study as in the other two.

-
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Publishers' norms are rarely (if ever) appropriate for use with
’ 7/ - ’ . ~ - . . .

culturally-different groups. If the policy changes recommended - - “r

'.by'zﬁe/BIA Task Force o Testing (Bureau of Ind;an Affeirs,-{972)

bec /e official BIA policy, norm-referenced achievement testing

o

will gradually be phased out of BIA<schools,.and will be used only -

I3

for indiv;dual diaghostic purposes. The Tpsk Force recommended

that norm-referenced testing be replaced by criterion-reéferenced
- . \ . .

1 . ) ] - X ” ’
testing closely tied.to curriculum and performance objectives.

This BIA recommendation is consistent with the trend in the

. field of education (the Experimental Schools Program and the Career

Education Program, for example) .away from using norm-referenced
standardized tests in evaluation. Although norm-referenced tests

cgntinue to be used extensively, (in state test1ng programs, for

l. -

- example) there is a growing recognition of the drawbacks of norm-
‘referenced testing.and of the importance of criterion-referenced

A s -
\ testipg.

*

xposltions on the issues 1nvolvcd in ﬁestlng agg evaluatlon, it is .
i - | w » ’

@ ‘ , , -
E ‘ v , ‘ 2 k- < O - 37
E N . b '/\ B . ‘
2 / ' III. Purposes of Testing and Evaluation / . .
;Fi ' ' | '_ . - ' ) . . ’ ¢
Ef; ’ - \ : by
. 1
[ ) . A. ‘Purposes of Testing and Evaluatlon Under the Indlan Educa-
E . . “.\ \\ )
,: ) . ‘ R - H ( .
E . \_ \ \ tion Act of 1972 : . . . - S
. i y s ‘ 4 . ‘
P : 4 For the foice of Indian Education to forﬁulaée reasonable Lo .
| AR T
\ \ nec ssary to dlstlngulsh between those activities over which this
| ‘ l . . »
: o
ffice has d1rect administrative control and those thch it can only
%‘ th to influence by example and persuasion.. . 4 .

Those evaluation and testing activities over which the Office

'

of I d1an Education has direct control are spec1flcd in Parts A,

s R s
-

e R
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*~ A

, as indicated earlier. In each case, it is
- . - LA

-

‘(B, and C of the A

_ clear that the Cogmissioner must be satisfied that'theré‘has been

‘1
1

categories: need

! e s
sub@i%ted with the application, and evaluation in consultatiom with (

1o -

I -~ . .
. the parents and tommunity-to-be-served as a condition of application

- approval. T£e language of the Act stresses local partlcipation in o * .

each|of these ‘evhluation activities. Evaluatlon is a critically ] ¢

3

-

i ! i -
important tool for local communltles to direct the focus of the .
, ] )

R ‘propo ed’ project|in its plannlng stage and to keep the project aé- -

:
<\ i \ oy
. counfable to.the|local commualty it serves foﬂ the effectlsbness' \

< B
R
B

N
PR R ONE N

-

d contracts may be awarded to evaluate the effectlveness .
\ = 2 '
of Federdlly ‘assisted prograﬁs serving Indian children. All ;

[PEREES S

grants

for-which funds are sought ‘and yncludegprov151ons for an evaluation .

é

B - i
f

i

of the projecc. Appllcations &an be approved only if the U.S. F _

Commissianer of Education is satlsfled that there has been "...ade-
- , - \ S )
g;ate partlcipationOby the Qarenﬁs of the children to be served and

i
d by the tribal communities...in the operatlon ‘and evaluation of the?

‘ \

-, prOJect." (underlining ours) Again, evaluation is perhaps the

3

A
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i ‘ primary tool by which the relevan%y of special programs and projects :




to the needs and interests of local Indian communities can be

. , . - )
assured. e A - o N

. . . N b}

- . .
- . - . .

T E_ Under Part C of the Act, Adult Education, organizatioﬁé may .,
1n

N \ . . -
. apply for grants "...to support planning ahd demonstration projects

Y

which plan for, test, and show the effectiveness of programs .for

Q;pviding adult education for Indians." Applications must inélud€§§
- * * : *

provisions for the evaluation-of the proposed project's effective-
! ) - t ' ‘
ness. - e T .

. . ¢ .

There are evaluation and testing activities over which the .

e Office of Indian Education can exert influence but not direct,

N ) - . . ) . . .
administrative ‘control. Since Indian.children attend a wide 'variety

of types of schools (government-operated schools, local public

. bof

. ; T .
schools, and Qatochial schools), they are subject to the testing

3 " < -t - . . S :
;‘n . /and‘evaluation pollcy of agencies (includlng the various scatd ‘

_;}h I L A g t’}‘y‘-ﬁ
M S departments of education) other than the Office of Indlan Educdtion.
s . It ié c1dar that this Office cannot make policy for these various‘;

Ry

) gencies even though théy may serve large,numﬁérs of Indian children.’
+ - . - [} 9)
¢ . However, by demonstrating professional leadership the positions,:

Q

taken in the implementation of the’Adi seem likely to influence the
. , » . * ~

-~

policy of other education agencies serving Indian childreg. The'
> . v " . . : 0 ‘
Deputy Commissioner for Indian Education and his staff wll have
e s 4
the potent1al for cons1derable power-of—persuas1on and, accéss to

7

public med1a, regarding the testing and evaluatlon poiicy of othex
t P o~ . -

agencies. Thus, if the adminfistration of the Act’ brings into

s . ’ 2 - 0O

reality the participation of local groups, in program evaluation and

if it takes innovative and strong leadership with regard 'to ‘the use

—
v

of tests with Indian children, it is likely to influence strongly

\\\

the policies and practices of other educational agencieg,

ERIC, B
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The hiStory_oﬁ—imﬁlem%ntationoof Federal qompensatory: \,‘

VoL

v
.
N\

- -t 4 .

‘ e . . N . . ’ - [ * L] R
education indicates that there are seriqus pitfdlls to be anti-

cipated in maintaining local accquntabi;ity for the focus and

L 4

- effectiveness bg projects and programs"to be'funded under the Aét.

In a review of the polltlcal hlstory of Tltle T of ESEA- Murphy

-

(1971) reports. S . - . .. A

+..Since the beg1nn1ng of the program, evaluation has been
high on the list of federal rhetorical priorities, but low .
on the list of actual 'USOE priorities. The reasons for. this
are many. They include fear of upsetting the‘federal-state~
balance, recognltlnn of that litfle expertise exists at the:
state and local levels td evaluate a broad—scale reform‘pro-
gram and fear of d13c1031ngkfaLlure. No administrator is
anxious to show' that* his program is not- working., f . ~ e
The matter is. further complicated- by the lack of agreement

. on what would prove whether Title I is working. .This con-
% fusion stems ‘from covert dlsagreemepts over the relative
 importance of Title I's seVeral purposes. These include .

@ breaking - the. federal aid barrier, .raising achievement, -
—¢ pacifying the ghettos, building bridges to private Schools,
‘~-and prov1d1ng fiscal relief to school dlstricts. Depending

. on one's perspective and,priorftles, Title I may be or may
not be working. If one views the program,primarily as a.

- vehicle to provide fiscal rellef for a city school system,
achievement test scores are hardly an appropriate way )
measure success; the program is successful if fiscal collapse

~is avoided. The legislation, however, calls for obJectlve
measures, and if they show that children are not gaining in

,‘d:‘r'".‘

NIV

-

E

achievement it makes ‘it d1ff1cult for Congressmen to justify o

their continued support of the program. [At the same time,

it is politically dangerous to be opposed to program evalu-_
ation. ' Therefore, inconclusive evaluatlons are politically
acceptable, although they. may provoke rh torical wrath in the
Congress, and exaspefation in the ExecutEVe agencies.

" ...There are some examples,.however, where the USOE has ,
attempted,to assert leadership. For theé mdést part these )
eﬁforts hidve been unsuccessful. This is best-exemplified in
USOE's attempts to-establish two basic criteria--one callipg
_for the establlshment of. local parent advisory cduncils and
the other governlng the concentratlon of funds. Since 'the’
beginning of the program, USOE’ has sought to involve parentst
in local Titl}e I programs on the'’ theory that the more parents

.were inyolved the better their ch11dren would do in school.

‘In general, however, USOE has been unable to~enforce this
_notion on the states. In’ 1969, three out.of five schools
districts did not have Title I local parent advisory councils.

L)

-~
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...Creation of countervailing local. forces.to prod fedoral,,
state, andxlocal officials to act more forcefully may be the
" most important step. - Efforts to establlsh strong Iocal:.“
parent advisocry counc11s undeYr- the new federal gu1delines .
could help produce more local responsiveness to the educafional
.-needs of the poor: 'Their demands for public accountablllty
and a role in the development of “programs could- rncrease the,
lanuence of the poor at the local level
e . .
It is cléar that it w111 not Sufflce for the Office of>Ind1an Edu-

s

" e,

cation to adopt the evaluation and gesting'ptactices Ehat have

become typical'of earlier compensatory.éducation efforts. De11ver1ng

("

f

the promlse of‘the Act will require 1nnovat10n, use .of the most
. PN - "

> . B
recent developments <in the field, and éfclea; commitment to develop
r ) ’

the capacity for local pérticipétion in prognam'ebeiuationl In-

. ‘. . I

» - . I . .
suring that local Indian qommunities have real authority for
A - .- N 4 "(

1 - . . (o

external evaluation of projects, developing the use of criterion-

. v

<, N
- . -
referenced rather than norm-referenced assessment, and assisting

-.‘; A P L ‘-.. . K

Tocal Indian'gommUnities-in:the definition of criteria will be

i3
. - ‘

necessary.

e

Iv. Elements of a Sound Testing and Evaluation Boiicy

Ll - - ..

}/’ -t l,‘ - 3 '&' ’
v . - , L. o I
A, validity
, A . L
g The criteria used t jhdge,thefsuccess of any educational
. : FY

q.-
gtfort muét be consistent w1[h the 1deoIogy and objectlves of that

PR

~ . . ‘ / ]
= effort. Just as the College4Board founﬁ 1t necessary to change the

</ . .J - ' w2 <

, -

. content of their achiémeg:i\tests with}the advens of the "new" math

T/ ~

N - - - & . -~ ' . ‘
and" science curricula in the,1960's, Ehe standards used to judge
\ hd - \ .

T prOJects and programs in Indian .education must be mad@ to correspond

E]

to the intentlons and practlces'of those perects We must not

attempt to megsune weight with a ruler.¢ I1f a program,is attempting
emg : U =t 2

L. -

to transmit cultlral values, ethnic tradition, or transmit the

Aruitoxt provided by Eic:
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I

~ 7 ! <7 . o o)
¢« O o . p
values of cooperative endeavor, then visible criteria corresponding

i to theése/ebjectives should be used, Idealiy,tthe criteria for S .

<

assessing the effects of an educatfonal program should emerge
. /

-
- —

. 1

o id#rectly from the day-to-day functioning of that program 4for .
7 1. 0 —— - i

- Y

,gxamplé, knowledge.pf the structure of tribal government). o . < .

s .
) 2. The criteria used to assess a program should representfj - r’

4 -

v g ' H

) . . - .
. a fair.sampling of the total content of the program. The criteria ,k = =
. - s@ould be defined and déveloped objectively. (Thef;should not rely -~ -

e ‘
q#'testimonial statements.) Educational criteria should not be

N -

g R ’ ’ s .
!‘lipited to the easy-to-measure (such as standardized tqsts) nor the

M .

PR . ..
"easy success" elements (criteria that would be achieved without

.
~ . 5

the project) of the program. The criterta used‘ﬁor an’ evaluatien -

“m . - ) ’ .

of educational projects under the Indian Education Act of 1972 must
PR i ‘ . . N N - . i

reflect the pluralism of the projects and of the communities they

.

-

. .
serve. . A _valid evaluation system cannot impose a single standard
. ! - J‘ . -

on multiple -and sharply different ﬁ%ograms. ‘ . 5- o T
. " ‘l - . . " A -
3. The criteria for 'judging the success of educational acti-

o 3

‘'vities should accurately reflect the values and goals of the g

~ * .
community served. . . .

e 1 T

. .
i s *

Performance criteria might include qﬂeétions oé workbook tests
> i -

H P . A\

‘of the type found in standardized tests, teacher*maée tests, wor%} .
bébk.problems, and so forth. However, they might aiso1include i;,‘

3 . i ; . .
r i ‘ ’

. ) - -, bd -
qlassroomaand institutional chardcteristics sucha$ dttendance, .o

data, vandaliém costs, and observor estimates of growth and develop-
: @, ' - s o : .

a . i N s

ment. Thg‘term criterion denotes any observable evidence of success
- H ,' > - ‘ ‘ .
or failure. Note that the abpvg definition does not exclude unanti-

k4 ,4 2 . . R

- Fad - - . -4 v .
cipgted or unintended effects. Neither does it require a project to

- Rkt

~

* ' definé,"behavio;al.objeéEiVes." - o .. ‘ , U
& . - ' .




ERIC

Aruitoxt provided by Eic:
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B. Reliabilitv. .  _ }[
2 .2 - ~

’ i . .
4 . e -

1. The 'criteria used must be free of self-justification.

'

+

-
.

Criteria must be believable as visible, reasonable "evidence of °

. +

. . ' , )
success or failure. For example, if project personnel are merely
asked to rate the success of an Indian teacher—training project,

a suspicion of bias canpot be avoided. In contrast, an increase .

in the number of Indian teachers actually employed is ﬁeréuasi&é;

2. To the greatest extent possible, educational criteria in
3

this setting should make use of information that is unobtrusive--

information created By the phenomenon itself. For example, a sharp
B R . ] z
reduction in drépout rate is asrelatively "unfakable" indicator -

‘

L

and does not take time from the instructional program.
' . S e , ' ,
3. The ultimate-test of a critefion isvempirical. If it is

sensistive to the effetts of the program over time, it will serve

as an index of the degree of success. Thus, if 100% success is

. - -

1
apparent pefore exposire to the program, or if no one performs up

to criterion level after the program, either the criterion or the

.

rationale underlying it is faulty. — :
N ’ ' -

A —

. c. ’Pfacticality .
. j" .~ ..

. .

1.. Whatever evaluation system ,is ehpk%ye&,‘i must be accept-

ENAY
4 1 7o~ B

. S , ¥ .
able to teachers, pupils, and the community. No evaluation method

.

*

. is likely to vield pseful-ﬁnformaiﬁen;if}that systém\ié actively’
" ° ‘ :’V’R

* .

E
.

»oe
" resisted. PR
! . . ] .

¢ ’ " » n‘a . . - -
' 2. Evaliuation”systems should be open, that is, the entire pro-

¥ . . . .
cess should be free of mystification and psuedo-scientific jargon.
. ) : :

’

Eéery aspect of it should be understandable and public. The .evalu-

' »

. ation should be a quick.regponéé system. To be"yseful in formative

o - . PO v - ’




, P L , - . . h
as well as summative.evaluatior. 1t must provide feedback quicklx;! ,

] Q ,

- !
(Formative evaluation is conducted during the program devélopment”

-

o - stage to assist the developers in clarifying objectives, identiﬁy—
. "‘ -

' -
- -~

-ing strengths and. weaknesses, neéds-assessment and similar activi-
N f

ties. Summative evaluatlon'ls conducted after the program is imple-—

¢
i

_mented to determine program effectiveness, extent of impact, eost-

i effectiveness and similar characteristics of the program.)
. ) . ) ;
- 3. The method of evaluation should not require unreasonable

time or effort from teachers and pupils (as ‘the use of standardized

[}

acnievement‘tests.OEten does)‘ To the maximum extent possible the
) ]
work of evaluation should not be ‘done by teachers and pupils but

- \ - . !

by others:

2

L

»

/////yfl . 4. The evaluatIve cr1terla must be reSponsive to changes in

i
7 - » A

- the various programs. Criteria must grow and change with the ex- 5

periences of the schools or evaluatlon will become a-barrier to

N

change ra?her than a catalyst- for 1mprovement. Evaluation systems

S

w

o should beidesigned to be self-cofrecting.-

> - - .

' . V. <Issues Critical to Rolicy Formulation-

~T + .
N * . . ‘s D Y L4
' - . ’
a«‘ 5

A PIurallsm . . : N ‘ .
-3 . /5

~x -

The people to be served by the Act are co culturally diverse

. L4 M 2
t . 5 a
2

as to neanly defy categorlzatlon. The Act uses tHe following

A . ‘o 2 . N
- definition: , . | Lo S

IO ’ )
- . ..For the purposes of” this _title, the term "Indian" means any

» 9. v

) 1nd1v1dual who! . 7

- i # ¢ Is a member of a tr1be, band, or other orgahized group of

< :,\
X 1dians, including those tribes, bands or groups terminated
, - *ince 1940 and those recognized now or in ‘the future by the ‘<.4¥
' . " .orate in "which they re51de, or who is a descendant, in the
o X ‘“ct or second degree, of any such member, or \ '
. o .
ERIC " . P \ o
‘ ‘ - A ’ . {” 9‘5." : RO .-,
o \ , ' > e ‘1) . )




Native), and  who is not, but within the population included,by the

Is considered by the Secretary of the Interior to be an

Indian for any purpose, or ‘ T
N

Is determined to be an Indian under regulatibns promulgated -

by the Commissioner after consultatlon with the National .

Advisory Council on Indian Educatlon whlch regulations

shall further define the term\"Indlan." >

~

Not only is it difficult to define who is an Indian (and Alaska -

—

“*

N -

¢ definition of the’Actﬂ the dlfferences among people and gxpups of _

’

gome case

” compllca:e the policﬂ formulation process.
' app11ca

group that has for several generations lived in the

-
-~ S

people are probably as great as the dlfferences that d1st1ngu1sh

[

them from non-;ndlans. In Arizona, for 1nstance, although the
“t /.

Hopi and Navago are neighbors, they cannot understand Qne another’ s

language. Wi;hln the Hepi tribe, there are two unrelated languages,

neither of wh&ch are 1ntelllg1ble to most other Arizona Indians

+ . =

(Officer, 1956, pp. 3~ 4)

- ““""«w{;_, 'm
Estlmages of the numbler of tribél groups vary butwiteis almost
R s \, . \

surely in excess of 200. Polltlcal rellgious, and other differ- ~—

-

’ <

ences w1t?&n tribal grou s, famlly groups, clans, and geographically

J— - ’
defined groups exist. urther, the dist1nct10ns between urban=and .
-~ . / ) -
rural residents, reseryation and non-reservation residents, and in

, the differences in values and goals among age groups
e, s,l- '

I s
It Lould be patentl§ 1napproprlate to apply, or prohibit the ////

-

kY
= L
on of, specific testing and evaluatlon procedures for all !

f
those s%rved by the Act. A sensible testing policy for an In
N T - '
h ropolitan-
@ ;‘ ' ‘

Bpston area would ‘almost surely be fnappr ate for a widely

dispersed and isolated Indian Glation in the Southwest desert..

The education of a inority groups in the United States has

as a result of the fallacious assumption- of homogeneity,

RE [
.

- Liva




.

%, . A .
hS . .
.

- - ! ¥ .
but no group has suffered more from this assumption thar the people
.8 to pevserved by this Act. Any policy statements, or positions, . - o
. -~ : .

taken by the Office of fndian Education with regard to testing and
\ -

eyaluation\musf.§urely ﬁave as a primary'préﬁise recdgnition of,
t ;nd responsiveness to, this dramatic diversity. ) . -
B. Mnltilinguaiism |
> ’ Despite §evera1 years'of Federally-sponsored research, develop-
men®®and demonstration, the educational problems‘associated with
bilidguai populations in the United States have oniy begun to be
appreciated. Those problems are garticularly éomplex in Indian
+  education. The Indi;n langu;ges differ radiLally from English gndl
Spanish, making thg mastery of English particularly difficult for
Indian children whose native tongue sharés no linguistic rootsAgigh - i .
Enélish or Spanish’(qééver, 1967). iﬁ the Sioux langﬁiggjxgor
instance, there is no ;;rd fofi"time." (Poth and Sizemdre, 1964)

' : A~
Many of the children and adults to be served by the projects

administered hz_;hg\office of Indian Education-qre not bilingual
but multiliﬁgual. Not on re tribal languageé and English
encountered, but also Spanish, a variety of Imd: languages, and -

often differing dialects within these major language groups.

On a national scale, no truly satisfactory solution td the
i

biasing effects 6f bilingualisp on’ standardized achievemenf and
IQ scores has been found. (This is not to say that in some instances

. standardized tests in English may not be appropriate criteria for '
<

'

success in & particular projectl) It is importan't that any

policies regarding testing and evaluation be sensitive to these -

.

sources of bias. Recent developments in criteripn-refFrenced .

jmeasurement and performance criteria, seem, likely avenues for

‘ S .o 97 - R '\A Lo
: . 0 ﬁ()E{ v - X




avoiding these types. of errors. It is poss1ble to have tanglble
PN PN
» i .e 7
v & ’ . ¢ I3 M -
“criterja fo‘ the sucéess of a project or pProgiam that are not just
. v . »

’A

linguistically "fair" but 'essentially nonflinguistic.
‘ : ok . ., P .
. C. Poverty ' . Y ’

The complex of characterlstlcs/assoc1ated with famllles 11Vlng
- \ . . ] N L3 ~ L3 A . . -
in poverty, poor hous1ng, 1nadequate healtb care, 1n£erlor\nutr1t10n, ]

~ - -

lack of moblllty, and so forth,.lnfluence the test performande of
- S
children in these families. Slnce poverty and rac1al d1scr1m}nat10n
- ’ ' -
;".havé traditionally gone hand jin hand in our society, it has not
beenrposslble to d1scr1mlnati/sc1ent1flcally between the effects t;t .

2

A8

of these two determlners of test performance.. In the case of Indian

-
-

chiidren Tho have-suffered from bothf‘the distinstions-mav'seem ‘\X

acanfmlc. Nevertheless, it is unreaIiStlc to. expect children of

poverty—Strlcken famllles *to perform as well on achievement tests

= as children from affluent fam111es, regapgless-of ethnicity.

Probably no 1dent1f1able group in the Un1ted States suffers more

- .

\r\
extens1Ve1y and severely from poverty than do Indians and Alaska

N .

J»
Natives. No educatlonal reform regardless of its ef£ectiveness and
. [ o g ) - .
"quallty, 1s llkely ko fully compensate for the cr1ppl1ng effects
'R -
of pokerty. Even hnghly successful prOJects funded by this Act

L4 & ’

W1ll not repair the recuxr1ng damage of poor nutr1t1on, 1nadequate

» .,,,

housing, and poor health. R
PN ) . ’
Thus,xche position taken by, the Office ofondian'Education on

testlng and evaluatlon must reflect realistic expectations based

- {

1 2

oi . the level of poverty in various communities, since poverty does

influence testlperformance. Though the Office may et high

standards for the performance of QrOJeCtS, the 1nfiuence of poverty

on chlldren must be faced realistlcally. The economic and socilal

, (1‘1??9

Aruitoxt provided by Eric




policy must not only reflect the difference between the White

afflit¢tion of poveréy i$ not likely to be gured'of compensated;for -
. £ ) N :

in_Indiaafcommuﬁitiesﬂby the ¥ndian Eduoation Act"ﬁf'l972u~‘Until - .

N

. -_>~'__—'__—_/A ° ) M o - " N
that afflf@tion,is fully removed, Indian children will continue to
suffer an educational handicap. : [ : - o - '

! e .
Ee Cultutral Differences oy ‘
- v . LRI, 1

Ny
|
B

&
- .

R fIt is very likely that most Inqian communitiesgwant their - A

.

children to be capable.of coping w1th and 1n, the non-Indian o - ;’ﬂ
\I" [l

culture that surrounds them and to also value the?teaching of their
A ) e

) | .
own cultural heritagel In the population to be sprved by the Act, i <

’ middle-class culture and those educationaL values generally shared

~

; E

.by‘native Americans, but nust also be respongive to the variety of : [

goals and -values within the Indian population. The content of,

,existing standardized tests (bothrmental ability and achievement)

s .

is a direct reflection of the educational values of the affluent

White majority of this society. But even if %ll children in the ‘ .

k4 -

United States could be trained to perform well on such .tests, the

success of the educational system in serving educational values
) . ’ ’ ‘ . , * ' M
within minority populations would be overlooked. For example,

»
¢ & - - . . .

Fuchs and Havighurst (1973) say:
It is diffgicult and perhaps impossible to state what Indians
want their children to get from the schools as Indians. In the
first place, various Indian groups have different desires in
this respect. For example, the thirty thousand Lumbees of
North Carolina have lost their traditiongl language and now C .
. use English . They do aot practice a tradit10na1 culture, '
although they have pride in belng Indian. They "contrast
enormously with the Navajo, who have a living language, living
myths and religious ceremonies, and a vztai tribal life which
they wish their children to retdin. - -
Secondly, many tribes are divided among themselves concerning
their expectations 9of the school as a teacher of Indian culture
and history. Among the Hopi, forl instance, one factien*would . .
“imit the school to teaching the English language and other ' ,

-9 - -:

o a0




. .
’ .

; ' skills riecessary to. do business in the outer world, while

“ “the tribe teaches the children their. culture. Another
<. faction would use the schools more fully to carry o] the -
7"\ Hopi culture. 4 -
i White.people cannot usefully help to séttle thls kind of -
+/ “° iproblem. Indians.yill iprk it out, and the schools, .
. © %Y. especially thoSe on and near reservations, should follow the
) y Indian voice. i . -
oA Slnllarly, wide dlvers1ty is to be .expected in such value-
\ ’ E sy '
: 75 #fladen concerns as competitiveness,-sek roles, ecsnomlc ambition, ) "
and family alleglance. ' ’ .
E ° 'S
fré ‘ ' " VI. Positdon StatemengK/T5. T A
- 1 e ( - j
’ .A. . The authorlty for external evaluation Of;PrOJéCtS should “
v J - be exercised by local Indian communltles. The criterfa by which ,
" . projects are evaluated should be defined and developed 1n\thdse '
s communities (necessarily in cooperation With ptoject staff), i o
The development of usable, locally-relevant, perfo ance ' N
criteria will .probably require some initial training and lechnicel -

assistance (perhaps on a regional baéis)ﬁ some, trial and error and

‘ . continuing support and encouragement from the Office of Indian

Education. As criteria are developed, tested, and revised, a
oL - .

computerized data~bank may be useful in the sharing of 'experiences )

by wvarious Indian communities. v
p .

The position propgsed here i5 a marked departure from existing

»
o

evaluation practice. In most Federally-funded programs evaluation

- - 4 , .

is permitted to be internal, that is, in control of school districts

and pfoject staff. This position is intended to give real authority

: " for objectives and attainment of those objectives, to.local Indian

- » s

“groups. It q§pafts from the habitual use of standardized tests

Vl - -
>

and exploits the most recegnt developments in the technology .of

’

s ’

(4] : o . g

ERIC P ¥ - 100 - .

- ' TR 01117 o




2 o -
. P :
= N S | .
© o

‘ ._' edueational evaluat#é n. It is not a comfortable, safe, position.,

o

It is, however, cégfistent wfth .the intent and language of the Act
! . '
and perhaps critical to the Act s success.’ -

¢
- 1 -

B. Mental abiﬁmty, or IQ, tests should not be used with | . ¥

L8 . L ‘!

Indian children‘or aduﬁts, Tests which_purport.to measure inteli. i
! - A
~ ligence or mental ability are, 1nyalid in culturally different -

populations. Such tests are developed *o be predictors of success ) [:'
in traditional academic settings by pupils ffom the culturally- . : {;/'
dominant population. They -may, in some instances, be useful for ' ‘ /‘&,f

predicting the success in traditional academic settings by culturally N

i?ifferent.pupils.é However,,they are unlikely to predict success :‘ -

;in the attainment of non—tra ienal educational objectives. -
o ¢

. AN
Fuvfher, they in no instance measure " ental ability" o

c nat1ve intelligence , even among White mid le class children based .

»
ir

upon the, results of such testing . Many Ind lan children attend

public schools in districts or states. that require the administration
.\

’ ?ﬁ“z‘ ‘ ' of,such,tests. Though the Office o£ Indian Education cannot itself

) eliminaté,such requirements, it‘can by example and‘persuasion-dis-f,

- ‘ cdurage t{ése practices.- ( ’ k )
’ . - !

C. The use of norm-referenced, standardized achievement tests

- N )
with Indian children should be discouraged; The Sources of in-
validity, bias, and misleading results in the use ofﬂthese

instruments with culturally dlfferent groups has been discussed.

Some projects funded under the Act may haVe “sound reason for - "\
- \ - '

employing such tests. Consequently, ‘the Office of Indian Education,\ N

should not ‘prohibit the1r use in projects funded under the Act. .

3 -h't

 However, the full support prestige, and influence'of'the Office

.

‘0f Indian Education should "be available in Indian communities that

- 10t -
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- . . . N

- choose to.eliminate the use of norm-referenced tests, and the pra%-

7

tice of piacing norm-based scores .in pupils' permanent recqrds.
—_ D.- Ap Evaluation Review Pgnel - , S
. . - v

As detailed earlier, the Act requires evaluation with local

i - . ¥
participation. 1t will be one of the responsibilities of the Office

of Indian Education to insure that this tvpe of participatory evalur

ation becomes a reality and that the qualitv of evaluation provides
< - ’ S

—

useful information at the local level, . An Evaluation .Review Ranelf,

- » o

- < e iR

should be organized to réview nrojects and agélications for aﬁedﬁacy

P - =T %

v e ‘.§f~~
of evaluation plans. and degree of community participation in eyalua-
- /!-,
o —~'<.'" i
o .

tion. Because crlterla are to’be locally-deflneﬁa this “panel’ should

. ¢ /' "Z’r"' RIS S . e -
.« be representatlve_of a; d;verélty of Indian communatlgs. It is sug- L S

. ’/" - ” \"7 °.l

gested thag & sevenrperson_panel w1th,membership nominated by the :; o

=) SLen

- .

National Adv1sory Coun%el on Indian Educatlon‘be established Thls

- Lol

*

panel is likely to neeé 1n1t1al tralnlng in the technlcai aspects of

>
- . - - ) -

educatlonal progra&jebaluatlon and shduld'have ayailable to it" the

. necessary technical,expertise'ahd:staff.nespurces. - '",:'*' _—— .
v ,. f‘ .- 5 ': 114 - - » -

Since apperipately I,ZOO'project app;icatipns are expected in

-’ 3
[ -

the flrSt year, the conputerlzed nanagenent 1nformat10n system now

.

being developed w111 be extrcmelyiuqoful to the ,Screening of the - -

evaluation component of project applications. .

.. *  The Evalhatiop Review Panci could establish screening procedures
. 5 ) . ] o o .
v + for the evaluation componérits of all applicdtions. It could also in-

4 °

- vesfigate and assist those proiects most deficient in local partici-~ -

° b
patory evaluation. ln this nanner, it couldcserve as*a safeguard

‘. . . . N '», . o

‘ . against the domlnation of nrolect obJectiveq over communltv concerns.,
values, and obyectiveq hv project staff and other professicnals.

cer A . ‘ ,
S . ' L102 - & o R :
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*Criterion—Referenced Measures.
- L . . . :
L . ., -~

Underdying the concept of achievemerit measurement is the notion

of a cont1nuum of knowledge acqu1s1tion ranging from no proficiency

e
at all to perfect performance. An 1ndiv1dua1 s achlevement level

! v

- falls at ‘some p01nt on th1s contlnuum as indicated by the behaviors

o
he displays during testing. The degree to which his achlevement

resembles ‘desired performance.at any speclfied level is~assessed » Lo
by cr1ter10n-referenced measures of achievement or proficiency. - . .

' The standard against whlch ‘a student' s performance is cqmpared .

when measured in this manner is the behavior which defi;es each | ' |
p01nt a10n; the achievement continuumJ The term "criterion,
\ éed in this wa&, does not refer to flnal end-of-course behavior.

¢

" when

,/ Criterion levels can be established at any point in- 1nstruction

where it is necessary to obtain information as to the adequacy of.

- - , g 4 .
an individual's perfdrmance. The point is that the specific behaviors
inplied at eacli level of yroflclency can be identlfled and used*td/

descr1be the spec1(1c tasks a student must be capable of performing =~ .
: ;

”

before he achleves one of these knowledge levels. It is»in‘this o .

u-,/i

sense that measures of- prof1c1ency canlge cr1ter10n-referenced ““ .

i - Along such a continuum of attalnment, a student s score on a ..
. [ Pt ——

-

J

\ .
cr1terion referenced measure prov1des explicit 1nformat10n as to -
‘4. \ ‘ ¥

v

: what the'individual can or cannot do. Criterion-referenced measures

*

indicate ‘the content of the behavioral repertory, and the ) 5 K




. 3 -
R L . £ .. -

. N . .
. -

V.

-~ v : R e et ’ .
, correspondence-between what:.an #ndividual does and the underlying
’ ' v s o ' . .

continuum of achievement. Measures which“assess student achievement .
‘ .. : . L
X ; : e . - L
, in terms of a critérion standard thus provide information as to the.
. §r . . " . -, -
) ! v . : e
degree. of competepée attained by a particular student which is in-
2 R s

dependént of reference ‘to the performance of others.

Norm-Referenced Measures

.

4 ' s -
-

On the other hand, achievement measures also dpnvey information
/ -
- “ .
about the capability of a student compared with the capability of

other students. In instances where a student's relative standing
~ . , .

.along the ‘continuum of attainment is the primary purpose of
- L]

N \ . M
Eﬁucational achievement examinations, for exam;I%, are administered

. . ‘ .
measurement, reference need not be made to criterion behavior. .

) f;%quently for the purpose of ordering students in a class'of
.

' school rather than for asse551ng‘the1r attainment of specified

-
- - - -

. .. curriculum objectives. When suc@ norm-referenced measures are -

used, a particular student's'achievement is -evaluated in terms of

.

- a comparison between his performance and the performance of other
. : - , ¢ 2
" members of ﬁgﬁfgroup. Such measures need provide little or no in-.
-~ L4 A BEs
.o = : ’ .

l formation aboyt the degree of proficiency exhibited by the tested o
N % P4 ' ) | ‘
E behaviars in terms of what the individual can db. They te}l that "
{ one student is more or less proficient than another, but do not*
| ’ "o - ’
. . tell how proficient either of them is with-respect to the subject - ’
| ) : ! s
- . ‘ ' -~ ]
i matter tasks involved. . [ v
: W .
- In' large part, achievement measures currently empldyed in
| . . .
; ‘ .education are norm-referenced. This emphasis upon norm-ref erenced
B ¢ _ e . -0
i measures has been b#bught about by the preoccupation of test theory
» » - R .
L— - 104 - - c
V. \) M i o
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J

with éptitude, and with selection aq? pgediction pféblems; nofm-\é_ 3

-

referenced measures are useful for fhislkind of work in cprrélational -,

e

analysis. However, the imposition of this kind :of thinking on the

R 2
.

purposes of achievement measurement raises some question, and

)
~

. » : . 3 - ;
concern with instructional &echmology is forcing us toward the kind

. .

of information made available by the use of.crfterion-refereﬁced.

-

mea;ufes: We hged\to behaviorally specify minimum levels of per-

L] - *
[

formance that describe the least amount of end-of-course competence

4 .
-
*

the stuydent-is expected. to aftain, or:ihat he needs in order to go

. -

~

%, <
%

on to the next course in a sequence. ‘' The specification of the

characteristics of maximum or optimum achievement after a student
\ - :

has been exposed to the course of i@struétion poses moqg.diff;cuL; -

o problems of criterion delineation." (Gi&éer,.1963y

s/

L | P o

“u S . Major Concepts in the L

. Eva¥uation of Educational Programs-

. It is the pﬁrpdse of this manual to offgx suggeétions-for

making the evaluation.of educational_programs useful. It is intended
for use by the,staff of schdol districts and other agencies who are

responsible for program evaluation. The inforﬁatioﬁ\given.here is

4

to help educators understand the purposes of program evalhation,

to helﬁ in planning the evaluation activities, to help in?maintaining

. the quality of the planned evaluation, and to help educators develop

‘ 4
a comprehensive evaluation design.
- ' - L S
By ''program" we mean an identifiable set of activities,

&~

directed toward a defined population, with qxplicit objectives..

Often funds from different sources, having similar goals and

- 105 -
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R ‘objectives, are directed.towgrd'a single population. The evaluanion-’

of sucﬁ multi funded programs cannot be expected to isolate the ", ’

- - ¢ - e P - : I3

. T specific effects of each fundiﬁg source. The ‘pr og , however, -

- ! s

can usefully be evaluated and this consolidated evaluation can be‘*n
L B - \ . :Ji N

o
f : . .
reported to . each of the %unding sources. -\,{ - . f@
1% -
' . / : < -.}\

N .- v

- ’ By "evaluation" we?mean the proce§s of obtainping- and using .
B ‘ - é"‘\

-

f I - .

reliable informationlahout the nature, extent, angd effectiveness .

2 L] .
<
a . . -, .

. of an educational‘program. Evaluation should not be limited to -

test scores or to testimonial stagements.' Useful -evaldation of
« e o B . . ”J .
o an educational program=Will make use of whatever reliable infor-

-~ N3
" ~

. . mation, is releva?t to planning, developing, maintaining, and -
o ) -

- IS

improvifg that program. - R T s

LI . - .

. . s
. . - P

B » \' Why Evaluate Programs? ° '
: - . . . ’ 3 ' . * ’
= P : : ’ . 4 <
. A primary purposeg%f the evaluation 6f educational programs
) ' A ' ‘r ’ ¢ - - | . R '
ig to meet a responsibility to parents and other citizens. -If ,

3

- . A i ( .
: education is to have constructive public support and involvement,
. ‘ R > . . . #
sound information must be made available. Citizens must know what

’ needs the program is intended to meet; they need to have a realistic.

' picture-of'the’ohjectiveé*of the program. pitizens also need an .
. \

P

< - > -
need information about the effectiveness of the program.

Similar information is»necessary for scho l'districts to meet

E

:

E accurate description of the substance of the\sprogram, and they will
f their. respons1b111t1es to the Qtate and Tecderal’ dgencies that
L N

|

3
| T
} ’ an informed ‘citizepry.

v’
L3 L]
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' - ' Evaluation is essential to th, management of educational‘pro- . <
M ’ - . A! Y

. . po].i.cy.’k The allocatlon of human:ialent materlals, and other

. e el - R & %
. = 5

i resources is based on estimates of obJectlves, program contenb,gﬁ =

T B * LS . .
) . and effectlveness. It is the evaluatlon process that %ields these .

|
|
- . » )
LT grams aE every‘level—-fqpm the‘iwd1v1dual pupil to the natignal . .
|
I

‘estlmates. Beyond the mandgement of cur%ent programs, good

& .
[ "' . . rs

. & . ¥
. . planning for new or modlfiff programs }s also dependent;on useful
- o2 . %

Y

. - .
" evaluative information. PA : " .-
. 5

Good eValuative 1 rmation may have multipIe usés.. For

: example, data about thé progress of individual chi}dfen in a parti- 3

- PR v

- ) cular subject (say math),emay help the teacher offer materials afid

’¢ ’ learqﬁng opportunlties tailored “to thefneeds of - each child This .
. e , ‘
. same informa;ion, aggregated at the classroom or sohool lev®,
. u . . . w 7 d — 4
i 3
( Fay E% USeful in allocating resources and personnel (such as aides)
) | » .9

/ht the d1str1ct levei the same 1nformation,$combined with gsimilar
- S )
' data from*other,schools, may'be used }in reporting’ to,the school

. .
B4 * o

board and'theypubllc, may provide a iound basis for maklng appli-

- . , o -

cations for’future funding® and may serve to identify unmet needs -
- . :

.
.
. -

. .
B - .

that call for program planaing. - .0 '

The multiple- uses of<eyaluation occur throughout’thé*various"
- )

.

. stages of an educatiomal program:. . Table 1 indicates some of these
. s . ' - . .
: . e
T ’ uses. _° N -
. . I .. - ! .
R . . . . .

C * Good evaluation is useful evaluation. It is not the reliabi-

e . lity of instruments, nor the prestige of a consultant that assures

\\

-

good eyaluation. Program evaluation \hould be. of praetical utility

> to pupils, parentg, teachers,, staff, ang responsible agencies. .
- Uséfpl program evaluation i$ timely, relevant, understandable and
: % . .

3
)

. of .course, feasible. To,be of real use to the varioud participants .

Q ‘ Ce . '
ERIC .. - *. - -7 - |
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zof ‘an educat10na1 program, evaluatlon needs the cooperative effort .

: . _(: ‘. , ) - !

e of those participants.. S : o o

fff T ‘ C S : ’ N ‘ AR

N yv")" * T . ' . . ’i“' y - . t \" , . -x

:‘ PR ¥ -t - .c - ! N . - ’} .

s e The Elements of Useful Program Evaluation , {3

. *;.:-}: ' o . R o - %:».“ N ‘ . .,'
) | .v,"; ;’-t.; X . . ;‘ - 3 ) % i:\i‘

g ' We believe there are several critically important elements of ! -
,ﬁ?educational program evaluatioﬁ, ' These elements are tangible
o criter1a relevant and accurate lnstrumentation, an ‘evaluation o o

“ "°~

plan, program description, able:and.cooperative people, and the

use of and reports of the results. S .
. . X .

- - - “~ - ~ . i *

. . ’
Tangible Criteria % )

One,of the basic: elements 'of a useful program evabuagdon is

the identiﬁication of tangible criteria of success.. Without a"

c1ear statement of what is to be accomplished, ‘evaluition is, dif%i-

%

cult if not impossible. For each major objective of a prograqk-ém

v

there should be clear and concrete ways of knowf g whether, or to

f?v“"

[

ﬁ -
what extent, @hat partlcular obJective has been éfhieved. Program *  ~°

objectlves related to the cognitive develogment of students often
\o .

.o

_yse achievement tests as criteria, however'nonjtest'Criteria (sueh
7’:. P ) . 'br - B

as the performance(objective "The pupil will be able to- list five
basic elements of graphic composition') are also useful. Objectives
A i\

- ]

and corresponding criterid_are frequently stated in terms of non-

~ cognitive observables‘(attitudes, psychomotor'skills, self-conceot,
health‘practices, etc.). The criterion in any case should be

) selected'or devised to fit the quective.‘_The meré availability

- . . . . v .
i

of a criterion measure; however widely-used, should not influence

the statement of program objectives. . .

» P . »

Q g B e - . - ,
FRIC L ‘ . -09-. o ,
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v - -

. 3 Many program objectives and criteria may be stated in termis,

-
-

o . . . -
of institutional or programmatic indicatofs. For example, educa-

- . . . 1 ..

tional programs may be designed to show effects on attendance data,’

.
PR
.v’- -

v

- frequency of parent participation, proportion—bf—students seeking

. . . , . 4 .
further instruction, or the frequency of use of materials and
. .
.
facilities such as libraries or drop-in centers,
In somé circumstances the process of formal measurement ‘will
. 4
. ’ N - A
change the behavior being assessed. Unobtrusive-indicators are ~.

useful in such instances, when responses may bé contaminated by
. .
- ! A
° -more intrusive measurement techniquest

It'is often useful to employ more than one cr1ter10n in de--
54‘ . ]
termining how well a particular obﬁective has been achieved. For

7 . % . - -y

N

example, primary-gfade pupils' attltudes,toward classroom equipmenf

’u "‘o

and’ facilitles may be assessed both fhrghgh 1nterV1ew,and classrodm
i . <o, .
. oL . '{. , ;

observation. e ) - ) -

'

. - .
2 - -

. For program evaluation to be useful 1t need not deny e1ther
mr ; '
unintended effects or non-measureabléggbjectlves. PerfOrmance of

n

previously stated objectives need not be‘the’ only soutee of . evalu--

ative information. In some ipstances important unanticipated - .
< .
A ) ‘

effects can,.'and should be docuﬁ?nted. These unforeseen effects

v

. . “," B I - .
- may be particularly useful-in planning aud. defining objectives
. - ¢ . .
for the, future. "Also, any educational program is likely to have - -

some objectives that are not immediateiy subject-to tangible ) .

S

{ .criteria. Though criteria cannot be specified, these objectives

may still be important. So long as a sufficient proportion*of the
/ . .
objectives are criteria-related, useful-program evaluation ig -~

v

possible., ‘ - .
‘ e ' ¢ ;‘ - ’ '

ERIC . o 1127
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Relevant and Accurdte-Instrumentation

Vo .‘ : S oo s S
Y.7: .. Criteria can dnly be assessed by some form of documentation. *
e T. e . !
Ihe method used 4 document a criterion is _often called .an evalu- ’ﬂ.:r
. ( / .\'

- & ~¢

ation '

P

‘ ment, interest, etc.) are widely used as’ instrumentation in program |

s : 3 > - .
evaluation, many other forms of in§trumentation are also important.
: . : =7 i ,

‘\Interview guides, obsefder check lists, attitude scales, content

$ae -
‘ &l

analysis forms, nd forms for recording, wvarious educational pro— '.‘~ .

1
4 % -

cesses are all useful instruments in’program evaluation. ‘Good

~
t

evaluation instruments have two fundamental characteristics, rele-

N o3
5 4 H > ] h“v \‘,;:)"

' ¢y and. accuracy.. s . P . )
c - - . : ~ S . J T 3 E
T o e .

No matter how'precise or widely respected an evalﬂatioﬁghﬁ

b

s

1nstrument is worthless if it does not correspond to: the program-

i
- - .- . T <
objectives. For example, if an objective is for ten-year—olds to, o
’ - * 4\"7 -
.  be able to write simple sentences, a vocabulary test is not the I )
’ ~ -~ X
o X i . R e ""g '
most relevant instrument. In testing, this chardcteristic of an ﬁ%n .
. : : . - . , o
. ! . . . - L
instrument is called ''validity," Whatever the type of instrument, ¥os
. ~ - i P ) . 5
it should document the information relevant to a program objectives;

. @
as.’'well as relevant. . Once

. . R

An instrument should be accu

. ’ .
B *

we are, confident that.an evaluation ingtrumént.is going to produce

- \ - .

o -

Lent H , | N
N - k4 -
such problems. Accuracy in testing is called reliability. The .
need for accuracy is associated with all forms of instrumentation. *
.. - = ‘ [y t . < . -, -
- . . ) R . . " ) ’b. . ,-‘."" N N ‘
The training of observers and\interviewers,,and similar”procedures, .,

e . N .
- 0

are used to improve the agcuraéy of instrumentation;,

- - 111 - , Lo N PRl c .

3
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v

Instruments that are inappropriate because of ph&sigal’handi—{
.\ . tl ) . - -. * ° i ’ *
caps of respondents or for cultural or linguistic reasong are
. : s 2L ODR.

likely to prqduce information that is neither relevant F@sprogram

objectives nor accufate. In fact, misleading evaluative informatien

e " [ . ’ . ! L . .. . ) ¥ -
. may be produced by paor instrumentation. ' ’
o T« - - -
. - < J
<o .An Evaluation Plan ..

N § A - "o 4 B v °
.

’ Educational program evaluation is unlikely éﬁ.prodhce useful,

results or to bg-gondﬁcted effe‘ct’ively.'without'plannihg.~ Evaluation °*

activitied involve many kinds of people (pupils, teachers, admini-.-
4 , X ,

<
hd N

strators, consultants, data processors, and others). The partici- .
¢ : . ) . Lo N Y
pation of these people, at the.proper time, and with the appropriate .

materials, requires forethought and preparation.. Several important

T-g
-

L N P R - s .- ‘
tonsiderations in planning are evaluation design, effiéiency, data
. . T N oyt A .

collection and editing, analysis, schedulingz’and budget. : ,

v

) * - 4

. ’ L
" * There are many ways that the evaludtion of a particular educa-

. -

‘tional program may be structured. The structure of evaluation acti-

vities calculated to produce_the most useful information is often
- " * . . TTT— Tt g e . - ‘

called the eyalﬁétioh design. Basically, program evaluation is, in-

tended to answer the questions a) weré the program objéctives achieved

~* 1) would they have been achieved without .the program, and c) how did

N 4 ~
the ‘program achieve its objectives? Design considerations include

~

s

FEED. I Y
1

° L2 &
the use of xeference, grours and, the timing of information-collection.

=i

. -

v

. Reference groups: Reference groups are frequently (but probab-. ~

. . , 0

’

v . . . ,
fly not . frequently enough) used to compare the status of participants

.

in the program to simjlar neople who -are not'affectédn§y the pro-

.
\

grarm. This allows references to be made about the objectives,

14
+ o

e difectidﬁs, aﬁd effectiveness of_ the ﬁiogramt' Generally, tkree kinds

'
» »

o8 , ‘ cL .- 112 -

L » . -«
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~

erreference gr&ups are used: control groups, comparison groups, -
T pat- _

) £ )

. . |
' ) and norm groups. Control groups ére typically fofmed when pupiis , N
’ (or other participaﬁts) are r;;domly assigned to p;ograﬁ activiFigs ‘ ‘
Vs, n;n—progf;é activities. Thié'randéa ;ssigﬁment aésufesieéaparﬁ
ability of‘ggoupé and Jhbiased iﬁferences. Randqm ass}gAmént is '

.. often not feasible in\gducational program evaluation though it is

a powerful design tool andAshquld be used whenever possible. More N

. fieQUenfly, existing intact groups of pupils are involved in ‘edu- . T
cationai‘prbgrams and comparable groups (in other clhases, schools,
. ey N A

and districts) may be identified. When these groups, calied compari-

:gbn groups, are administered the same criterion instruments as the ’
s xo - *
1 . . -
ipzople in the program, evaluative judgments can be made about the

1

e T

.program. When neither control nor tﬁﬁSZZ;son groups. are feasible,, - ,: i}
._' . - » ‘/

or when a larger or more categorical reference group (such as handi-

- »

cagped) is\neeged, notm grbups may be used. The norm groups of

.

i

standardized tests are the .most Tommbn example of -this type. How-

<

: A : , -
i ) ever, disf&ict, county. and state performance informatigg is also

- . - %

frequently available.. Since such gormlgfoups were not designed to |

be comparable to any one particular program group, caution must be
S . . C '
exercised -in basing evaluative inferences on them. In_ general,

-6 ” 4 - . .

-

good désign calls for selecting. and using'the most compardble re-

’

! ference group consistent with other planning considerations.

The timing of information-collection is gpotpeﬁﬁmajor design-

r. 1 .
k) o~

o - consideration. Three general time intervals are often used: preli-
R . " e "‘h- - -
minary (pre), progregs, and summary (post). - »

. -5
]

Pre-Post Designs. Ome -good evalﬁa;ion desigh uses pre-post

-

-

“criteria informat{on and aiféferendé group. In a pre-post design,

l ) - é43e59ure ofﬁgerformance is taken before the program has begun and

) \)‘ <t -3 2 B . ' P
. H : N ’ N
R T




-

- ‘after it is over.

[}

~
[

H . =

G o - ~
e “ 2

. 0

The performance of & reference‘group of .pupils,

°

. . . . /
: . . ance_of ‘the two, groups.

is measured at the same

-

.
Ci me;

~

t

"the effECts'of‘the program.being evaluated.

)

<

: not involved in the program, is measured at the same times.

' effect of the program,can then'be-gauged by comparing the perform- -

A posttest-only qesign'is useful when a:pre-test might alter

_taking a measure of'performance only at the end of ‘the program.
The performange of a referenpe’g;oup of pupils outside the program
by qdmparing the performance of the
two groups, the effect of the program can be derermined
; ) Collecting evaluation 1nformation in an educational program “
while.it is in progress can'be especially useful.
a%ion design can indicate strengths and weaknesses in the program
< and can serve asLa“Basis“for,improving the: program.
- hand, teachers and others oan use the infarmation from this type . +
+ of des1gn‘both in planning future activities and in determining

which pupilc need partlcular services or materials; -~
> A

colLection may be gogpined in many ways, dépending on the- nature
t’ %

Such a design 1:‘.’:olves .

The

. ) . 3

)

Such an evalu-

‘On the other .

»

. . ‘ Al
The design elements of reference-groups and time—of—information(;;

oo

£
,* of th@'educational program and other planningvconsidetationz‘ The - '
TS '\ "building bIocRs” of evaﬂuatlon des1gn ndy be pictured this way:
.bi>a° . . R . .
P 2 e ’,“ ;/,’c
W) ‘n‘ 4 . 4
,’ ¢ - {' fiogram Group Reference CGreup

Preliminary (Pre)

[

. o

~

.- Informatlon o R, / 2 : '
il : M w9 - : !

. ! ,-a-/f/ - L - ) o - *

“Progress - / ’
- Information >

-y . Sumary (Post) L .
1,” , 'Infdrmation !

L~ * '

é

Aruitoxt provided by Eic:




"evaluation as useful as possible. '!

. R . : ! i :
providé a good estimate of the performancg Pf the entiré group of _

- For instance, a -sample of the pupils in a program could each com- . .

.the information-collection process. No matter how sound the design, ' L e

i . ) .
Some, or all, of these design elegents might bé/used ina - -
: , P& _

single program evaluation. They shéhlj be selecte /to make the '_ .

Samgling:'”ﬁqother part of an evaluation plan concerns effi-

=

* VL

I

ciency. Where la}ge nﬁmbe?g of pupilsior'gther articipants are

involved iz a program, the evaluation dan be done more efficiently

and economigélly by using person;sampling andvitem-saﬁpling. Persbn-
sampling involves measuping the performance ZT a randomlj—selected -~
samplc of pupils in a program. . The performé_ce of this sample can ] N

pupiis. o s
. i S . . *
. In item-sampling, each pupil in a program completes only a .

T e
v

il 4

réndomly-ghosed portion of the measuring inétruméntﬂA‘Eor example, o

e . ) ——— !
each pupil might be required to complete only ten.of the one hundted
.7 ,

items on a multiple-éhoice test. Thrgugh item-sampling, a good

estimate of how the entire group would perform on the entire test can
be obtained without administering the entire test to each pupil: It
is also possible to combine person-sampling with item-sampling. s

.

plete a sample of the items on a test.
- )
%

.Data—Handliﬁg.‘ Data cdllection and editing are essential parts

of an evaluation plan. Preparafions must be made for the. distribu-

-

tion of Ens;;hﬁengs, the trairing of people in the use of the in-
struments'(to protect validity and reliabiiity), and for editing ' 'fL
data. Most information collected in fieid-settings will have some

fecordiﬁg errors and occasionally directions are misunderstood. It-

’

is important.to plan for editing (or quality-comitrol) as part of

- ‘

- 115 - .
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.Evaluatlon usually cannot be supported by the funds designated for ‘ 1

] formed By 1nclud1ng this budgetlng functlon in the evaluatlon plan,

or how careful the analysis; information contaminated at the saqurce
) . . .
. ~ * * -t ,'5' . [N
is of little evaluative use. ) . oL < ]

,Analysis Plan. Analysis and summarization'of‘the information

s

to be collected should be carefull ified before the evaluation *

N

plan is put into action. The nature.o
2 i N

upon’ the dcsign. Sometimes.we ‘find th

the analysis will be based )

~the design selected is
A

impossible to implement bécause information was collected in such

. -

a way that it cannot be analyzed, Planning the analysis will gen- AR

. ! .
cern suych problems as combining d %ﬁ types of scotes, obsérvatiens,

ratings; scaling, coding, choice of\ statistics, and discriminating

between trivial and importuﬁt results\

Scueduling. Everyone involved in th evaluation.prbcess‘will

|

probably, at some point, be concerned with the schydule of aCtivities. .

[ , -

To av01d‘poor use of people and resources and to assure good quality

¥

information, the sequence.of activities should be explicitly
scheduled. To be sure, the schedule may be revised as the plan is .
implemented, but many evaluaﬁive‘problems'may be avoided if they B

can-be auchipauedl - !

Slmllarly, the costs of evaluatlon should be anticipated.
i

the program operation itself. Budgetlng for evaluation is the only
L 4

s

way to be sure that a well-planned evaluation can actually be per-

- -

it is frequently possible to avoid waste and dupllcation of effort.

For exapmle, it‘nay be possiblezto cOmbine information-collection

-

activities and costs so that mnltiple-uses are made of the same ~

units of lnformationl— ' ‘ v -



N

! age, ethnicity and languagé, ability level umber, and socio-eco-
2 ,'. ° v .. ./ .

nomic status ‘of the pupils, the number and types/of teachers, aides,

. ¢ . -

cgunseior53‘and any other persons involved in the program, the

. speéific;materialé).methods; and activities planned or undertaken

in:the program; how long the program lasted or wili last and/or'how >

,‘6£ten'the materials and methods of the program will be used (that

<is, continuously, an hour a ‘day, one day a week. etg.); 4nd where

,describing what waé evaluated.- It is of little use |td know that
~ - . P ‘ 3 ) .

:x" was, or was not, an effective program.

ety

Able and Cooperative People

Probably the single ‘most critical element of edu atignﬁi'_fﬁ

program evalugtion is the contribution of the people

-

Program evaluation can be useful only 1f the people in olved are

able to make the contributions expected of them. In many instances,

this meaps that people must be informed, sometimes trained, and

cgrtainly given the time and resources necessary to accomplish their

part oﬁ the tasn."Pupiis,:school ataft,'garents, and conaultancs--' ‘

all fust be capabie'of’fulfilling their responsibilities. L

Even when able, people cannot be expected to make their

L]
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Ce0198




.
-

. \2

contﬁibution to program evaluation if they view the process as
. [ -

i -
»

threatening, a nuisance, or lacking in utility. Cooperation

9

. \ .. N . . ‘.
often must be won by demonstrating the usefulness of program evalu-

~)

ation to the people‘it.is inténded to serve: . ] ' .

Y

Using‘?nd~Reporting Results

2

. Useful program evaluation is a continuing cycle that contributes

to needs—aésessheng and.diagnosis, program planning, refinement' of
. A

objectives, allocation of resources, program modification, and

sdmmative decision-making. Individual.pupils may be seen using °

‘evaluative feepback'from.peers; dides, teachers, and parents in juet ~

" - such a cycle.. . .

o

. ] \,n . A
» Those responsible {?r educational programs in school districts

7 -

. : ‘ >
will find program evaluation useful in clarifying. and making con-
crete the ndeds-assessment that was the basis for instituting the

‘program. Preliminary mMeausres may result in some mOdifiEatiqn of .

’

the original needs-assessment. As fhe program progresses; needs
.may change or be ret from various sources. Frogress information .

can be used to keep the program.consisteht with changing needs.

. 2

Summary evaluation also will reflect on the needs-assessment and

may indicate unanticipated problems.

- . N

Objeétives.may prove to be unrealistically difficuit‘or'- .

. . 3 ' * ’, .
previously attained. Program evaludtion pre-measures are useful

. - ‘

in the refinement and clarification of -specific tangible objective;.

Summary evaluation information nay sug.,est ciimipation; modification,
y . } * 5
or addition or particular. objectives. ' ’ T ’ )
Program planning should “be based on ‘relevant and accurate ¥

/ . evaluation information about the past perfotrmance of the érogram

“ s

Q i..- ) , L 118 - : '
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i I

weakneéses of'its elements.

and its various elements. . The allocation of resources, similarly,

s

1
information.

13

as evaluative data begins to indicate the relative strengths and
. A\ B

.may be improved and kept up to date on the basis of evaluative .

.

The program may be modified in content and method -

And. finally, policy decisions regarding

the value of 'the program to the publlc, in relatlon to the priorities

P P PATATA T AR AR AR A

S T AR

v

of the community; should have foundation in accurate information

about the effects.of the program.

»

»

¢} .
These possible uses imply that the information produced by

s - ’ R 1 1
timely basis, to those who can use it.

course, important users of program evaluation information.

program evaluation is reported in an undergﬁandable‘forh, on a - L.

School boairds are, ‘of :

Some- . -

times overlooked as users of evaluative information are district

and school staff, parents, pupils, and the general communiry served °

by the schoolf.

through news releasés,'interviews, and by press coverage of school

» - .

board meetings.

should Le, also the sources of the information.

. .
-~

involvement produces useful program evaluation.

119 - -
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* The results of program evaluation can be presented.

A -

These recipients of program evaluation are, and

Their cooperative

]

-t




e T Ty s

DR M o e S

TR AR TR AR TR RN e T

|

|
.
re
;,
E“
’

ED113071 °

3

o

(A

Aruitea

Q0877

/€

EARLY‘CHILDHOOD EDUCATION PROGRAM MODELS *

FOR INDIAN COMMUNITIES .

4

by

Philip H. Sorensen

Stanford Research Institute ° . -

Menlo Park, California

I. Introduction i

Section II of this papey offers §ﬁ estions regarding the :

generic prdblem'of instituting an exppriment or demonstration to

£

fesﬁ the efficacy of proppsed approaches in early éhildhood educa-’

3

.tion. The sectiorn draws heavily from the experience of Stanford

Research Institute in the longitudinal evaluation of the nation-

-

al Follow Through program since 1968. (See list of references) ¢

Thﬁs, Section II dill include a brief review 6f the planned varia-

¥

tion concept as it evolved in Follow Througyn. It also contains

\

.some discussion of dilemmas that characterize any major demonstra~

tion of quasi-experiment in a natural setting. The final par¢ of
* .

Section II presents a conceptual model for program evaluation. We

have found this model useful in categorizing evaluation issues'gnd

-~ b

“
-
t
ot
N
B
T

’




providing foci for evaluation activities.'

R < R Section III of .the paper.opens with some questions that de-~ . e

s N serve consideration in appraising the gelative efféctiveness, |
attractiveness, oz appropriateness oi\instructional models. Fol- :

. lowang that, several models are described accord1ng to observed

N

*‘

process characteristics. ' These data are drcw d toctly from tech—

nical reports-by SRI. Finally, in response ‘to the request to sug- ,
~ gest specific early childhood education modeIs, I have also. o
. included some discussion~of findings that appear to be acceptahly
. ) dependable for policy guidance. I must emphasize that these’will
Ghe findings that are acceptably dependable for.redncing uncertainé

ty about policy decisicns rather than findings that are acceptably

dependahle for scientific conclusions. The section.includes des- E

criptions of approaches that have shown either most consistent " o

positive eifects or effects of suhstantiarﬁmagnitude in at least ' -

.some of their applications. I will not be able, however, to

7

‘ oo identify nine different models or even necessdrily ones that are
"most apnropriate” to urban, rural (monj Fervation), and reserva-
I . AR .}‘;\. "
.o tion applicationg. . ’ *us - ' :
‘ Q A &

[

The rinal part of the paper . (Section 1v) contains a preview

' of some work mow in progress which shows some promise of yielding

. ) useful generalizations from which "new" models mﬂght be synthe-

. Fd ~ M

sized or older models refined. These findings are highly specu—

~ lative at this point but derive from analyses of relationships

between process and outcome variables across a substantial portion

’

~ e
-




~ . - . .

: - . ' . .
"of the range of variation created by theé natiénal Follow Through

N

Program.

»

II. Program Evaluation And The Planned VariationTConcept

14

The p}ecise origins of the term and concepf of ?plahned'variaf

tion" are unclear but-the label has been used in the‘past five or

six years to describe.the national Follow Through program and a

- \

related substudy under the Head Start program. '"Planned variation"
o ;

‘refers to arprbgféﬁ’in which intentionally different educational

3 . f

improvement models are tried out in various situations. Since -

3
the concept is associated so intimately with the Follow Thyough‘

’

prégram, and since most of the discussion that follows draws from
. e ]
the Follow Through experience, a brief review of the evolution of

the Follow Through program.may be_helpfull
e - -

o
- 7.

A. The National Follow Through Prograf .

. .

Congress authorized Follow Through in 1967 under an amendme&p
to the Economic ngbrtunity Act to provide developmental and edu-

cational services for poor children in primary grades who had ex-

:

perienced Head Start or equivalent preschool. A largé-scale ser-

~

vice program, roughiy similar in scdpe to Head Star;, was en-.
visioned originally and reflected in'ﬁ%e.enabling legislation.
Appropriations were et sufficient, hdwever, so the progéam was

-

recast as an R&D program even though the language of the legisla-’

»




|
tion itself was never.changed. A
. . N

k . Since Follow Through was authorized under the ﬁOA, the 0ffice

of Economic‘Opportunity had responsibility for it just as they

e 0

: ' in the;program?s design and management. L .

¢

el

did for Head Start. 0EO transférred~funds té: the Office of Educa-

tion for* program administrati,", but OEO retained a vested interest

- . T Follow Trhough began in the 1967—68 school year when 52 pro-

9 All these first projects were of the typ° that have come to be

called "self—sponsored'" that is, each local district conceivéd

jects were initiated in 40 purposively selected school districtsa"

and began to implement its own concept -of a "best" or most appro-

5 ~

priate program for impoverished primary grade children through
, . - ‘_.:v%"(\ ,

grade three- y

o ST t
T During 1967-68, the Follow Through program office in OE re-

5

.

.,
L g
3

fined the-concept of planned variation to more nearly approximate

‘ - s
. T} a systematic experiment.. Various recogpized proponents of early
¢

“ ® .

“Qducation approaches were invited to serve as *model sponsors"

3,

° - {
install and support their. approaches in one or more project loca-
ions. This node of sponsorship began with the 1968—69 school

yéar. Local preferences for models or approaches were uoncred——

P

\ ] - 4 :

districts chose their preferred approach (within loose 1imits)

-

N following a sort of "c0urtship" with interested, sponsors. Princiﬂ

<o ) ples of 1ocal .autonomy and mutual preference determined the . spon~

b 4

. sor—to-district affiliation rather than some evaluation design

- [

“‘T‘*“*‘“““1consideration§;,‘5t the start of the 1308—69 ‘school year,/there .




A ‘ . ¢ -

. were 106 projects and 15 sponsors, counting self-sponsored and ™ ‘-‘
parent implemented projects as "sponsor" categories. Aboht half - .
. ) RS
of the projects initiated in 196768 affiliated with a sponsor’
. . s ' -

)

.

and the remainder continued as self-sponsored pfojects. - .

S -

Some projects were added in 1969-70; bringing the total num- -

ber to l60. In addition, six new sponsors joined thi effort.

More sponsors and a feﬁ wmore prOJects were added in l970-71,abr1ng-
ing the total projects to 177 *and the number of.sponsors to 22, -
A fey more projects and two more SponSOrs were added in 1971-72 - -

tq bring the prOJect total to 180 and sponsor. total to 24. The : .

I

o o ﬂi project list 1n 1972 73 totaled 173. There is no” need here for
i’ o " ‘ i X ) ‘ ) . '
>, details on.project,terminations, voluntary or otherwise. There -

' - -

1. :
e hawe been a few. Also, a sponsor opted out in l969-70. - About = -

¢

92, OOQ;children were' involved 1ﬁ Follow Through in 1922 73 but -~

. certainly not- all were involved in_ the eva ation’sample. -

' 1 . .
. . The follow1ng are p01nts to remember-a ot Follow Through as- L

¢ N ' . ~' ..

-
t

- problems in, its evaluation are assessed: Ll

- " “
s - ga 3 C oA ~
/ 4 R - .~ ) -~
[N

: 1.. The seleetion of dlStrlCtS, schools; teachers, and chil—

» - ” La

1 dren to be 1nvolved in Follow Through was Judgmental and, éuided : . .

-

na

-

by rules of ind1v1dualad1str1ct or Chlld eligibility (e. g., dis—

-

tricts in poor communitieseor children from- families that were -

PR ~ T

. poor by OEO poverty gu1de11nes) None gf the choiées (with the - : »
c . - A" A : * ) N .
‘possrble.eXCeptlon of some participant selection within a projgpt)a
. s T ey P 2o T ~
was,random. e X ’ N . F

,,; L

) ) 2. Control groups were not established s1multaneously‘with )

. ’ e
- / 4 ~ »
. » ) i\ .
. i -
=




¥

0 - T W ‘.
. . . : , -
c . ’ o ‘. N <
L]
PR . ¥
" . o
— N s

“the experimental groups . e., Fotlow Through partlcipants) by '_ ,>- .

frandom selectidn from sets of chlldren ellglble for partlcipation.
-All control’ groups- were established after-theffact. ) - )
3. The mode by which sponsors affiliated with schdol dis-

k] M T e
— B . - 7
‘trict was purposive in the extreme and led. to substantial im-

balance in characteristics across projects within sponsor cate-
. ‘ .
gories and between sponsor groupings.
’ r

4, Each model sponsor’ente taing a somewhat different set of

objectives or program priorities.. Aiso, every individual pro- e

ject applies some additional variatlons on sponsor's objectlves

that will be sought locally The méﬁsurement effort necessary to
¢ \" )

embrace the full swaepﬁof all objectives held by all sponsors and

. all individual projects has~never yié1ded gricqfulf§ to solution.

As a consequence, it is inevitableuthégfthe measures obtained

can be criticized with some justification by any sponsor or pro- o

ject as/ﬁét including "all the’thingé we're trying to do."

N

" B. Evaluatlon of the Planned Variations

Pl ¥

-
“ L

¢

The innovative "planned variations” idea is the unique aspect

- v . f

~of the Follow Through experiment and the key to understanding the

plén for éssessﬁent. The fundamentai purpose 'of the Follow -
Th;ough experiment is to find educational sfrategig; that might

be used to impréve the effectiveness of the American prima;y |

léchools for disadvartaged childrén. Thus we have evaluations of

- 125 -
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alternative early education models that ‘differ from oné ané%ﬁerw—

sz

;_ o tﬁgd from the alternative offered by the primary grades of ‘the pre-
© v . % sent Qchool sysiems . L BT ' d
- ’ . e T " )
X Each»sponsor has designed a program of education or inter— !
' - P - - e - . .
IR vention'for disadvantaged children or a way of changing the "sig- = .
;; nificant others in’their environments. (The- programs of _some
'-f ’ " sponsors are not’directly concerned with instruction of children,

o o .

but attempt to change school and community interactions. ) Each

oo sponsor has somewhat different immediate and intermediate ob-

v

-

jectives-and different theories about‘child development, educa-

= : tfonal disadvaﬁtages, and educition in general. Each also has

LI
B . \

different methods of implementing the program that he believes

LY

- will enhance thesschool performance and presumably ‘the "1life , ?
. ’ % = .o
chances of poor or disadvantaged children. The Follow Through

. S . -
evaluation provides the opportunity for assessing these approaches
e 4 ' .

« only against:a single ‘set of criteria.

v e
hd '

' Evaluation of the national Ebllow Through program then con-

O -

“e -

o sists primarily of determing which approaches are effective in ‘
achieving a- specified'set of‘ﬁevelopmental or educational objech v

‘
- tives for children and a variety of changes in_parent-communityf,

R 3chool relations.gﬁgﬂf - R . i N
) f u,\‘ . & . R %

4

A ~The specified set of objectives for children are the primary

> . -

criteria for the eValdation of effectiveness., -But the evaluation-

also gives consideration to elements in the children s, environment

-
I . =

that influente development--family, neighborhood, andigommunity

L ;
’




-

&

%

- d - . .
. TR . y =

. setting as well as-the school. Although the Follow Thfough pro- '
gram wase initiated with thé purpose of, increasing- the n11fe X
chances"'of the children, it is only passible to evaluate per- -

" formance on objectives presum&d to be %?termediate to that final

3 . 80al. Objectives on which the sponsored ed%Zational alternatives Vo

.

4

- ~,/ e /- g

»W” - ¢ . 3
can be compared are, broadly speaking, those that are held for
C .
all children at.the end of ‘the third grade. These are that chil-

dren (1) be excited about legrning, (2) feel good about,themselves

g

and‘their own competence, and (3) have mastered basié reading,
language, aﬁdrarithmeticgskills that will help them to proceed
successfully in the rest of their schoz& experienpe.
. The Follow Through evaluation lends itself primhrily to l.
policy decisi ns that deal with selecting nationally*robust models
“for improving existing instructional programs for disadvantaged'
children. Federal education officials will presumably dgtermine
the‘most appropriate,educationglﬂmodels to offer in their comé, ,
pensatory education programs. Thus, administrators anticipate
information about which educational mgﬁ%ls raise achievement pf
adisadvantaged youngsters in academic skflls and_ﬁhicﬁ:educational
models create positive attitudes toward school on the partof
,goér.parents and their children. The results of the-evaluation
.will‘be pertinent\to such'decisions'when data from-a large enoagh

' sample oé\children'who have completed the educational'programs

. ‘ o ‘ - )
assoéiated with the several sponsors become available.

~
"

. *%S1nce it 1is possible that sponsored programs will not be

4

0138
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A

. - .

_equally effective fa all situations (rangifg from inner-city ghetto

. , LA ! - _
‘to rural Appalachia, from highly unionized to nonorganized teach- '

"ing stéffs); it. will be important to %Eﬁabiish'evidencé of rekta-

A

’ . . . : |
tive effectiveness of programs on a project-by-project basis. An

evaluation performed at this level (which must await the develop-

ment of a far greater and more represéﬁtative data base than}is
e
currently available) will provide 2 basis for decisions at local.

levels about which programs appear.to be most appropriate to

particular situations. AR .

One must remember also that the only things common to Follow

’

Through treatments are that some (unspecified) nﬁtritiOnal, medi-

cal, and other services suppleniented some (at least nominally

‘ differentiated) experimental educationai programs. When the

ﬁtreatment"ris aefinéd.this loosely it is difficult to distinguish
"treated" groups from comparisontgroups. Poor children who a;e ,
’coﬁpared with Follow gﬁrough éhildr?n are liggly to have had a
pfiﬁary grade supplgmentea by services under another'name (Title

’I or Title II; EéEA, hot Iﬂngh,programs, etc.). Under‘thése cir-

cumstances, differential effects of Follow Through and non-Follow

Througﬂ "treatments" would be, extremely difficult to detect. ° .

., e

"C. 1Issues in the Evaluation of Large Scale Prqgrams in‘Naturall

Settings = ‘ . . .

<

.-
'Effongs‘tq evaluate Fo!iaw’Thiéugh‘as a Prdgfam and to derive*

.condiusions~regarding the efficacy of various Follow Through models

’

. -128,—[/ B
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mental design or whether planned variations might be better con-

can be establ%shed: : A . .

/- ’ , . . ’ .
have helped elarify a number of fundamental issues. A Basic one,

.

- which seems much more clear today than it was six'yearg ago, is

whefhei the idea of plannéd'variétion can be fitted to an éxperi-

*

ceived as defining categories for a~¢orrelational analysis.

_—

” -

A . 3.
. .

D. The Experimental Model.of Evaldation -

’ - 5 ..
. The logic of the planned variation cdncept implies :compari- .

sons among models. In addition, if these cogparisons\d;e'lo lead
about the reasons.why, and the conditions

*

to explanatory conclusions

under which, various outcomes are associated with different models,
- - or

then an experimental design would seem to offer the most appro-

s .

ﬁ}fate model for,ev;lﬁation. Carrying out an'e;aluatiqn patterned

“after an experimental design imﬁlies that the foilowing conditions :

- -
s

- N - -
. - -

. -

1. That the treatments' {i.e., .the impleéented models) will.

- ' e s

’e
-

be stable over a reasonable period .of time. . 5
; Tx o o - . .o T
- 2. That the treatments will-be mohitored more or, less con-

e -
Y
- > a

" tinuously to assess stability and provide detailed describﬁipﬁs of

> .
. -
« %

‘treatment. - ) . . . .

- LA

3, That an approxXimate balance can be achieved in the num-

’ " 4
—r

bers of iﬁstanceiign which each model is applied. . L
4. That adequatél& matched nontreatment controls are avail-

able for contrast.

5. That,ﬁ common core of acceptably wvalid ﬁedsures'can be ob-




tdined uniformly across all treatment and control groups.. .

- e ° > ~

In practice, these conditions have proved exceedingly diffi-

N

- _ cult, if not.impossible, to achieve, °

‘ .

”

Fl . " ‘ .-

E. Treatment Stabflity S ..

. , - . .
- Stability. of treatment implies that formal evaluation will
'_not begin unril the models have undergone formative revision and

a period of implementation. This need.gor an implementaﬁion or

"shakedown“ period‘was not appreciate& fully at the outset of the

Follow‘Throuéh evaluacion, although it quickly became evident dur-
o ing‘Phe firsc'year (1568-69) with*sponsored models. Subsequengly,
it was dcciqeo that no‘project woula be formally evaluated until

s ¢
‘. .

S each model spomsor,had worked in that location for at least one ,

_school year.'”This decision, alphouéh accepted as necessary, was

- v

somewhat arbitrary. Left largely'unanswered_are critical questions

I . . -
' . - - - 4

regarding the procedures by which models do become téfined and

3 - ~ . . s L3
Ry

:.acceptably installed. ‘"It is an empirical fact that implementation

b
- -

of Follow Through models has proceeded mofe quickly and smoothly

t
3 R

r *\"‘“‘—\
NI For some app‘oachescin_§293~lgfifions than for other approaches “in

. . _other locations.  An adequate analys1s remains to'be done, however,

- - of the mechanisms, procedures, resources, and other zonditions under

~.

© which implementation occurs most effectivefy The question of thg_

EN N ”

"implementability" of an instructional model under a variety of

v
.

~local conditions'is not a trivial one and ought to.be studied\more

” P

fully than it has thus far.

130 = - - )

0 mal | .




F. Treatment Description . / .

. - ~

Ffequent:monitoring of classroom and other ﬁrocesses is feas-

% 1 4

ible but exceedingly costly. Nevertheless, such process descrip; i

RPN

<

tiods are essential if one expects tq develop dependable generali-

e zations "about, associations between outcomes and processes. More

i

|

- . .- ‘
¢ |

|

* or less continuous monitoring, through observation and other veri- . ,
. T . “

sl ‘ . .
fiable records, also is necessary if circumstantes éxogenous to, .

the model but exerting some influence upon it are to be ifcorporat-

.

ed in the analysis.' (An example of an exogenous event exte:nal to

SN
the treatment but infl&\ncing it would be a labor‘dispute that

’ closed or seriously disrupted schoolAfunctions;) ‘ - ' R

’

3 . -
- . - ’,

‘6. Balanced Number of Cases

4 -
b -

It may be-éossib!e to obtain an acceptable balance of treat-
ments by c0nditionsﬂand a suffieient number of instances of -each.

“ combination. To do so,_ however, will impose some restrictions on ' .

couumnities or school boards in the choices they can make -from

among//foposed models. This restriction was never 1mposed syste-

-

matically on the school districts selected for part1c1pation in

.

Follow Thrqugh. As a c0nsequence, the _number of projects per model

varied from 1 to 20. 1In addition, the distribution of projects

1 4 . -

_-was uneven according to such variables as school organization (sys-
. yd P ‘ - o/ -
. - . . . P :
g . ., tems with and without kindergarten programs), district size, regions

5

y i ‘ : z 3 ) . . B
. of the country,, rural or urban locations, and racial and ethnic - . -

. . g . 7 o Vi

RS Y
/

Y
-

- org T




v hd . .

‘Broupings. An.adeqdaté evaluation design modeled after an expé;i-

- s - s ' . .‘ 1 .
ment would require some limit on the number of different models

.
-’

to be compared and would impose some restrictions on choices that
. could be exercised by communities participating in the evaluation.

In Follow‘Through,‘probably a desirable upﬁérllimit in the number+

. of differentgmddels would have been 12 (i&:éontrast to the 24 -
models that existed in 1972-73) and the minimum number of 1oéations

.

in which each model was'instélled_should not have been less than 6.
% -

H. Nontreatment Controls - oo

s The establishment of nontreatment controls poses political

problems as well as deéign difficulties. In Follow Through, -con~- ¢
- - ~ \ A

trol groups were created after treatment groups had been specified.

1

In many locétions it proved impossible to identifi acceptably.

- ’o . 4 ’ - . .‘
similar groups for comparison; in some instances’, even though

¢
v ' ~

épp;op;iate groups could be féund, they could not be induced .to

L34 ¢ »

participate,” If a control group design is attempted in an evalha-,

tion of an experimental program such as Follow Through, it would be ,

aesirable to identify sets of eligible participants within defined

" locations and then make random agsignment to treatment or control

|
|
:
|
:
:
g.
E,
:
|
|
E
|
E.

.groups from this total set. h - . L

.

When the evaluation focus is on an instructional:model, the
. . . R .

4 ” - . .
g minimulm unit probably must be an entire. school since it usually is ot
g . . ” - . .
, . , . . L I
1 impossible to keep classroom groupings intact. Some migration from

5 . school to school within a @istrict will occur, but this migration .
, . . : .

} coe . o) < T, . ;
: : - .
- . A - 132 =

. ERIC Yy

(e
f ~




O . . = - . ’ : ‘ ) ‘ // ~

, is far less than.the,mixing'that typically takes place as pupils
" f{ .

progress from grade to grade within a school(

Co

e 4
3

The 1dentificat1on of sets of eligible participants and ran-

.

dom assignment from the sets to treat nt or>control roups runs
g me group

[N

afoul of conv1ctlons that many peop}e hold strongly about the ser-
e vice characteristics of a program_intended for economically dis-
, ) advantaged pupils and families.'iThis may not be the.'only feason
. why control groups were not estabiished in\conjunction with treat-
. " ment groups in;Foliom;Through but it certainly was an important one.

1

]
I, Common Measures
Al -

-

Defining a common core of méasures to be applied to all treat~ -
:~. ment and control groups is feasible: and was achieved in Follow

Through. Agreeing on the formand content of ‘the common core of

measures, however, is not a simple task. Any combination of mea~

o« ..s sures will be vulnerable to ¢riticism on grounds of program or
2

curricular invalﬁdlty. _Thls will be so especially when the models

differ substantlally from one another in the- 6bJectives that are

s -

. salient for ‘them and\the timing.by which they seek these obJectives.

had S

<.

- L
' . . ‘ . -
. .

-~

' o 13 . J. An Alternative EvaIUation Orientation 'f . 8
t R . + . i [} - . B P
) . L ) ) T e vemiesse T - .“.
. e« . . ' One of the consequences of: the planned variation c0ncept has °
_ .« _ been a tendency to think of the- program models as "packages" that t.
. . are robust enough to produce desited'outcomes regamdless of the a
' - . )

N
.

O
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’
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f oo o S

locations in which they are applied...This concept Of treatment

packages (i.e., a clearly delineated ‘set of training manuals,

»

adwinistrative procedures, curriculum materials,fand acgountability
mechanisms) probably shdyld be discarded as unre&listic, g

Rather than considering each program model as a treatment .

A}

> ’ - . S

package, it probably makes some sense to consider each combination

N .

—

of model and location, with all of its divérsebchaqactéristics,

.
.-

as a sample from a population of treatments. This view concedes
the impact of local influences on models. - It also .acknowledges

1 : 4 -
the genuine contribution that the planned variation concept has

N -~

had in amplifying phe range of variation in treatment beyo;d that

which was likely to occur "naturally." It aldo suggests that an

appropriate model for evaluation-;aﬁd in many ways, a superior -

' -
.

model for evaluation--may be regression or carrelationmal ahalysi§‘-

- i

rather than an experimental desién that demands nontreatment con-

f

trols. . o .
P . . . }-
. gsme of the problems. encountered in the Follow Through evalu-

ation could be reduced if correlational analysis were accepted as

»

.,a more appropriate model for assessing ‘the relationships that exist

. X _ Lol
e

among combinations of instructional approdche’s; pupil,' teacher, -

. -

school, and school district characteristics; and community’ charac-

teristics and expectations., Some losses in explanatory power might

be Ekperiencég,‘but the.potential explanatory power ‘of an experi-

7/
. I . - ‘ N

) s ’ ’ . <
in a natural-.(i.e., esserntially Uncontrolled) setting
. 4 K] N ; . . B

mental design’
. v o .o .,

' h . .t . r e, - . ¢
illuspry. For eiamp%e}:ﬁf;th% cbrrelatipnal model, rather

may be
N . LY I S "} H . N » -
’ P . i . , . ' B
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than ‘the experimental model, is followed as most appropriate, then
t - d .
naturally occurring variations (i.e., ' regular classrooms) also

may be included in the analysis. Sampling thedry would assume

.even added prominence in planning. The prospect of deriving popu-

lation estimates seems more feasible. Options such as successive

cross-sectional samples might prove superior to longitudinal ones.

L ]

which are characterized‘by severe attritional,losses.

. S, ) . R .
also is required. However, the importance of.treatment stability,

No magic.would be wrought by shifting the evaluation orien=-
tation toward a search for associative regularities and~“away from

group versus group contrasts of differences. Most of the condi-

tions described preQiously as essential in the application of an

experimental design to evaluation would remain relevant to the

.
]

“correlational model. For example, coritinous or'fre4uent measure-
< -

’ . -

“»

ment of treatment still needs to occur so that! process variables

!

o - : _
can be identified(and recorded. " A common core of outcome measures

N
N . N . 3

v

" balancing of treatments by nominal type, and.matched nontreatment

- 9

controls can be'reduced.or ignored. \Obaiggsiy, one expects that

some orderliness will emerge from correlational studies of process
oL .- /ey . :
.and 'conditional variaﬁles in relation to outcome variables, and

, r- .

that this orderliness can be cod1f1ed in gu1delines for action.

These gu1de11nes would take the form of generalizatlons about the

- 4‘

stability of relationships rather than being expressed in* the lan-

guage of experimental procecdures.

Planned variation, viewed. in the context of correlational
‘ A "

- 3 - . N
. .

: , . .- -~

.. . =

O
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,nomlnal categories, A priori classifications. bf appreaches atcord-

,various specified conditions,~certain desired states of affairs

’ N ,
var1ab1es. This view, however, does_not demand high samilar}tg,
- . ’ e .
from place to place or time to time within the same,nominal‘appr ach.‘§
- - L RPN

Correlational studies would group or stratify treatments accordlng )

-y
ey

. K
to their observed similarities Cather than according to»their, . .

. N '

ing to the identity of proponents or according to idealized des-u

- A
K

criptlons would be abandoned in favor of class1f1cat10ns based on

-~

/)/ : i . .o’ ’ -
empirical evidence¢” - - o )

i
.

K. A Conceptual Model for Programedaluationﬁ ;

_ Public policy decisions are essentially pofitical invna;ure'

. -

that is, they are responsive to strong pressures to act or not to

>

act on certain issues. Research evidence can provide a .powerful
. '\\

°
rationale to undergird decision-making because it is more-objec~ .

*

tive .than the pressureshof stakeholder groups. Thus, a fundamental

purpose of pollcy or1ented evaluation is to determine the worth of

©a procedure, technlque, or program as a basis’ for making dec1s1ons

about ‘future actlons. In its most,rudlmentary form, the task of

-

program evaluatlon is to produce information’ that permits one to

s

" decide whether--or more, analyt1cally, the degree to which--under

) !

o .
have been achieved. The rudiments of a model for program evalga-

N N

ma,,'? |

{ i .
!
7 iy
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ol

tion are illustrated in>Figure 1., (Adapted from "Congeptuai‘

Model of Implementation, Outcome, and Process Foci df National

e .

and Local Program Evaluation,“ Stanford Research Institute Ménlo

~
]

Park, California, unpubllshed paper (1973). o -

The top rows of boxes in Figyre 1 denote intentions or assump-
. .

tions that can be stated as testable hypotheses--e.g., "if a
certain program is implemented under specified eonditions, then

certain desirable effects will be realized." Two classes of pro-
s i [

positions are implied by the blocks shown in the top row of the

sketch, The first proposition holds that the program as conceived

will be realized in the actual program; 1 €0, the program (ideél)

at the federal or state level will be rendered in the program

.

(real) at the local level, Thus program efforts as written into
2 : R

plans'or guidelines constitute the independent variables;:and’
. L)
) = 3 —
changes in local programs define the outcome or dependent-variablies.
a i RN i
At the local level, however, specific ‘programs 'are pbrceived

as both a consequence of overall efforts and a cause of other ou?’

eomes'or dependent variables. Thus, the second propogition‘is
that specified local programs- (as influenced by the oberali effort

and complete with their structural and tunetionai.properties)iﬁill

[}

‘.

) ’ ” e
lead to or cause various desired outcomes to occur. These outcomes

_ are. defined primarily at the level of persons served by the pro-

gr-ams (e.g., an 1ncrease in some academic sk111, such as reading).

-

In this proposition, the locallprograms becorie the.independent

Gariabies and person variables become the ultimate:outcoges'by
R ' - 137 - ' 3

- olag-

[ S

8
-

O
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%.q ', [ . . '
which to ‘judge program impact. .

The bottom row of Figure -1 diét;nguishes‘the actual programs

and .observed outcomes from the intended programs and desired out-

- - o . . .
Tﬁh_m”fnj~mﬁm-uabmes~$hgzg~ighi?e}tbp row. JIn effect, the bottom row dendtes

* - :

_ . \. c \ ' N - o
the empirical world-:a programyemore or less similar to an in~- . - \
. ; : P . .

'
i
~

e N / ) . . .
tended_one, ifs %mplemented and some effects, more or less-similar - -

' ;o.ﬁhosk‘ﬁesfred, are observeds o o ., Qﬁ‘h““f‘
. - ' . - e
. The identified processes that link observed programs to ob-

P .
’

served outcomes define the foci of causal analyses. The results -

. . . _

of such causal analyses may proQide the bases upon which decisioﬁé

about future programs can be made., These analyses are essentially

R e

direct tests of the.class of propositions in_Lhe_fQxnL2if_X4_£hep________174____

Y,"'where X denotes program processes and Y denotes the measured v
» . . ‘

¢ : - e e o .
consequences of participation~in these processes. These conse- :

- . - ~

5

quences may be observed in‘individuals or institutions, such as -, .

o . »

schools or families. For simplification, it is assumed that in-

. . . " . . -,
. tended'progra? dutcomes or objectives may be accepted éssentially

, as stited by program proponents, and that the speclficap}on of -
. . E - = )

evidence of program effectiveness or program success (succéss . -

- r -

- . ) criteria) is ‘best suggested by them, Operationally, this results

in efforts to assemble a matrix of objectives that represent the .

kind of ‘questions to_be asked in seekinig evidence of program
) . T .

. N b . . - .
* accomplishment, The forms of appropriate measurement/are as

varied as the perfoimance in quéstion, and may include-direct ob-

servaton of behavior in natural or contrived settings; analyses

N . . H ]

N

-~
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of products, responses to interviews or-tests, and so .on.

The natureof the programs and outcomes, e1thex 1ntended or W

observed may change with time, as the superlmposed boxes in

Figure i CTl, T2...Th) are meant to 1llustrate" Thls is parti-

i

) cularly true of long1tud1nal programs. This time 1mension also
5 . . .
permits Scr1ven s useful d1sttnct10n between formatlve and summa-'

t1ve ‘evaluation to be 1llustrated in F1gure 1 (Scrﬁ‘én, 1967)

. - . -

'Chan es. in the form and the substance of a program b' stages from

[
-

TlmE’l (T1) to Tlme n (Tn) denote the evolutfdH that a program

may nndergo. For simplicity, Figure l does not attempt to show
m*« . . r
£z 4 4

how the results from'contraststbetweentobserved and intended states

- -

or outcomes at Time 1 may be.used to modify conditions at Time, k2

. and beyond.'.However;‘such changes car, and probably will,uoccur

as differences'are detected between that “hich was'intended and.

' that which was produced. Deciding what‘changes'should be'made

dur1ng program development constitutes the rat1onale and function

-

of formative‘évaluat1on. S “i . ‘ /
Figure l.also h1gh11ghts a\ba31c evaluatlon dllemma if the

s
s

uesired outcomes* are not -realized, 1s 1t because the program was
14 B .
faulty in Concept (the*Ptheory failed) or because the program
» ‘
was 1nadeQuately or 1ncompletely 1mplemented (the 1mplementation

nag e
“

e failed)? Analytlcal comparléons betWeeniobserved and intended

“programs'and observed and intend¥d outcomes permit one to deal,.at

' [ . - . v

least partially, with the dilemma. Analyses directed toward ex- .

plaining differences between observed and intended’ programs can
. . . * . .

A

Cy
+
.




»

.

.. —dppear appropriate For application im locations with an Indian

I~

.°address the issues of pro§¥am'implenehtation._ 1f. one+can specify,.-

N : B . ~ o

-

:‘and to'soqe deéree‘éxplain, differences between observed and in-

~ T

:' tended programs, then it becomes ‘more nearly possible to in- . ; .

»

terpret differences between observed and 1ntended outcomes -a
- C : .
] attributable to weaknesses in implementation or 1nadequacies in

.

v ST e o - - =
prograii concepts., ‘ ) ) ‘

| -
[
il

- Al
. ¢

' ' A p ° ‘ :
JIII, Applications of Follew Throug’ioﬁels to Indian Education
A, °“Considerations in Appraising and Selectingfan Instruc- *
-tional Model T

[}

- The following sets of ouestions suggest a framework within

- which to assess various Follow Through models for their applica-

> bility to Indian education. These questioms are 'offeregd injlieu “

of specific recomﬁendations‘regarding*Follow:$hrough models that

Y i r. -

constituency. The desires, expectations, resources, and other

characteristics of one «community may differ so markedly from those

"r

of another that-it would be presumptuous for anyone nnfamlllar

with specific details to make recommendations., The questioms
. ] ' -

listed, Ahowever, are basic onés that-ought not to be overlooked

7‘ [

in any appralsal of poténtial programs prlor to adoptlon.

- %. Who are the stakehofders that should help specify goals

-

. ~

“, and~sucéess Criteria? Thls 1ssue is. fundamental. It is a_two- . v

%

- -

’ » -

pronged issue for it requires dec1s1ons regarding the 1dentity of

Ite - e

. persons who ought to part1c1pate and it also acknowledges the -




3]

] e - ; - .
subjective ‘character of,educational goals and criteria for judg-

-
-

~ ‘ ingrprogram success.' With respect to the selection of partic1- . s
&
- pating stakeholders, one also must ask_ whether -all stakeholders

will ‘have equal*weigpt in decisiqﬁs or, whether some should be. .

considered "more importantir than othérs. For example, legitimate

- stakeholders in the appraisal and selection of an instructional

R . . . - - - S

b model for their schpdls might include school governing boards,

LTy

. tribal leaders, parents, school~admin strators, and teachers. It

~ . ~

also may include representat;ves from federal, state, or local
-~ v .
v »,
goverfiment agencies that contribute to the funding of the program.
LI o — . T B
- Occasionally, outside experts. or authorities might be asked to o
. ,\ - .
e ¢ J N - N

- - assist.. Thus, not only is it important te consider who should -

’

- . . “ / i
/ - participate but the weight that will be given £o thé judgments , - -
' ’ * . . . T
) of each, Finally, there“are —proeeduralqiestions regarding '
e ] L ) / R
methods of assembling and conBining judgments to arrive at choices. ,

A -

2 - . . 2. "By what ev1dence will brogram success be 1¥dg4d7 This

’

B

question attempts to force specification of success ctfteria in

~ . - ~

terms that permit obJective measurement ‘and rational evaluation -

”~

to occur. : ”e question challenges deCiSion makers to identify

the kinds of evidence that would persuade them that a particular

»

. © : . -~
program was successful against the criteria of goals and%pbjec-

- T

- P
b . tives earlier defined. . Y L, o
l - N . . ‘. - N -

B 3, How can evidence of success by.gathered? This question , C 4

; ’ . ; _.." . ."G' .

I ( v"
.

A

T . ' - .
A - . N e, . . A

rable. An unmeasurable criterion is no criterion at all., However,

. . An
o ’ raises the «issue of whether or not the success.criteria are meas=- .

-~

R - - . . . oY

| - LT Y o S
- .- ) M . . (V15© e - '

.- . .o - e, . . . . 3 v “




the fact that-no techniques exist_to measure certain outcomes .

- 45"
- does not necessarily mean that the outcome must . remain forever

'.f- . . ,tp ¥

beon -}

'unmeasurable. If a means cannot be 1dentif1ed for measuring a

[

~ . criterion or outcome that is considered to be very important,

1 .
’ 4L.~_ \‘ - ) ’ -

e then some attention must be given to deyeioping the measurement
technology before initiating the g&ial of the approach or pro-

. gram, There is.some danger of reacting to wishes rathef than
.. Y QO
~

e}

reality when g}anning for the evaluation of a new instructional
’ -procedure; it is hazardous .to initiate the experiment and trust
///f’< that means for measurement will be developed in time to contri-

" bute to the evaluation. A strong argument can be made for re-

commending that evaluation be plannedﬂwithin the limita)of“the‘* -

R

[ £ e
existing measurement art, For example, it may be considered

'very 1mportant that an educational program help children develop
a strong’sen%e of self-worth;‘ f,.however, no acceptable mea-
N sures of this a%tribute exiét,'then this objective probably .

should be relegated to a lesser rank of importance or the in~

conc]usiveness of any estimate ought to be accepted in advanée .

>
A

since there can be no guarantee that acceptable measurement pro-

' cedures will be ava11ab1e by the time’ they are needed

N

4, How should the ev1dence be weighed? The following three
classes of .criteria can be used to illustrate the relationship be~
tween the. salience of objectives or goals and the kigds of evidence

- ‘

or measqres that ‘might be

ought.

“~

\ . . .
ademic achievement. The acquisition of basic skills}ﬂJ!

; ) . .~ - . - . . -
: 4 - = ) o

V4

iy

- v

id
.

;o ot
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such as in language and mathemat;es, may’be prlmary goals of an

- <

eanly education program, This is partlcularly 11ke1y to be true

"~ ~

where thexe is also acceptance of the position that Indian chil-
. P , " . A

T~ . =

dren-should be able to function in the majority culture and eco-

s

nomy. Declaring academic achievement objectives as important is

BN . - -

not necessarily antithetical to goals,of cultural identity that

- may be: very strong in an Indlan communlty. If one does nqt ex-

pect ch11dren to remain isolated from the maJorlty culture;, then

l ~

-

‘at least "shrvival'skills" probably are essential. An element of

the academic program might include bilingual instrucéion, beginn-

-

ing with the vermacular as.the language of'ggstrﬁqtioﬂ anortheia

—— wame - . -

probable sécond language (e.g., English) considered 4s a subject

of Anstruction. R v
. i L . ,
‘The measurement of academ1c ach1evement may.or may not be &

problem dependlng on thé w1!11ngness of - various stakeholders to_

accept certain evidence,

- -

For exampIe, a great many tests exist’
b ;

. .

) A . N
(and others can be fairly readily 99ntrived)‘for'meaﬁuring<skill

in the use of language, mathematical. concepts o-and” so on. One .- *
3 B v, ' . . ’
occaslonally hears acr1mon10us debate, however, about the aceep-
: s N
5 tability.of part1cu1ar tests, Other*sources of ev1dence probably
o should inelude Judgments of teachers (1ndependent of test data)
o _and reports and 1mpress1ons from parents baséd on chlIHren s be- ;o
. e y S
> . ', "/ .
- hav1or in the home.‘. ) - . y
> R .o s e , L ' . . o) \
o b, SociojEmotiona development. This class of criteria in- \
. L . ’ . , . oL o . N
» -+ cludes such variables as a sense of self-worth}y cultural identity,
Y 7 : o . .. . -
- - - 4 g - . Ce . ¢
T ' : ' C - 144 - . «
'Y . s ~ - Q
. 'j' . . . o )
[]{j}:‘=p ‘ o, . - ) . 5 !
=1 . . < . . r’ .
e | . 0155 .

s v : : N
.. . .



" and socialization to-prevailing values. "In this latter regard,
it seems important\to clarify expectations regarding assimila~-
tion into the maJority culture (or at least the kind and degree

of commerge that will be sought or experienced with other cultures)
hy Indian children)as they grow up. Iﬁighere is not an expecta- —
tion of continuing existence in a'reserVation or.enclave culture,

then children must understand -both their own heritage and its -

-t

values as well as the values of the majority culture,

It 1is far easier to acknowledge these .criteria in abstract

terms than it is Fo explicate them or to gpecify the means by

i}

which evidence of their achievement can be obtained. In general

{ »

" direct systematic observation of children's behavior and reports
‘from persons who regularly obserye children less systematically
Ce. g., teachers, parents) probably will need to be relied upon,

Other techniques, such as thematic analyses of artistic or liter-

—~

ary productiOn also may be considered.

- c. Political control * Power by the adult Indian community

2

may‘bg a dominant obJective either in itself or in relation to |
.- child-centered obJectives such as those noted above.‘ In some lo- - °

cations, it can be expected that goals of self-determination and .
- o -
contro1 w111 override in importance details of programs in the )

M 1

schools. One can -argue that socio-emotional growth obJectiyes

>

and academic skills can be learned better and applied w1th @reater

" relevance under cond1t1ons where polifical power 1is exercised

.
A"

locallyg For.example, self-esteem and sense of selffyorth un- -




- ~
2

"doubtedly are influenced by pgrqgﬁgions of.self-detérﬁinatioﬁ

and’ fate control,® As ahother example;, ability to exercise effec- - .
z ) ST e : . A

tive political control requiyes intellectual competence and- skills

if the affairs of ap. institution- as complexias a school are to .

’ Ed . 7
- s

. be managed effectively. . . " . -
... o) ’ )

N . > -

B. Differentiating Follow Through Models According to Pro-
ess Characteristics., = (Material in this section was
drawn primarily from two sources in the reference list:
Classroom Observations (1972) and Stallings (1973). - C
~ . . - [ ] ~

s e C
. . — N
L

A central purpose of. the Fonal Follow Through program was

to encourage the development .and refinement of improved approaches \

to early edacation. ?ach‘of the'sponsored Follow Through approach-

"‘es is intended to offer alfernative to the kinds of school ex= Y
periencés ;raditignéii;/;ncpuntered by poor children during their k.
- _ .

. o
primary schodl years., E _ .

=

4 -

I\

: The best evidence that the-plgﬁned variation concept in )
Follow Through has resulted in systematically differcnt apprbach- .

.

'es comes from. data obtained ;hrough.meticulous;observé;fons of

fgampleé of‘classrooms over the past four years. These classroom
- SN ' . 1 - X ) - ’ B
'( saﬁp}es have not included-every model sponsor. 'Tpé’g;mpiesialso'

< ‘ Loy : ) - . e P . ) R .
T have been limited in the number of different projects, grade
., A T LT - T ‘e N .
‘ I . ' ' y B » : ‘ u
. « . . levels, and classrooms included.within any Setcéubserlb;ng to a . : e,
o o RS v s
<. . ~given model. Within these limitatjors, however, some:generali- ‘.
: s ‘g ¢ . 7 -" . ‘ v ‘ '; . .;i ) . ,‘?, -_," ".- ..-‘.‘ :/ .:' j
' L, zations can be made. ' o _ .
- ,D . - = ‘ . , . . >
- - M - - oy - - Jé . . 1. .
: 1. Sponsored approaches do discefnibly differ from one -~ ~
# 3 . b
N . . . '-,l.

e R .. ’ 4




« O

adhther.for;many proéess‘;;riahles; = . . el

2. Proéess characteri:tics for va;ious Follow Through approach= | -, ‘ A
es predictablg.depart From characteristics observed in non-Follow |
Thro;éﬁ classrooms:for many process variables. *° . - " _ o
. I nﬁaiyses=2ﬁ?1ﬁ$zéss data present strong evidence.of‘in- ' '

structional activities and components that correspond well with'.
descriptions of intended approaches, thus validating in part.the
concept of planned variations in FollOw Through treatments, :
-Two cautions are important in reviewing the data from class-
room observations. Pirst, considerable variability can be seen
across proiects (i.e., locations) within each of the sponsored
approaches bn.severdl of the process measures, For example, in
analyses of data obtained in 1970-71, a.large number of process -
variables were agéregated into fi\;.e factor score’s, On 2 of the
5 factors,jhut‘not on the other 3, differences hetﬁeenilocations
within a sponsorei approach were'consistently small for all but

one approach observed. These tw° fac*ors, then, generally differ- : _—

Aentiated the sponsors from one another since the variifzéity with-

in the approach across locations was substantially less thah the

‘ variability between approaches. This is not to suggest, of !

_'relatiVely small differences between locations on more than two

factors.
- . '

‘course, that only two factors are needed to describe_ the several
<

approaches;. forfexpmple, some of the sponsored approaches showed

ra . . . .

» . . : 4 . -

‘A second caution follows,from the small number of projects
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v

_ observed and limited ﬁuqhér of observations that were made., Even

. t SN S
though several days each year were spent in observing each class-

»

S ’ M
- room in the sample we cannot be'surerthat the days selected for

observatlon xeprqsented fairly and fullv the variety of activi

ties characterlstlc_of the apprdach. “The consistency of-data

from §éar-to year,'however, lends credibility to finding.'from:

the observations.,
[ . Ll

In 1971:V2, the number of variables derived from classroom

.

- . ) ~ § )
observation records was increased beyond that in the preceding

. 1 P : :
year, A factor. analysis was performed on 65 selected observa-

tion variables, Varimax rotatibhs_fi:j—firfgzmﬁa on 5, 6, 7, 8,
9, and .10 factors, The 9-factor rotation accounted for 57% of

s . . .
the matrix variance and provided factors sthat.were more'lnter- .
s . ’

"pretable than those from the w&her rotations, . The loadings of

‘.
-

each variable on the 9 factors are summarized below., Factor.
. * . X

scores (the éomhinations of scores on all.65 variables weighted
o \ V . .
according to the faétor loadings) were computed for each class~.

room observed, Table 1 displays classroom means and standard .

. -

déviations of factor scores by individual sponsors 2nd by all

e .

Follow Through and all non-Follaw Through classrooms csmbined.

The operatlonal def1n1t10ns of each‘of ‘the 9 factors appear in

the paragraphs accompanylng Tables 2 through 10 that follow

L

Table 1, : ’ N

-

The process characteristics of observed classrooms shown in

Table 1 also‘can be displayed graphically. Figuras Z,aﬁd 3 are

- 148 -

-




.

- . N M ’ ' * v I .
shown for illustrationm, Figure 2 is based on data shown'in coluﬁn

»

2 of Table 1 and Figure‘3 is derivéd from'column 4 in Table 1,

We have emphasized the observed process characteristics of

’

. 0

:.‘"-,,

several Follow Through approaches since one's initial, or evep -

a -

‘continuing, preference for an approach often is more influenced |

by the activities and style of the classroem than by the measured

-

outcomes of academic achievement or other criteria., Some pedple -°

i 4

even may consider it more apprcpriate to judge .an approach on the
basis'of observed processes than on the basis of measured outcome.

»

In the”subsectionl;?at follows," eutcome data will be described

fo: five -of the- approaches whose process. characteristics have

. ~ . ‘a
-\‘_

been~sugmarized above.. e

- T “alz Tt -
N T e s -, - . .

. oten ot e Tl
- oA - e "
L 2 - Tt hA T I \ -l
2 ' men Ttew -, -
N . ~ »

C. Factor 1l: Stlmulus-Response-Eeedback ( 0951~veriance .
accountable).,. R

. o R TP AT L.
SO\ . . . - R
. . . ‘

PR IT .
-, k) - . s
..-__:t - T

This factor describes a stimulus-response-feedback system of

; :
stimulatfon.. The variables that load pqsitively indicate direct.-

.

and innediate 1nteract1on between adult and child,’ Variables

i

that load negatzVely show teachers disengaged from interactionsjy

____ F—

with children. " T T Ll T

A classroom scoring high ofi- thls factor might have frequent

c‘ f -

s1tuations llkd the follow1ng An adult would ‘use a h1ghly verbal

and diredt approach of questioning, requesting, or commenting.

Children, 1n turn, would respond by performing the task ‘or an-

swering the question. The children would then be acknowledged,

’ / r’ ‘ ' » - -

© o et avgaerrheat i atafia

W
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. praised, qrAccrrectedefor'their;task,performaanA__Such;ﬁirect_‘ o

questlonlng and requestlng might influence‘'the kind of response

—
a child would make, Since speculatlon is-not_usually expected

’ -’ " . ) 0‘:\\. \‘;‘. i
vohen a direct question is asked tegarding specific information;--.._.°

the icability’of a child to aﬁswer,cor:ect}y mighf Eompei him to
‘give no response at all. The child who does reply is likely to

-

receive some reinforcing feedback.

i

-

Table 2 B
FACTOR LOADINGS OF SELECTED VARIABLES FOR:-FACTIOR l
STIMULUS-RESPONSE"FEEDBACK ) - *

[y

e - Variable * Loading

¥ . * . -

Child responding . . . C +.77
Adult giving request or command to children R o +,70

Adu ing direct question of children ) +.70

Adult giving task-related ac :

. +.62 .

. : . . - \ -
. PR .

able).

.
- . .
I . / R . - .

J{ '.»
’ .
FCE . o . 2 o

- 153 - o §

" 0184

. D, Factor 2y Small Grodp Act1v1t1es (.0884 variance accoun=- - -

children ]
Adult giving childrec~§eedback for academic !
response to edult academic.dipeqt question +,53 .
Child not’respondlng A ' l : C +.47 ©
Adult r).aa.smg children in task-rel ated activity . +,35 )
’lUse.cf concrete prthslln certa;n-actlvities : ;.32
o Adult‘ettehtive to chiidrep . - . ! ' -.48 )
Adultin motioc S ) ‘} - A .;.49




itg B o . Tbls factor contrasts, classroomc w1*h Small acsiv1ty groupings,
Pt ) N . -

. where a wlde selection of ma@erlals wefe uéEH'in the instrrotion-

LI ~ F ¢ R . <

al process,.w1th a large groupxclassroom setting 1n which one T

< ,‘.

'teacher rnstructed the~ent1re class. .Classrooms w1th a high

’ o ' score might look. as follow% ' Arithmetic and science would be e
N " = \5{- : ‘ -
et taught in smalligroyps by teachers and aides using (1) math tools

3 -

. ’such‘as weigh;s and measures and (2) ‘science materials such as

. . . . o
.o . Q(‘.."' S - 7

- ' batteries, plants, and- animals. The . adult/child ratio would be - ,

fﬁ _L' - 5 ) !
. thigh 4llowihg fpr,a*wide variety of,activities‘to occur. This
b

-
- [N

v flexibility on the*gart of adults w0uld be less likely to ‘oceur

- < in settxngs where one’ teacher had reSpon31bility for a large

- s N
. . e - .

. . .

. v v

gnoup cf chiIdren and had fewer materxals available? . P
‘e- i tos - : . . [os ) . .
R B S ' < : N
LRSI —_— . o .
P ’ K Table 3 ’ 2‘.

B A . . . 4 ,‘n‘ . <

S EACTOR LOADINGS OF SELECTED VARTABLES FOR FAC'J,‘OR 2, . 5

e - . v SMALL GROUP AGDIVIT]ES S -

T e Variable - - " Loading

: L / ¢ ; L I -
: ’ Teachetr .with small group in academic activity R Y
‘:= \_ . . . .: " N ) . ) . ’\- “
. Arithmetic, numbers, math . .. ) o #,74 -
« . . - Aide with small group in academic activity R P
» [ 4 . .
v - M { U . -
“ Use, of science equ1pment, plantS, and animals +c73"L$,
) e S ' : T, s r
;< .Adult/child ratlo o : A Ct %4059
5 LRI v o . " S ‘

. * Wide variety of activities ' - I - X
Ll e = : .
e Use of copcrete obJects in certain acti ities I Y b,

/‘ > 4 N L . . Q - ’ ’j -
‘s . Aide w1th two children ioe, academic activity BRI +.29 : .
L0t - . . : .. .
Ii ! : ’ - ‘ '( b . . N )
1] - I'd ’ . v Y -
. ) T L= 154 = -
4 e QO' s .. - A ]
- \)‘ ’ q ' :AJ

ERIC D0 r el gres .




TR L Variable (Factor 2-cont., ) T - Loading -
" Stationary desks in Tows - E . ) - ) -,3§f 7: - .‘i o
coe Teacﬁsr with large groyp'én ad%demic activity T =69 - : AT

L. . - - . * -
O -~ - - 8 N o i

S ‘.:
'

] E. Factor 3143ange of Emotxom in Soc1a1 Behavior' (. 0792 P j‘ﬂ -
— -~ variance ‘aécountable).” . .
- > R R4 - ) -

—- - ~ ]

This factor suggests that é'positive and negative range of

. emotions are not mutually exclusive within a classroom. It appears
.. ’ ~ $ " . , -

' that ;hé freedom to express happiness and\displeasure is often
found in the same classroom, Classrooms scoring high on Pactor

.-

3 would probably have both adults and children openly tevealing

IS

Y . their feelings,“whether~ ositive or negative. Adults seem to

.

so do.children. This is ustally re
4 4 .

* tope of actioms. _Adults'atfe

. Y
-

s e

.- behdvior énd the feedback system for academic acc
~ ¢ L0 *
since the latter dimensions loads negatively on this

.

_— - . Table’d
FACTOR LOADINGS.OF SELECTED VARTABLES FOR FACTOR J
RANGE OF EMOTIQN .IN SOCIAL-BEHAVIOR

Yy
d o




Variable (Factor 3, cont.) . Loéding

.t ) - ' ; ] oo s
. Adult sho$§ng négative behavior‘ ) f ". *-ZE;J °
Adult ‘giving children negat1ve correctlve feed- -
" back for behavior . . , .72
. ~=Child commenting to adult / , T ' K . +.46
\-R' ' . .
Adult commenting to childrem ———-. T i +,42
. - B o, e} - ‘ —- )
Any child or children showing negative behavior +339 .

Adult giving chiLdien positive corrective feed- .
_back for behavior, - . + 437

Child showing positive behavior +,23

Adult giving children négative.corrective feed-
back in task-related activity : - -.29

4 - .
i

F. Factor 4, Child Inltiative ( 0673 variance account-

able), r - Y 7 ST,

- This 5actoradescribes a situation of chlldren taking verbal

C . .
initiative: asking direct and speculatlve qpestions, making task-

related statements; offering opinions on the work ‘of . others, and

P

sharing portions of home life. A high scoring,on this factor

- suggests children feeling accepted in the environment an4 self-
[

..confident, feeling free to express both ppsitive and negative

©oo ' SRS B
behavior. : Co T CL
. o o %, R o b} . :
’ L. o() .
: IS . - It B ‘«‘
c T g . ' Table 5 : . .

FACTOR LOADINGS OF “SELECTED VARIABIES FOR FACTOR by
. .. CHILD INITIATIVE _ , N

O
-
"
N
A




S Variable (Facfor &, cont:.) : ' Loadi_r_xg\. et
i : . .- e : L

Child initiating interaction'with an adult -7 C 4.5 .
_ Child asking direct question ‘f. | o.‘ .70 ' .'_ .
- B Child makzng productive statement Co ’j ‘ . ‘+:68 ‘ ’
- Child'giVihg acknowledgment' L , S . +.48
) .’~‘ Adult interacting with Thild or children in . - ‘ * .
' J task-related activity +48 . Lo o
rl_Adult not responding to'children - s l; +.48 '»iﬁém—seé—»c?
,‘; .Child sbaring life ekperience 7 .: ) _" E +.50 .
" b o " -Child giving regnest‘or command ‘ n ‘ +.35 <
| Child showing ;ositive‘ behavior . - +.35 ‘ g
* “Child asking open-ended‘question A . . ‘+;26 .:fi
‘ Anv chidd or children shod&ng negative behavior ) ‘;,54
S .
G;y Factor 5,'Eormality.of Instruction (.db7d.variance - K ) )
accountable). ’ o .- -
° Thif factor contrasts a formal setting for teaching reading and
,arithmetic W1th a more flexible setting,. In classrooms sooring
- y
E high-on this factor, there would be;freqqgnt occurrence of aca=- ‘ ’

] A_—T__"Hemic-wetklwhigg_gould be condnctedcin a setting of stationary

T

desks in rows, and textbooks and symbols ra“EE_‘than—ebgects

would be used in academic act1v1ties.. The adults would ask

o o
. N »

|
!
l S : questions regarding the academic material and would provide imme -
{
[

¥
E

. . diate feedback to stpdent responses. In general the students e

Vo o T N
= would be involved in task-related activities. ~ - The setting would

2 ,
be_ consistent with the)tra&itional emphasis ‘on academic tasks, *




-
<

with a minimum ‘of ﬁbvement .or manlpulation of material . -

e &

Table 6 : _— ) ,-_ T,

. FACTOR IDADINGS OF SELECTED VARIABLES FOR FACTOR 5,
) FORMAL INSTRUCTION .

T S Variable ' . Loading
Academlc events = - - - uibﬁib‘“‘”‘°f——w,, B +.89

Use of- textbooks, ‘workbooks, symbolic obJects

L in academic. activities * . ‘ ’ +.70
O Child engaged in task-related activity: S ;.66
Child responding w1th academic theme T, : : +.6§
) Reading, alphabet language development N » +,64
) Addlt 1nstryct1ng cnildren-in academié activity ' .+f62
- Adulg éiving children- positive corrective feed- )
back in fask-related activity . . +.,51
. Adult giving children feedback for- academic.
: response to adult academic d1rect question . +.43
L Stationary dasks in rOWS . +.41 - T
R Adult nctiqn L - : | -3 )
", Adult inséruccing children byidsing objeccs' . S =.36
Mevable tables and chairs-for seating . ) - -.59
.! - ‘ : .

" H., Factor 6, D1vergentggpestion1ng {70513 variance accoun-

. _ : ablel. ) . o

LA e

: *
\ . B :
This facton describes a situation where adults and children

would ask open-ended questions requiring some geheration of ideas. o
- - . A

0189




T

. s A
on ‘the part of the receiver of the question,‘ Classrooms scoring ‘ o .
high on this factor would/have adults serving as models in askr . f’ g- t T

ing such thought-provoking questions as, "How an we earn money I b

) or “How many patterns of’ten can you make w1th these blocksT' o _%

. -

for our zoo trip?" "How dld you- feel when the bus broke down?"

The children would not only respond to such questions but would

- e .

1

-

aISO'ask divergent qiestions in return. . -
Table 7 : _ '

= .
FACTOR LOADINGS OF SELEGTED VARZABLES FOR FACTOR 6,.  °
‘  DIVERGENT QUESTIONING . ;

‘ .’ Variable a . uLoading’
Adult askiné open-ended question of children' o +.92
Child responding to adult ppen-endedvquestion' - +,91
Adult giving.children feedback for academic :
responses to adult open-ended question . +.67 i )
Child asking open-ended question ' ‘ g +.38 ‘ E
.Adult showing positiuehbehavior - +.20

O

I, Factor 7, Individualized Work Setting (. 0391 variance .
accountable)- .

!

This factor describes a work setting where a’child would re=

ceive individual-attention from a teacher or an aide in reading

or arithmetic instruction; Classrboms scpring high on Factor 7

v,

would probably be flexible in the physical arrangement of furni-

0"

ture. Academic study would ‘be individualized, since the adult/




S}
N

. ¢ . N . |
-

N . Lo~ ‘lO_.. - . .
.~ child ratio is high and the teacher and,aide ﬁcu}d fﬁteract with =

x
-

= 0. childreh on a ohe-to-one basis. Pralse, rather ‘than negat1ve

' . . ‘ -~

~ . ~ . -

correction would be g1ven for task performance. SO TS

- - } e - v ey » O b d
., N ,

. .= ~_% .. Table§ " ,

* FACTOR LOADINGS OF SELECTED VARIABLES FOR FACTOR 7, . p
: _ I\IDIVIDUALIZED WORK ‘SETTING =~ | . g .

- - L -
2 . - ~ . -
. - - ”
> - . . o~ t

. Var1ab1e o . Loading

e

" Teacher with one_chifa in academicjactivity( +.73

- . - . . .8

Aide with one child in academic activity +.64 . RS

- - . .

1

Open classroom ' oL +.48 " .-

N

.~ - Movable tables and chairs for sqating - +.29° .

o

Adult praising ch11dren in task-related aétivlty +.2§ ~

. Adult giving children negative corrective feed- | )
back for task-related activity - . co w29

¢ \

—

A . N ’ - -
‘ . .. < . 4 . .

- J. PFactor 8, Academic. Equipment and Materlals (.0346 vari-
ance accountable) . L.

This factor describes the materials and equipment used for
teaching'reading~add arithmetic, science, and~sociaI‘§tﬁ3iés) 7, o o

The adults in classrooms -scoring high on this factor would use.

-

R - audiovisual equ1pment, games, an¢ 1anguage experience charts fo.

a— . . .

R P
. . .o

.t teéach reading, arithmetic; science, and social studies.. They
'woui& priﬁarily work .with two childranfat a time. T {4 children )
. -3 N . -on L 2
Would show 1nterest and would attend t5 the-teaeher—and.mat 1a1s.

P U oo ‘7&"'1 ] - ;

-

I




- T e L i " Table 9 ’ .

FACTOR LOADINGS OF 'SELECTED VARIABLES IN FACTbR 8, ACADE-
MIC EQUIPMENT AND MATERIALS ’

o
4

Variable' . Loading =/

Use of tapes, records, fllms, or TV in academlc

- activities - L ‘ .73 ;
Use of gameehin Activities 4agd 5 . = ;+.64 ’
Use of language experiénqe_charté in Activity 5 : +,63 ]
- Teacher nith'two children in.acaﬂemic activities . ~ +.45 .
) Child attentive to adults ; o *.35
> . %ingle contained classroom . ' \ -.21
Lk ) Open .classroom - . N ' . -.36 I

Noise level ' . ’ - ~46

- .

v
-

K. Factor 9, Children Not Engaged with Adults (.0557 vari- :
- ance aCCOuntablg)¥

h. -+ This factor deJZribes,a situation where'children would not

be interacting with adults. Classrooms scoring hlgh on this fac-

LN

t
- : ‘ tor would probably have children working alone on reading or ari-

- // "y .
’ themetlc assignments but free to move’ about the room commenting : .
and offering cgrrectiye ﬁeedback to each-other.' One interpreta- -
" tion for the negative rela;ionship wiéh adult nositive behav}or
n}ght be some adu%p impatience wi:hochiiaren moving about and ]
. _ ) . v

talking to each other.’ ) ‘ : ‘ .

LT A0172¥\_ - ) : : "‘ o ‘




. S " Table 10

FACTOR LOADINGS -OF SELECTED VARIABIES IN FACIOR 9, CHIL-

- _DREN NOT ENGAGED WITH ADULTS
. - - : ] Yariab}e . ' i Loading -
Cﬁild\gart%cipat;ng in geqerél actien L +.65 : s
. 'Ghild’waiting T ) o ) -? . ,_': +.552“ Lo -
‘ Child connenging’foisthgr childre; S '{' ﬂﬁ"‘ +.51 S
_'".A11 child -motion o - 7 ) “+,48 i O\_J
- | S\ Child éivipg'corrective feedback ’ c ‘+.38‘l -
Child- instructing ;elf in academic activity“ - +.35'
) Adult sho;{ﬁg ggsigive behavior | ! -.29

L. Some Measured Qutcomes of Selected Follow Through Approach-~
" es and Narrative Descriptions of Sponsors' -Intended Approa-
ches,

+.Five Follow Tprough approaéhés have been seltcted for special

R
.

- attention in this papers These five approaches have shown reason-

ably COnsisteéﬁfFollow Thrgggbffgvoring findings throughout the
longitudfnai evalu&tioﬁ thus far or have shown particularly dra-
matic éutgoﬁes gn.one or mgore occasions Ot‘haV;IShOWA both., Thg
" five apﬁroacheé ééledted are ﬁ&gse identif?éd qitﬁ Bank Stteet
'Csllege‘o% Education, Univefsizy 0€ Oregon, University of Kansas, -

- University of Florida, and Southwest Educational Development

Laboratory. Summaries of outcomes for each.of these approaches

*v

. are preceded by narrative descriptions of the spoqsor's intended

w,__\v,-v——‘m_‘““"wwwy—.——mt—«—r:r._4..“.”.,_“7—.74,..“«vv\-v-m.

abproéch."These summary descriptions have been reviewed by each

-«
v -

sponsor and-accepted as a reasonable 'abbreviated description of

~ Aw:——ﬁr-vvr—;r—vf Test b T
v

T
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ALl findings sunmafized below

- their approach ,..'lu philosophy.
-
are derived from the SRI technical report the 1969 71 period of .

Y

. I~

the evaluation (Emrick, Sorensen, and Stearns, 19735 -

H
j
H ; ‘ . { : * - .
¥ ‘; P ,i " ,; ; - ‘ - " N ’ ‘ ' . I . . ’ 3
.i‘ i ‘, .:/ .f‘ A 1 - - . 'I' Q /-
! ank Street College of Education. Intended Approach ' O

N .
. . -

' o oy :
N EAN , I Lo )
oL, ,,Basic tq the Bank Street approach is a rational demodratic .
A life situation in the clagsroom. The child participates actively
SR "~ in his/own learning and the adults support his autonomy while ex-
tending hiexworld and sensitizing him to the meanings of his-ex- -
i s periences.i The teaching is diagnostic with individualized follow-
. up. There iis-constant restructuring of the- learning environment
' . to adapt it to the special needs and emerging interests of the

children, particularly their need for a positive sense of them-

selves. ; » .
‘ ) In this model academic skills are acquired within a board con~- ’
. text of pLanned activities that provide appropriate ways of ex-

pressing and organizing children's interests in -the themes of
: y home and school, and gradually extend these interests to the larg=
? ] }aper comﬁunitv.,-Ihe classroom is organized. into work areas filled:
L " with stimulating materials that allow a wide variety of motor and

’ . -sensory e#periences, as well‘as opportunities for independent in-

" vestigation in cognitive areas and for interpreting experience '
. - through creative media such as dramatic play, music, and art. The

cognitive areas of primary concern are the capacity,to probe, to

reason, and to solve problems. ~Teachers and paraprofessionals ©
working as a team surround the children with language that they
learn as a useful, pleasurable tool. Math, too, is highly func-.
tional and pervades the curricul¥m. The focus is. on tasks- that
are satisfying in terms of the child's own goals and productive -

for -his cognitive-and affective development.

Bank Street supports parent involvement in each community by
providing materfals interpreting the program and special consul=-
___.—— tants,.as well as'by joint planning for home-school interaction._.
Parents participate in the classroom, in social, and community . ’
activities related to the sclivol, and as members of the local
<. Policy Advisory Committee. Parents may tfeceive careér development
s ",  training with either graduate’or undergraduate credit.. Parents
and teachers pool their understanding of each child's interests,

¢ strengths, and needs as they plan his educational experiences in

1

i
H and out. of school.
*
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- sor st¥ff. It is conducted both on site and at- the College. Pro- .

st tive areas. Bank Street's 50 years of .experimentation as a multi- -

s

* 0 “Summary of Effects : L . ‘
A , o . . , . y ~ \/."
) “ Bank Street data are available from five different Projects. I
t
2 o .~ -

E

i e M a:
. ~ v

. . i e )
) Staf development is an eVer-evolv1ng process for admlnastra-'
. tors, tearhers, paraprofesslonals, and local supportive and spon=-

grams are geared to the specific needs o each: project ahd ‘are-

gulded by a spongsor field representative’familiar with, bhe h1story

and dynamics of a given cofmmunity in cooperation with local.staff.- . S
- Self-analysls is stressed in both the teaching and administra-

N

disciplinary education Genter has demonstrated that a flexible,
. child-oriented program requlres more, .not less, planning and "
* . study. Staff development aims at providing.a repertoird of teaéﬂ- o
1ng strategiés from which to choose on the basis of the adult s v '
increased understanding of individual children. :

- In moving from the broad, conceptual framework to the speci~
fics of implementation, Bank Street supplies dlagnostic tools for _
assessing child behavior, child~-adult interaction, the phys1ca1 -
and social milieu of the classroom, and the tota11ty of jmodel .
implementation. These instruments are used by trained observers -

" and in self-analysis to increase model effectiveness and stimulate
joint planning of changes needed in the classroom and in teaching’
behavior, community re1at10ns, parent 1nvolvement) and, administra=......- ...

.tlve Pracrt.ice;S/. PR A A P PP AT A TR T A R ] :S |
- - . _ ‘ | C
. In addition to continuing services on site, Bank Street de~

velops slides, films, v1deo»tapes, and other materials for adult '’

education. These supplement the materials developed for use in .
the classroom, such as the Bank Street basal readers and language o
stimulation materials. Field representatives, resource persons, . .
program analysts, and materials specialists meet Weekly with . the
- Director of the, Bank Street program to share experiences, con~
tinue conceptual development of the sponsor $ role, and.to splan’ . o
instifutes and workshops differentiated on the basis of require- *,

>

-ments of specific communities and part1c1pants. o ’ o

In four of these proJects kindergarten was the enter1ng grade and,

- P

in the fifth project, first grade is the enter1ng 1eve1 Cumula-,
1

tive two-year effects are ava11able in- all five projects for
C e .

[ - [}

children who entered the program in Fall 1969, First §eaf effects

- . . - - 7

o . . ‘ S - |
; e e S . ‘ _ -
S e NN »
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for children ﬁ%o entered the program in Fall L%70 are available

in two of the five @rojects.
[V ot ~ .

-

Evidence thav the Bank Street model is achieving its objec~-.
. /
o J ‘ )
tives is somewhat mixed from project “to project but, ‘in general,

-

.

- -

. b N
positive findings 'have exceeded negat1ve ones. In addition, the

o~
3

Bank Street model is highlighted in this paper for the particu-

.larly dramatic results that it showed in the project in which

Y @
*~

first‘grade'was thé;Entering level, ~ T ,; <
" This notable Bank Street project is loéated ina city of
moderate size in the Southeastern part of the country. Nearly

900 pupils are participating in the project; more than 90210f:the

Follow Through pupils are black. Follow Through pupil performance °

-

o LIN
on an overall measure of Achieveimment and on a submeasure of

Quantitative Skills was substantially, higher than ;imilar.measures

for hon~Follow Through pupils, In addition, first-year effects
for children who entered in Fall 1970 showed statisticaliy signi~

ficant Follow Through favoring findings on the measure "of overall

Achievement, the Wide Range Achievement Test, and subscore mea-

sures on' Reading Skills and Language Arts. These data suggest

that the .Bank Street approach, in-at least that location, is de~

¢

. . .- R .
monstrating consistently favorable results and is becoming better

"implemented with each year. . . ' Lo

- / 4
. 5 ,
University of Oregon: Intended Approach

{

> . Y
The sponsors- of this model insist.that a child who fails is




A

I

sla child who has not been, properly taught and that the remedy lies -

in teaching the skills that have not been mastered. The model

".attempts to bring disadvantaged children up to the "normal” level

of achieyement of their middle-class peers by building on what=-
ever Skllls children bring to school and td do so at an acceler=~ -
ated pace, " : .
Y |
Using programmed reading, arithmetlc, language, art, and
music materials and behavior modification principles, the model

employs strategles to teach concepts and skills required to master

subsequent tasks oriented toward a growing level of competence: -
Emphasis is placed on learning the general case, i.,e,, developing
intelligent behavior, rather than on rote behavior. Desired be-
haviors are systematically reinforced by praise.and pleasurable -
activities, and unproductive or antisocial behavior is 'ignored.

In the classroom there are three adults for every 25 to 30
children: a regular teacher and two full-time aids recruited from,
the Follow Through parent community. Working very closely with
a group of 5 or 6 pupils-at a time; each teacher and aide emplays
the programmed materials in combination'with frequent and per-
sistent reinforcing responses, applying remedial measures where
necessary and proceeding only when the success of each child with
a given instructional unit is demonstrated ‘At the same time, -
the teacher aides are working with other small groups=throughou?
the classroom in a similar manner. Training in implementing the*
model includes local summer workshops for ail teachers and teacher
aides and inservice training during‘the schpol year, ) -

- - "

Family workers, who are usually parents themselves, personnal-

ly.contact all project parents to acquaint them with the program

and teachihg materials; inform them about their children's pro-

.gress; and encourage them to attend Policy Adv1sory Committee

meetings, visit school, and participate in training léading tao
work in the school, Parent workers also instruct parents in, the
use of materials to supplement the school program in the home and™"

attempt to organize parents experiencing special difficulties into

problem solving groups. On occasion, they contact local social”
service agencies where special assistance is needed by.1nd1vidual

families. . —— e e - :

Evaluation is .an ong01ng part of the program. TFests aré ad-
ministered at the beginning and throughout' the year to determine -

.if children are being taught the skills required by the model and

at what rate., The tests are administered by parents espeC1ally,
trained for the job. Continuous test data _provide a positive
gauge of teacher performance ands allow for timely remedial asgjon
when the program appears to be 1mp1emEnted improperly or stude
appear to be falllng behind, Video tapes ‘of teachers and a1des

N

l -’ »~
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i” T . -
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e .
. * -
s . ’ 5

executing training tasks are used both to determine and fo correct
specific difficulties., Bi-monthly reports are ‘issued to teathers
reporting the progress of individual children and classroom summar -
ies. - . . . . - T et

The parent Policy Action Committee participates actively in.
the model focusing attention on the needs and interests of par=
ents, recruiting parent aides, and assisting in writing the
. Follow Through proposal, The modél is firmly committed to support
a parent-community-school partnership in the operation of its
program. The sponsor feels.project parents must have the right
.to judge the effects of the program.for .themselves, both to _pro-*

- vide criteria of program success angd to gu1de efforts at program

improvement, - ' . . . .. L
. ) o . ' . _— : v
4 S T b
‘ oy ’ ’ /~: : 'A " ", g v ) ! \ -
Summary of Effects o ‘
- : T Jr ’

>

‘ Eight samples from. five different ‘projects sponsored by the

. -

. University of Oregon were qnalyzed over the 1969-71 period. Be=
cond year effects for children who entered ‘the program "in Fall

l969 were studied in all five projects aﬁd'first yearaeffects for

o

children who entered in Fall l970 were studied in two of the five

H . .
projects. . - . . "

-

.~~~ The University of Oregon model deserves attention in this paper _

L3

‘éince, in general, the magnitude of achiebement scores tends to 5~

A P

exceed the average of other. Follow Through models. An unequivocal

* >
interpretation of this program's 1mpact is not possible due-to, . *\&

serious difficulties in achieving an appropr1ate match between

~

-

-Follow' Through»and non-Follow Through contfol groups.,

~- ,'.

The potent1al impact of the Oregon approach is seen most dra- .

N . ‘w N

matically 1n one of the projects’ in which first grade is the en-
& . .

tering level “This perEct is in a-small town in the Southeastern




po; 10150f the country‘ About 904 of the puplls in the.program
-are black Follow Thrbugh pupils 1n th1s prOJect were markedly

i

A d . \/ . L4

h1gher than their non-Follow Through éontrols on, the measure of

[N

. .
1 IS - T

0 pverall Achievement, the W1de Range Achievement Test the measure

k] " o

e - » J

wﬁ’of Quant1tat1ve Sk111s, the mgasure of Reading Skills, and the )

“ F

Language Arts. m@asure. All of these dﬁices were not statis-
tlcally rellable, but the magnitude of -ifferences between‘;

'v-("' -0

Follow Through andfnon-Follow Through«pupils was consistently

. t -

- . . . s
'1arge; . ‘
. oL

- - ' e . o — ‘.
University of Kdnsat: Intended Apprioach

—~ .
- ’

. - ~ . a - -
- . F H
e -

- The behav1or analysis model 1s—based oh the exper1menta1 analy-
sis “of: behav1or, which uses a token exchapge system “to- provide
precise," positive reinforcement of desired behavior. The toKkens -

- provide an immediate réward to the child for successfully com-" -
p1eting a learning task. He gan later exchange €hase tokéns for _;ﬂy(
an activity he particularly va1ues, “such_ assplaying'withbeOcEs a
or 1isteningﬁt0=stories.“Iﬁitial emphas1s in the behavforal

) analysis classroom is on developing SOClal and classroom.skllls,

followed by increasing emphasis ‘on - -the cere suhgecﬁs/of reading,
mathematics, dnd handWriting. The goal is to achieve a standard
but 4till ‘flexible pattern of 1nstructLon .and 1earning that is 7

both rapid and pleasurabie. RS .o e

.

‘

-

The mode? ca115\£9r carizul and accurate defanitions of in- -
structional objectives, whether they. have to do with social” skills
“of with .academic .skills. Curr1cu1um materials used describe the o
behavior 4 child ‘will be capahle of at “the end jof a 1earn1ng se~-
*quence and c1ear1y state criteria, 'for Judging response’ as " -
"correct." They also require the ‘teadher . to kegfrequent rein- _

’forcing responses ‘to the child's behavior and/permit the child
“to -progress through learning tasks: at his own pace., The child .
earhs more tokens during the inityal stages pof learning a task .

. and 9rogress1vely fever as he approaches mastery, the obJect
bélng to’ moﬁe from external rewards to selﬁdmotlvaﬁed behavior.
Sinceé g child with iew tbkens xo exchange for preﬁerred activity
is likely to be a ehild needing more- attention, the system ‘guides

o 1

* .5, the. teacher'in evaluatingherown perfonmance. y

Qo
I

.
i
»

)
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5 - In the behavior analysisﬁclassroom, four adults work together

. "'2 ‘; as an instructional team. This includes a teacher who leads the

i . 'team and assumeseresponsibility for the reading program, a fulls

o ~ _ time ‘aide who toncentrates on’small group math instruction, and

L . two project, parent aides *who attend to spelling, handwriting, ‘and -

- ENEE igdividual tutorirg. Parent aides are employed on a rotating: :

-~ © " . basis with”other parents. They firsts serve-as classroom trainees

’ Tor a period of several weeks5 some of these parents, in ‘turn, 8

v, -become aides fqor a full semester. Full-timeé teacher, aides are »
,, employed~fram the latter group. The short tréinée.cycle alloks
¢ "~ agreat number of parents -to. be'come, directly 1nvolved in the’

) ‘; program, They then carry its main features ‘into the. home situ-
ation. A “’-~.“=' ﬁ ‘ . e CoL .

<

r

- N . . . .’.

- ‘Careful staff, planning is -an integral part, of the .behavior
. analysis daily schedule. Each day includes planning sessions, .
, _ ... periods_of formal imstructiom, and gpecial” Tactivity’ periods during
T T ) —whichothe children exthange their tokens for an activity they

<. . choosei Instruction and’ special activiby periods ‘gltérnate S
. ) throughout the day, with the amount of’ time for’ instruction in- -
YL ~~ creasing as the amount, of reinforcement required to sustaiu mo-

I tivatfon decreases. . ' e .
] e -

00 valuation of the model begins with an entry behavior in-

‘ ‘<  véntory and, diagnostic tests that detetmine where each.hild ' .
e e sh uld begin ‘s sequence, of iﬁstruction ‘and that also help to -
o & ‘monitor his. Pprogress’ through_ the,sequence.‘ The curriculum ma- .

terials used also, proyide for: periodic, testing and monitoring
, . £ of achievement gains.  Throughout the school year a computérized - .
.g\i *
. . record-keeping’ system issues the-teacher a weekly progress report
s *on each child tZ?t also reports progress for thf class as a’ whole.

-
-

U Do Generally, mplementation of the ‘behavior analysis’ model pro= -
' ‘ .ceeds in three phases. " In the first, the sponsor supplies sub-
. | stantial advisory support and training in the procedures and
/.. °..technigues of sthe program.. In the second, DBocal léadership takes
< -over 4nd local. taff training,coqrdinators assume mbre and,more .
- .~ of the Eraining‘and support responsrbility. Finally, only perio-
' dic-consulting with the sponSor is needed,’ . . , o

. PO £ e . o , ,
. o S om [~ . - / : : . / . N
- . A - /e . , * ) .
. B D e e : ’ B . * . ‘ ' A.
: Summary of Effeqts: . , . . .
. R . : . a .. /o e -t - . ? »
' Js ‘ ) . - R o I : i

'

" The University(of-Kansas model is represented in‘the evalua- .
' tion by - three proJects, all.of whigh are in sehools where kinder- ) ﬂ:

t ’

. garten is the entering grade. Second year‘effects for children who

{ . .o : . . e -

.

1 .
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. ‘ »
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e :'entéred the, pfogram'in‘Falé'1969 are availahle’in<;11 three pro--
. Je§ts and first year. effects for chr%dren who entered the program
< ’\ ‘ - -

in Fall 1970 are avallable in two of them.” ' ‘

H
'y -

. : The;gniversity of Kansas model deserves:atpeution for the
o e B TS _ |
notable effects it displayed. particulayly .in.the first year in

[ . ! . o} - : T .

<

> one project aﬁd in both years fﬁ another., Its most dramatic pro-
. i i <

~

ject is a rural one 1n the Mldwest. About“oqé-fourth of the
S - M - >

. children in the prOJect are black In the first year of that .

s . _ PR -

prOJecth functionlng, Follow Through children showed signifi-

cantly guperior performance to non-Follow Through controls on the

- measure of overall AchieVement the Wide Range Achievement Test;

-

SR the test of Quantitative Skills, and the measuré of Reading. Skills .

o

This same relative superiority was‘not maintalned 4in’ the second
- s - = / >

.year but the. 1eve1 of pergormance of Follow Through childrén re-f

~

L . Y Y N
., mained elevated’ in an absofute ‘sense. e
& 1y € - v ~
P R . - X ..c : ‘/
- 5 vt . .
R . - - e .y B R
. i e, ~ s R o IR ¢ B
’ » , - - - e . I c e N
University of Flofida: Intended Approach i < e -
R - 3 e ~ 7 (e T
- ¢ . B - N L . ? . N “ .
5 o o - Sy ,

’e As the name of ‘this model implies, 1ts4pr1mary focus ‘rests
on educating parents to participate directly in the education of ’
their childrencand motivating them to build a home env1ronment

L that . furthers betten pa formance oﬁ?the part. of the child both
= . . in dchool and in lz.fe.;-n asic to ‘the model is recbgnition of the
: ' fact that parents are a-kqgy factor-in-the emotional and 1ntellec-

ek o, The Florida model is de W
] ' It is not classroonforiented in’ the‘trad1tional sense of . hav1ng
, . . & preset curriculum or prescribed teaching strategies. It'is .
e developmental in its approach changing classroom organization,
C ’ : _teaching patterns, and the curriculum as needed to’ integrate

learning activiﬁy in the schooI with that in,the home Learﬂing
",’, - . e : I3 : e O\'i' L . R /.. /;/./
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tasks are developed. that allow the home and £he school to work _ -

«8s instructional partmers. Thus, responsibility, for curriculum
.development® resides”in the community, and the curriculum is the”

~ product of parent.and school staff cooperation. "

L Paraprgﬁessfohals play an especially significant role in this - ‘

> model, working in the home dnd "in the classroom. "Mothers of pro-. .-

| * ject.children are trained as both teacher auxiljaries and as edu-.

U cators of“other parents and are assigned two td a classroom. ' They

] .. work half-time: assisting the teacher and the rest of the time

e e making *home visits, demonstrating and teaching Jother mothers ledrn- -

) "~ .. ing tasks degeldped'tqsincteasghthenchil§i§ intellectual compe-

* " tence and personal and soeial development. /Whilé in the home.
the parent ‘educator also actively solicits \ideas and information
on which strategies ar%'worging“from the payents.

Q

In‘538ffidﬁ“torﬁgzrlnitrucpiggglﬁgglgf the~parent educator,
acts ds liaison between the project overall a he—home., sserving
as ‘a referral agent for medical, dental, psychological, or social

sefvices. She informs the parents about Policy Advisory Committee o
1 meetings and other school/community functions in which they should :
H become involved. Her experience with'the children if the class=-*

1

yroom setting as a teaching assistant enables her to keep indivi-
, \dual parents:up to date on their child's specific:needs. " This - )
5 thighly/active ‘role of the paraprofessional is crucial to the
?peraﬁ&onﬁpf the Florida model. : - :
. . N

L

)

-. . i . : 5 - ' .
| The teacher supervises-the classroom activity of the parent _
eaucatgr and assists her in planning and carryigg out her assign- .

ments in the home,. Conversely, the ‘teacher modifies her oyn ac-

- tiwity on the basis of knowledge obtained from the'ﬁarent ‘educa- /

“tor's reports on-the home. Parents are invited into the class- /

rodm-notmas passive observe®s but to participate-actively in the )

: fﬁs?ruétion;,_Thgough éuch persigtent contact ‘the 'teacher learns. -

] 'andkgfﬁbs alﬁﬁg with the parent and, obtains a second basis from . ) '
which tp guide’ préparation of learning tasks. " ~ -

P < X {_ﬁ . " g N G

w7 "Recognizing the role of fhe, Policy Adyisory Committee is basic

© .~ toothe program; Each school develeps a "mini+PAC" that partici

- _pgﬁes\;q;;ﬁe'act@vity og\the‘Largér Follow Tfrough PAC. /Thé lalg-

v -}fgg;éf’PAcﬁgroup iﬁ involved in staff selection, budgets, working with

- / project profes

<

giondls oh development of home learning tasks, and
. in styengtHenifig 411 components of ;Qg program. ‘

‘ 'BotL pre%ervfée and . inservice training are provided by.the ° T,
' T_spons.c'}r:xi.r)~~;£,mp1et:ne.nt:€ng the ‘model, A workshop at the Uniwersity
‘BfaFl&t‘da_prains.a,cadre of teachers, and parent ‘educators -along
* with such qther«kpytgefsonpel as, Follow Thrgugh representatives,

" S o . i v ' .
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principals, and RAC chairmen, People attendlng this' workshopy. in

turn, conduct workshops at the’ project site, Video tapes made ‘ o
in the, classroom and in the home guide“the sponsor in addre531ng .
problems pertinent to model 1mp1ementat10n and development, .Rro- AR
jects also prov1de the sponsor with copies of their home- ~learning
tasks, weekly observatian reports,, and replies_to attitude ques~- - o
tionnaires, All such information is collected subject'to re- b
view and approval by the PAC. The flow of information among»the '
sponsor, the local education agency, and.the parent community. R A

reflects the team partnership emphasis of the model and: gives ’ : q..)
the educatlon of 1nd1v1dua1 children-its direéction and shape. .o )
Vi .- . i N
- I ’ oo .. \<:‘ e o
Summary of Effects ' o T S ‘ .
- ) - i . N L o o
e Three projects comprised the Univérsity of Florida sample. . .
7 T T e “\ . 5,

Two of these projects are in sthools in WhlGh klnderggrten is the LooE

e 4 . -

+ ~ 'entering grade and one is in a school thhout k1n¢ergarten. . . .,
. A N . -~ . - b .
* - In many wafs, the University of Florida model showed more : I

S e
~ ’ - .
T

dramatic cumulative effects than any of the Follow Through approach- .. '

: 1~ -
1) L) . . L L ) '
o es in the evaluation. One of its projects'(in-the'Weéﬁ>Sduth '
- . M o T T -7 S o
* . . . . . v » P
o Central region, located in a‘£8wn of ‘moderate size, somewhat re- . .

» S

. B ‘ - - ‘
’, ° . . ) . - f - “
- » - v . e - T

moteé from a metropolitan area) showéd unusually high outcomes for.
. -

e

/ - \
. chi}dren who began the prdgram in Fall 1970. 1In that project,
. ) A ; g

¢ Follow Through children significantly exceeded their non-Follow .

s

Tﬁrougﬁ controls on the measure »f overall Achieyement,oan'index T

PR J - e

“of'ﬂttltude Toward School ‘the Wide Raiige Achlevement Test ~the'
R

measurz‘gi'Quantltatlve Sﬁllls, the test of Reading Skillg‘

el
-

-
’

the Language Arts measutre.

-

t+

» In another project'in which . kindergarten was the
3 " ¢ . -

. -y =g -

very similar ‘findings also’were shown by children Who entered the™

’ ',,;’ 12
- , — v B Y it

s, N r,-‘,"‘:-“‘_
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program in Fall"1970. _This project was located in the South

Atlantic region in a metropolitan location. All of the partici-

o pating pupils were’hlack They significantly eXCeeded their non=
g - ," Lo . ,
b Follow Through controls on the measure of overall Achievement,

2

= . ,the Wide Range Achievguent Tests‘the Quantitative Skills measure,

- » anﬂ’testsigﬁ Reading Skill ‘and Language Arts. -
. '.‘.\ ‘/ O>' - . . -

By

M : - . .
- . s . ~ Y
° - - - T - -

.. Southwest Education Development Laboratory: Intended Approach

e L - KN —

- . a The SouthWest Educational Deveiopment Laboratory (SEDL) model
- i3 a-bilfngual—approachffirst—devélfped“fof'clasirooms fowhich
. " 75 percent of the. pupils are Spanigh-speaking, but it can be adapt~
. = . .  edby Yocal school staffs for other population mixes. In all:
- ”? »~¢ + cases the model emphasizes language as the.main tool for dealing
with &nvirdnment, expressing -feeltngs, and _acquiring skills, in-
*» . - ¢luding nonYinguistic skills, Pride in cultural background,
- facility and literacy in both the native language and English;
-and & high frequency of "suctess" experiences are all central -

objectives. - -, -

-

£

%?l’“ S Cr The theory applied by the model is that ¢oncepts. first learn-

.‘//‘ s . - ed in, thendominaﬁt j;nguage can .easily be -transferred later to a
e 'secgpd language. . Stepsby=step .géquenced proced’fxtes are followed

i tea&hingilanguage.patt' ns,.and,both feaching techniques and .
fa'hietapchy of thinking processes,

4naterials 3re~designeﬂ‘,
‘Dt;tl‘ls, games, -and exercises

c .t%mmeivsz éﬁi f%si-w

chusing,nn-eontEnt in;igaching Iangpage, al& classroom ace

Elvities foreinfores’ langqua,develupménte -The“Kindérgarten program

”}-fﬁ-congéﬁtratescon ‘the followiag sgill.areas  visual, auditory, .

- mpton,'thfnking.and TYea oning,;ﬁéégoyexin 7and exploring, and

"~ English. langzzgeLsﬂiéé'ttr‘ &i. -0ra comumaﬂon ‘Precedes réading

‘f’dig}tting—in,the’F&Esc-aﬂd‘S‘coﬁd:Grades, ‘The responsibility.

ﬂﬁﬁgamfiidétéon'is on. the-tg r-¢ather Ehdn on specified texts.

Gréde:ﬁbéﬁonént-{&?thé mo&ellsezwes .as a trangition,
528 jastandard curricula to the ‘unique

e e T oiee 0 D




"—-- . --#-.- The model stresses_a high degree of adult-child contact,

= - ©  Teachers and aides are constant language models, assiiring the

’ child he can succeed and reinforcing him with recogdition and )

praise. Kindergarten classes are usually'oivided into three or

. " four groups, with the teacher and aide working with one group

- _ ‘while the other groups work Lndependently. All groups cover. the
same matérial, but those progres§1ng more rapidly are given ex~’

- panded materlals. In the F1rst and’ Second Grade classes, the
teacher presents a lesson to thé whole group with v1sual aids .and

O

with enr1chment daterlals based on the lesson.,

. \ ’
0pt1ma1 stafflng 1ncludes a blllngual teacher skilled in the
methodology of second ~language teaching and a bilingual aide.in
each ¢lassroom, aff development coordinator_and evaluation
T . --- - activities are also regglred of local project_. staﬁfV”MStaff_de~ ——
. velopment aimed at continuous professlonal development of dis-
T T—trid teacherswand_admlnlstrators_ls_a_supportlng_component—of
' the model.. Summer training workshops for local Staff Development
“ Coordinators result in ongoing tra1n1ng and assistance’at the
T project site. SEDL has deslgned a series of training todules
o that include manuals,. v1deo tapes, and fllmstrlps to 'help teach-
‘ers implement curriculum materials in'a way consistent w1th the
cultural and linguistic needs of the child. . .

The model seeks to agcelerate) the child's success at school

by encouraglng a pos1t1ve expectatiion of achievement .in ‘the
N parent, .and parents are ‘invited- td. take part in -classroom ac- -
' t1vit1es. Parent 1nvolvement ‘is

u

S - reififorce the child's Klndergarten xperignce. »
Lt S Durlng the’ past three years, the.model has been ‘modified
) and 1mproved on the basis of pupil’ progréss reports, tedcher
feedback and other formatlve evaluatlon data.

=% - - —. - B e e —_— - .- R - - - -
T - * A ~
-

. s B s b
. e o . . . i
e T SR 3 . Lo .
- .

- EVeﬁ'though th1s _model was represented in the evaluatlon by

e B . . L.
o, L

\ only one progect’ln the T969 71 perlod it deserves spec1a1 Atgen~

"=~ books, and then the children work in small groups or as 1nd1v1duals,

’ Summar§wof Effects__”““ S
/ o S

egarded as essential, andceev_ e e i




- . ., - -

,favoring results. ‘ - . T '.'L-f;—;. -
N ! ] - Fea .-
~ N

~’I,'1'§'i's project is located in, a large eastern clty. The Follow RS '_;

% ¥ i .

Through classfooms were both'racially and éthnically m:';xed._..uAt ¢

-

- the end of-two years, the Follow Through puplls shOWed s1gn1f1-f“—— 1{ o

q.;«?"v -
- - -

cantly supei‘lor perfdrmance on the measure of overall Achievement,

R RTL a .

it .--'.. -
7 —— = = e —— e -

—- . -.-the Wide Range Achlevement Test, the test of Quant1tat1ve Skilis, ' -

1 <. R

| ) - and the measure of Readlng Skllls. B o T

e e

’

Y
Generallzatlons about this model must be tempered, of course,

e+

by the fact of only a.single ‘project in the eval&atlon. The w
e o . A
' currlcular approach however, 1s 1ntended to be especiallynwell

- ’

su1ted to pup11s for whom English is not the f1‘rst~ -language.
A .

P

. - R ]
. Thus, despite ~the "limited ev1dence of impacty the approach <
: B et . . cor Lo . H
warrants attention in this paper. : _ , o -
. ) e

. . S AP

O

" N ' : « . 2 ’ ’ S

e LIV Prelimlmary Flndlngs From Work In"Progress Y
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.~

;7 « Dr. John Emrlck and colleague,s at SRI are, undertaking -some
‘, L -~ P 2 4 '\t . -

e, K addltlonal analyses of Follow Through data fro:n 197 (’l_.,72 in an "[, .

. o scores. of p,upi'l ach1eveme‘r_1t in read;ng ~andjmathemat cs.'-_f. This-; ’3. .

+ . . !

work, wh1ch is st111 prellmlnary and not yet ready for puinc : [

»

s

<3 reporting, 1s part of :a longer- termaeffort to 1de71t1f.y teache

£n e - LSS »\ RN
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The f1nd1ngs are subJect to rev1s1on pending further ana}yses

-

and. ref1nement of xhe analyt1c model Nevertheless, an overview ’

~ . . .

of the design logic, the measures and variables involved, the -

proceaure fotlowed, and preliminary results is approprlate-for -

- . - -

‘it suggests means by “which "new" 1nstructlonal approaches might

. be synthesized from a subset of 1 Follow Through approaches that

- e —

have been part of the longitudinal evaluation for some time.t

° ¢ . .
e Emrick's work is based‘on a sample ‘of 12-planned variations

represented~in 12 Foilow Through 1ocatlons The-sample was re-—

str1cted to data “collected during. the 1971-72 school year, and

w

* 1ncludes 42 kindergarten-classrooms and 30 first grade classrooms.

from schools which did not offer kindergarten,
The‘sponéored planned variations for kindergarten classrooms
are Far West‘Laboratory, Univers1ty of Kansas, High/Scope Edu--

cafional Research Foundation, Educatlon Development Center. Unl-

ve€§ity of Pittsburgh, Interdepéﬁdent Learn1ng Model, and South:

west Education Development Laboratory.» The sponsored models for

entering first grade classrooms. are University of AxiZQna,'Bank

Street College of Education, University of Georgia,:gniuereitfaoﬁ
v Oﬁegon; and University of Florida. ) S kY
The,design‘logid involves a cémponents of variance\hnalps}s S
of postrtest scores in'terms of both pretest and proees;\dataé\

' | \ .
L P ; S ey f wen o Tt A ¢
AV | AR BT / 4 S
cf Al ‘ e ! F: , . - 4 .
© . .. . B, Measures and Variables \
.. j,‘ Data cbllected on 42 k1ndbrgarten and, tering f1rst grade
AP ’ . - / - ,,-‘4 "_ - /,'«’(' s N _,a/’ .




Enterlngéor basellne test. performance obtalned in Fall )
N « - i’ ) © et - . -
These measures'feflected the incoming academic abilities

4 N -

ample classrooms ln .areas of mathematics and verbal skills

o ;:: Wide Range Achievement Test, the Peabody Picture Vocabulary Test,

* l

- ~ v

i , andrthe Pre-School Inventory.' ) R ' .

; ) ';" 2. Classroom obserwvation protocols, which provide samples of

classroom'organization, resources’ and utilization,‘curriculum
! . - ‘ . : .
43 o and emphasis, and teaching style. The SRI Classroom Observation .

SO ‘:instrument and'procedpre are'described in greater detail elsewhere ‘/i

” * .

L) 4 N .

L (see especially Stallings, 1973)

3; Year-end test performance of ‘these classrooms, obtained

in’ Spring 1972 Again, measures of academic abilities in read-

ing and mathematics were obtained this.. time}éf the 1970 Metro-

e ~~~,_ - — e e e - Ty -

politan Achievement Test: " - ' . ' : S

AT TIT TN

HRLgawly

/‘ ' [ N ’ » l
C. Procedure . s ” - ;

) ;; The/procedure Emrick embloyed to ejﬂluate the research modéel R
‘ '.'.,_. ) . oy A . - . o,
'waslmultipleiregression analysis. The first step inVOlvedcthe

[l

development of operationally deflned repfesentatlves of -variables

et

. e/ v L
in the basic mo?el. This model is as follows: ., . .. ,
. . ’ : 7 )

. -~
Y . . . >




. APTITUDE’ ' INSTRUCTIONAL PROCESS =~ _RESULTS . °
: 7 .
) C | Motivation | ‘ T
' Pupil. " i ; )
‘ ‘ ) Opportunity
/ \ " ,
. Pupil . T (; +  Pupil
Ability ‘ » Y N Outcomes
: Structire and . i
s Placement . .
' ‘ ) : Instructional . /
Teacher — efficiency :
Instructional : , .
B . Events
gu— '&"'_”‘——-v—‘" 1/ M -

The 1og1ca1 and operat10na1 definition of these components are -

. as folloWs. . : : ' g .

P

'NAbilitif- A construct, used to reflect the basic incoming skills

%resent in a classroon grouping of‘pupils. This varfable‘consists ’ (/
- of-avsingle sun of WRAT, PPVT: and PSI total scores, evereged at
' . ‘Q. the cldssroom 1eve1.‘ o F ‘ . t /ﬂ
ﬁng Mot1vat10n-~!§ construct usedﬂto reflect the punelis“tendenc& .

to engag7/ n’learnlng act1v1t1es when opportunlty exists. Sincé .

. motlvaﬁlon is generally‘a consequence or éunctlon of external mo=-

H
:

tlvators (e g., praise; encouragement), the construct is. def1ned

e i /.-

t1n this study as the relative incidence of teacher praise and en- .
o LI . ) '
R " V . « 5 4 /
-+ couragement for general and.'specific pupil behaviors in relatively )
. - : & N R .
- Marrow éctivity ranges, . ) / ‘ R /
i : s - . /
; e ¢
’ / . LR [ / ' + 1 l ’ - /
PRI P PR - 178 -
- i * ;
i " / -




Opportunity~-~ A construct designed 'to describe the relative

.

proportion of classroom activities which are directly,relétive to

.

[

v criterion variables. ' This var1ab1e is defined as the frequency
- . / .

>

of overall observations in which the dog}nant classroom theme (or/

—

teacher behavior) involved mathematics or reading-activities, ---, -

Q ’ o :
. ) Structure and Placement-~ A construct designed to reflect the
. — . i

extent to which the teacher's strateéy or method involved differ-

s PR 4,«_..__.,_, - —— o .

ent1at10n and 1nd1v1duallzat10n of'pupil 1nstruct10n. This vari-

, .
. gble is defined as the sum of observed occurrenees of (1) situa- _

- tions other than large-group instruction by the teacher; (2)
- . Ty ) .

Y

. N . - - / .
Ce teachers, aides and volunteers working with individual children
. 7/

*on“academic SﬁbjeCtS*_fﬂ)—the relative use eé—aeaéemie—maEerialsT

such as books, t%aching materials, etc,, fo: mathematics, reading,
. ~<’f v .
. . ‘and soc1a1 studles, andﬁm4) the relatlve occurence of ch11dren
‘ -, . .
- working without adult assistance on academicjtasks'(e.g., work~
- Y '\. . ~ .

bOOkS) . ) ,, - _ A ;;“

. . 5\
' .

. s . . ) B 4

Instructional Events-~ This/dimension reflects the relative
P * . . -

n/‘ -

incidence of teacher/pupil instructional interactions., This .
/ 17 vatiable is»det}nea as the obsetVed incidence of puéiluresponses
‘ . .
to teacher-preSeqted %ésu@s (geﬁeraily academie), the extent. of
{ ’ , . .
teacher feedback and acknpwleégement to JtHese reepopaes,(whether
. . .

SR academlc issue or” general issue), and the ge?eral pattenn.and
fz o / L 7'

s

These variables; as defined above, w e each summarlzed as

'
\
|
\
l
T

EMC “ . (3190 R

[ = . ; . . po . - : ;. . <

frequency of teacher‘acknowledgement of pupil task related/activ1ty.‘

.\
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- measures - §pr1ng classroom performance on standardlzed achieves
N :

c'

LTRSS

oA

ment tests éyAT) -- were then regressed on these predlctor varia=-

-

bles undetr three models: ] - K . N

,oa . @ . . .o -
l. Process Determinants, oxr- the regression of criterion } i

_ __ _ scores on the four prodéSs.dimensions.

e 2 o

VT et —r b e
2, Ability Determlnants,‘*or the regression of eriterion” .~ -,

. . ~

=

" “scores on-prefscores-alone.m: )

.
. , . -
< - o N
[

N . '
.

T e e 37 Tota‘l”ExplanatI‘OIT,—Or the—re?,re—SSLQnJlf_.rlterlon scores i

on all five variables (process and epility scores). S ) :

, o

oy

The total variance represented in the criterion dimension can ¢
be viewed as consisting of four components: . R g

LN

2 . . ‘

e—uniquely due to 1ncom1ng abillty of the pupiLs~ «.
- \

- o~ .
_— -

o
7 T va

. P § . - :’:ﬁ ..._1__;*4\'.‘ 'r\’
_(i.e., 1ndependent of what teachérs‘do). \: ) ‘7

any 4% @. -
R 2.7 V idnce uni ouely due to classroom and teacher varlabies coro

» - ~

(XS

. (i.e independent of ability-factors of the pupilsl. ! .
S ' . 3. Shared ability and procéss vériance,‘of that variance

o S which could be due .to process or ablllty, since it overlaps.
;’.- e R

L X C 4, Error, or”unexplalned varlance.

- . : H

~

'

’ ’ <
3 A\ :“ 2 G a/ ° . R i ) 4 . ..
. ..,\/?’ Thus, the coﬁponents of v'riance are gonceived as, follows: )

. -
-~ .

; /
%_; 7} T%éel varlance explalned Multlple correlatlon coeffi-

fent sqﬂared (Rz) when a11 predlctor

. s 7 4 L 4‘« .

S L 2. Vériahce due to error = (100) = (Total #riance explained) Y

2‘,? -3, 'Varlance due tb pup11 ab111ty = (Total v éénée explained)
Lk‘ (V;rianCe explatned by classroom and teacher

variablés are employed.

18

rocess variables). : i;

. ! * . .

3 /( - b, Varlance due to process varlables = (Total varlance exw ' %;

N . /' ; . ; L . ' .
HE ' s o F-. . c. : SR

°

~
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- .
P L4

o p1a1ned) (Variance e%plained by pupil abrlrty nariables).‘ B

A ‘

. “:3 L. ’5. Variance shared by’ pup11 ability and classroom process = -
» ‘ - ‘. ~ N ‘
Crotal variance explaLned ) ﬁ;_QVarlance due to pupll ablllty) + . -
' (Varlance due to classroom processl/ ' , .
N . - ‘o ) . e T - ¢ - B
. . . S - . ; ur:‘é ;" l_ . . . K
~ 'D. Overview of PreLiﬁinary~Resufﬁ§ = . . - =
. : - = '/ B . - - A B ) . S NS
3 o 1 I . ~ - M N
Al . . . - . { . N - ,‘7 \o

Slnce the’ analytyc model, as well as the results obta1ned ' -

> en v, . .

from 1ts appllcatlon, are stlll underg01ng review- and cr1t1c1sm,

7'. PR it would Aot be appxopriate at this time to*lmply re11ab1e f1nd-

- - .

.+ ings by reportingsthe statist}gal results in.detail. Some general
- ! e - M 9 - o 'A

st -
- . -

propo$itions can be proposed, however. =~ .,

-

S Descrlptlve sgatlstlcs (means and standard dev1at10ns) of

P - - T . * 3 14
. - ? . ab111ty, process, ana cr1ter10 var1ab1es from the klndergarteﬁ/ . I

b
y .-

and enterlng fldgt grade samp es show that the two groups were :

-~

. //reasonably:comparatle on th oprocess or 1nstructiona1 dimen31onS"E . )

- i, ) The test dlmen31ons; ey r,:reflect dlfferences between the tw; /f
) grade ;evels._ oy *T.’ ‘ - \? ) ]
. i ' 2. The rééréégio analyees for both classrodm grfups,suggest ' . //,.
©_ that netween 70% and 80% of the total variance in the erltéglon G .

. / o « s

méasgre ‘can be attributed to the combination of pupil ability,and

~ s
-~ ., . . _ B . — N ’
2 ; . . 1

0N

ihstructional process predictor variables, (Thus, 20% to 30% of . ‘
3 ’ ’ o . . R ’
° * ., . the varianEe is unexplained. or attributabreito Terror.") "." ‘ ,L
\ . . . ’ ! ' , -
// ._; . .‘. 3. Between 35%.and 45% oé the total/%arianee‘may Be ekplained
. LT a; shared_by tne pupil,ability and i truetidnal 5roces§;yarra51es. . .

-

A . * . - R




-/ . _
uniquely by the pupil ability variables.

v

S. About 25% of the total variance appears to be accounted

B

for un1que1y by the instruct10na1 process varlables.

If these prelimlnary findings withstand, cr1tica1 review and

further ana}yses, some 1mportant-theoretica1 and practical im~-

piications may be derived from them. .
. 1 y .
. Although about half of the criterion variance appears

attributable to pupils' "incoming' ability, a substantial increase

» . )

--perhaps 25%--in criterion variance explanation appears possible

;igh some knowledge of instructional dimensions.

.r~Instructional process dimensions appear to have.greater
. s‘ )

prediétIVé value at these entering grade levels than does pupil
abili%? alone. This finding, if conflrmed, challenges the belief

that antecedent variables are the dominant predictors of class-

\

" room outcomes. In 1ay terms, this finding says that what teachers

do and how effectively tney do it makes a very important difference.

In test Score terms, it suggests that--other thing§ being.equal--

3
3

room instruction may .produce average classroom achievement test
-~
& O

—

scores that are well more than one standard deviation above those

of teachers who are least effective and efficient.

- . /
¢ , 3
.

4, About 10% of the totalivarianceﬁappears to be accounted for

. p )
teachers who are most effective and efficient in conducting class~
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. tive aﬁﬁfoaches from the'public school syétem, they are facing the

. problems all new sthools face as they strive to discover their cen-
: sy :

-

~

4

schools are confronted with the issue of how to improve the curri-

. . /
culum and the relevancy of what

tral purposes. They are adjusting to the newness of the school they

’
.Like all American public schools, Native AmFrican controlled

A

-

A NEW CURRICULUM DESIGH

FOR NATIVE AMERICAN SCHOOLS

by
. t
Don Sharpes

Virginia Polytechnic Institute

Blacksburg, Virginia

|

is taught. 1In ‘the effort to be

- ' a ]
control, while resolving what it means to be g Native American.

F how
to identify with and be distinctly Native American, and how tjo be-

come educated to cope with the modern.

- . n % “ e , B
Every man and woman is educated in dnd through his own culture.
There is no generally systematized Native American school s

. . 4 s R r
through which a specific curriculum for Native Americans can be
. * !

i

" The problem in curriculum development, then, is two-fold

v

A ]
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different and distinct as Native Americans, and yet to use innova-

-

world. To be eQuéateg without
addressing khe question of Background and ancestry is insifficient.

W-
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» . ' ) / -
: L1 ) i / .
transmitted, ahd within whic Native American children and youth..;' )
can-identify: - S ‘ - o

In thil/ﬁ:;;:‘l would like to discuss briefly fi?st th; issue
;f thelyative American i&gntity question and how i£ relates to the-
currfculum itself for Native Americans. I would like to:;uggest a
'l}ample outline—of a Native American school curiiéulum: and qho; hoy
' “it can maintain flexibility by a program AEICb%rdinatioh qiéh a

curriculum committee, the school board, and its affilitated Coalition.

v

- Cultural Identity and the Curriculum s
K‘
The school itself can'be the formal prganizétion through which
a tribe or nation seeks to redefine itself, Cultﬁrally, there are *r . (

»

seQeral elements each school can seek to preserve by.writings, photo-
graphs, and illustrations:- its language, its pasty its family ﬁ%éc-
- . “- : b
tices (including sex and games), .its beliefs.
s . .

] ~

“For example, the eld&rs of the tribe can speak what they know

-

into records that can later be transcribed and edited into books the
tribe sponsors and distributes in its own name. The Alabama Creeks,

for exampie, have nearly completed this process. The important pdint
’ . T, ' PN
is unless such tribal dqcumentation already exists, it is crucial

LN

that it become a part-of'the school curriculum each young Native

American looks to for his past and,culturdl heritage.

R 4 L4

The current cultural quest is not only a confrontation with

Western Civilization and its culture.' It is also a continual gearch .

»

for its own. Few civilizafgons can survive 1ldng on oral tradition,

even though Q?e oral tradition'gpst élways remaih an important link
\ o . _
in any cultural transmission ?hain. What 1is important to the tribe :
j .
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~must be documented so that a record exists for presenf,andxfuture

" just a few individuals willing to,write, .

,/l

-

. . . - . ; /s -!
generations to inherit and cherish. ‘ . .

. P . . .
The perennial crisis bétween young and otd is nof| necessarily
3

L] /

a cultural problem. It is.not as critical a$ the i@enkiffcacion of.

. v 0

s - . 1 N
important cultural aspects that the young must know if|they are to

] ’ N C
pass on the cultural fullness of people. The young‘will nearly al-

vays be different in the popular sense in ideas, dress; language

and music, What is important is that the young have a 'culture to
- - ¥

.

learn even if they leave howe and move away, That- can ‘only happen
R .
if,  while away, they can re-experience the' culture—iztheir private
-~ :

lives through readings. The writinf itself enriches:thg culture as

does the reading about g culture's history. ‘ . ) ¢ /

-

I believe that the first priority in cqrriculum;fqﬁ.lndian con~

trolled schools is the writing and publication of a seriés of com~

prehensive books, by the tribe, .explaning the eleﬁents of the tribe

.
or nation -it considers to'be a most crucial for the young Mo know.
!
. \" ,
The project Sught to be a combined effort of the whole tribe, not
. Lo

2. .
i i

- o
The importance of this effort is that théseg?oeks become the
. / l
L) /
basis for a cultural foundations program for/Qhe curriculu\ of the

¢

. : ' \
school, and the guiding principles for futu7é curriculum development.

v . ,

"Ehe project, cannot be haphazard. A generaL/outiine of some\offthe
' N .o ' \

important features might look like this: !
-

L. Desq;;ptibn of the Family
’ a) role- of father and mother

b) rolé of children towards patvents . \
c) role of older children to younger \ .
d) role of relatives to the family .o

e) relation of family to community
/




2. Description of Tribal Community - . .

S 4 _a) role of elders and leaders . . ,/(
b) tribal activities * , . N
) g)//czremonial functions B . .
_ - marriages and burials o s

" .7 .. 3. The Relationship of One Tribe .to Another ’ ///

’ a) .oaths between tribes ' / '

: > b) treaties and agreements ‘ .

" ¢) " cooperative ventures ) co .
. v

Besides the more general and historical descriptions of_the

'trih;, specific descriptions might include everyday activities such

. as the importance of food. Topics written about could include: its

preparation, choices of food, some kinds of food also used as cloth-

)

’ y ~

ing, sacred foods, certain foods for tertain kinds of activiqies--

4 t
’

before battle for instance. -I-discuss this eiample in more detail
later in-this paper. o

Assuming that/ each tribe possesses a modest but perhaps incom-

plete account of its culture and history, the next step is to insure

.

) ! .
that it becomes the basis for the school's curriculum. The two pro-

!

! .
jects can proceed together simultaneously but they must be coordina-

- ted. One possible approach is through a thematic development in the

traditioral social studies, whereby units could include. law and ‘

governance of Native American affairs, the family, modes f educa-

tion, food gathering and eating practices, and beliefs and sacred

]

practices.. Through the documentation of its cultu;e, the tribe can
t

IR L)

engage in the process of revitalizing iés youth with the force of
. <

its past roots. . .
Each tribe, as a part of .its cultural documentation, can record

o~

how the environment or natyre influence the mribe and what it 1is -

»

. and has beeh. What, for example, has been the influenCe of the wind

on the tribe? Perhaps it holds a spirit \meaning. Has the wind been

>
- ’ ‘

- 18&1("’7 .

!
é
E
|
|
i
|
g
|
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,! ' T T F ST i . ,
meant dust stgfm which led to migrations? What is the importance
- ; . of water to-the- tribe and tribal history? Is there any special sig-ﬂ
i nificance/ to water to ceremonial functions? Is water plentiful or . *
~
in shory supply? How is water stored? Where is it stored? How is .
. ' ) g
. it carried over great .distances? Are there special minerals that
are important to tribal hidtory? Are they used practically or are ..
& o - .
they ornaments? How has turquoise been used, and why has it become
a symbol more ‘than others of the Native American image?
7 - )
) Whatever the tribe or nation considers important needs documen=~
tation, Some of the more specific items that each tribe can record
g for itself in the detailing of its history are:
v -
w - \ », - . .
> 1) The manner in which the individual as a child acquires the
culture of the tribe L
- ) - ‘-
2) changes in the group life which occur as a result of adap~ 4
tations from other cultures. (For example,.if on2 tribe . %
. interacts because it lives close to another trife, what o
) ! specific elements of that tribe's culture.help Qo form its %
) culture). . I A
LI SRR PR JF SR '
‘ 3) how one becomes a member of an imdividual‘group within the
\ tribe. If there are social groups within the tribe, how
\ . does a man or woman join? -
\ , 4) what d4s—the-process by which a young. person assumes manhood
i or womanhood in the tribe?
- .
\ 4 - .
\ 5) ~what is the role of elders, and at what approximate age does
| one become an elder? ' . -
% . -~
\ . A . .
\ In effect, what the Native American must do is construct his own
4 .
anthropology, taking:rupon himself the task of revising what is essen-
tial to suit his purposes. If he finds the current stage of anthro-
pologyhas now taught in the colleges and universities repugnant to
‘ . # .
him, his goal will be to take.what he finds critical to his own inter-
prngtion»bf his History.and life and to begin recording that for
o
- ERIC ' 187 - : .
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favorable to the rotation of crops and food production?

Has it




<

ks

his future posterity and for use in his controlled schoolsg. Ehe :

objective is ‘to begin the debelopment of a history and‘study of
. L o L
his! language, culture, mores, customs, behaviors and beliefs that

he finds acceptable, principally because his hand is on it, - ?
Beyond that hisKrecord of his affairs can begin'to=project.

the valuee of the culture he knows,.has inherited, and -plans to

trensmit to his young. )

It may be'important to distinguish what is important in the

national sense of hiq'tribe from what is important to himself as a

Native Americén as a part of that Native American culture. For ex-

Agsumptions About Curriculym Planning for Native American Schools

ample, the culture may be defined as pueblo, or plains hunters; or

northwest coast, and yet within that grouping there are scores of in-

v

dividual tribes or nation;. It may not be important to logically

describe subgroups, but ne;értheless the issue of tribe or nation
as apart from geographic culture will likely- have to be defined.
The fact remains that if the Natilve American is tired of being

studied by anthropologists it is time that he begin to study himself

more fully’and to document his own case histories and stories. Clear~
ly, it is the basis for his own curriculum development in his own -
school. A culture is the way people live, The Native American today
needs to describe for himself how he 1lives that future generations;

»

of Native Ankricans can, do 1ustice to the culture they will inherit. i

‘.
L4
\

t ]

I plan to make several assumptions about curriculum planning for
Native American schools prior to designing a curriculum package,

The first assumption is that the curriculum for Native Americans

’
.
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éhiiéren

.

is constructed around the motivdtion and-irterest of the

.
\

and youth the curriculum is supposed to serve.

The second assumption is that the central role of the curri-
culum is to develop the children's capacities to learn how td learm.

The third assumption is that grading and evaluation be based

on individual competencies and performancé and not grade levels or /4
* - -
/

v

age.levels,

. ) / ' \
The fourth-assumption is that the total curriculum be environ-

* mentally oriented. : ~ ' .
. ‘ b
. 3 . ‘ .
The fifth assumption is that the teacher is to be a part of a
totally integrated curriculum planning and teaching' team.
} " . ‘
Let's analyze each of these assumptions in more detail,

.
3

Motivation and Interest

¥
\

i

One of the more important objectives is tb develop a liking
for learning in all the. children and youth., Liking iearning is not
o . , N )
necessarily liking schooling. The school can recruit teachers who

genuinely have, a forndness and warmth for the children and' who have

‘

a rich sense of humor. The best tactic for téachers is to give the

- » .

students feelings of continually rising sense of accomplishmenf by

1
. , v,

arranging tasks so that they can master them, and by making sufé:;

1
{ .

-,

they recognize and succeed in their goals. The work does not as é‘
rgsult have- to be easy, but it must be meaningful to the student and

challenging, All teaching techniques will not consequently succeed

with all kinds of students. It may be important to sift the high

achieverent ahd high ability students from those with low achieve-

~

ment aspirations and low ability.
F ‘ o -~ 189 ~
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Developing the Capacity to Learn How to Learn

fhe object'of this goal is npt‘only to encourage a student at. ’
whatever age to change his 5ehavior as a resd%t of experience, but
also to enjquehanging his habits to want to learn more. This as- .
sumﬁtion or principle imbedded in the design ot curriculum planning
is not repeated acts of memorization. "It is more closely _associat~

ed with the ided that certain kinds of behavioral activity will tend

to broaden a child's capacity and willingness to want to learn,
)

'Grading Based on Individual Performance
>~

What follows from transfdrming individuyal characteristics by .

-
varying the learning situations, is that grading and evaluation can~
not necessarily be standardized Consequently, merely improving . |
L

scores through continual practice is not the goal, It is not just

the development of a new response that is central, but the inter-

will be usefu] in future responses.

fivironment as the Total Curriculum Theme
- g N

The North Anerican Native has a.deep and abiding reverence for

all of nature, and living things. He‘is patient with the living

-

earth and knows\that it cannot be technologically disturbed with-

out damage. That sense of mysgtery and love tnft has so permeated the

Native American past ought to be ‘the tentral core of the whole scﬂobl' p




curriculum. It ought to be the focus around which all else is

. )

grouped. Once the task is largely finished on documenting the his-

- - hd

tory of the tribe, much of that can be used to furthet the‘énvironT

mental studies:
Social studies in particular can be an investigation between
the natural environment and the man-made environment. Examples can

& . .
be: the food chain, states of energy, the animal world, and so on.
. * I
The point is the tradition of the Native American has always been

the environment. It is even more important that it continue to be

the focal point of Native American learning in the future,

-

The Differentiated and Integrated Teacher

-

As a part of the new-design for—Native American schools, the . s '3

teacher in the new scheme of things must be instructionally compe-~

- >

Al N

tent and differentiated actording o teaching abilities, while as

the same time be coordinated as a part of an integrated curriculum
r)

planning team. Thé organization of this team will be described

L P R

later. ) :
I make no pretense about attempting to equaté the goodness or
. . .

‘the quality of NatiQe American schools to each other or to any otheé’
school's system. What I propose is a curriculum design that makes
cerPain assumptions about_the purposes of education for Native Amer-
icans. . .,

I assume, for example, that it will be the decision of Ehe, .
school board or thé tribal council to educate boys and girls separ-

ately or together. The fact that boys and girls have been apportion-

ed to different curriculums in the past will weigh in that decision.

-

‘ (20
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Schools are for the education of the young, not necessarily exclus-

ive, but primarily., Schools exist in order that the‘chil4ren-h;vg~ﬂ

something in the culture to be transmitted. There are ways in which - .-
L S .

- the culture can identify the physical, emotional, and intellectual

- maturity of the children and youth, so that the culture or tribe can.

- know when the process of schooling is ended.

\‘ I assume that the schools will not be simply vestiges;bﬁathe

y " former Bureau schools or replicas of traditional American schools, '

Schools will be supportive of the Native American way of life,i;nd-

stress Native American life roles. Teachers chosen for teachin§

roles in the séhools will be representative of life rolés-the Native E .

v

- Aﬁericans consider culturally important, whether that be.agriqulﬁugg,‘

religion, hunting, crafts-making, art or whafever. The school will

be a8 form of preparation for life, although not entirely. And,” -

lastly, that the process of Native rican schooling will last frdﬁ N
A\ < , - .

/ the early years until some point in adolescence,

/ . ‘ -

Psychological Suggestions for a Native American Curriculum

There are scores of ways the ﬁgtive American ghild can learn
hopefully not become centers of puniéhments and rewards, where the
rules of order and the curriculum have become hopelessly entangled.
'The traditional school system in America constitutes a lack of social
consciousness about the‘aims of eduycation, other than that everyoné

ought to have as much as possible.

t
|
:
i
:
|
x
|
t about his culture, and other cultures. Native American schools will
|
4
F Some of the ways in which children can learn are through the-

, following: RE .

DA
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! * by muscular or psychomotor association, A Native Ameritan

child who executes,ka large numpgr of ceremonial movements while he

. is learning tribal ‘traditions through ceremonies will tend to re-

- *

member the traditions well if he engages in the complex series of

movements himself. Going through the movements of learning some-
N ¢
thing is one of the strongest forms of memory association, ,

> ) * by deng. When .a child is taught the complex performances

-
- . -

a%gbciqped with fishing, he learns best by actually doing in con-

.

junction with the. instructor; for example in readying the fishing ,

»

equipment, baiting.the hook (or readying the spear)., and stalking

and catching the fish.

* by symbolic associipion. The dégplay‘égjsymbolic.emblems
- . =

v N 5
throughout the school should represent the best in the culture. The

* 0

child ought also to be led to the actual places where the history

of his tribe has occurred, to observe first~hand Ehe geographic
) ~

locations his people hold dear.
N N\

* by drématization. Acting out is a ‘strong form of cultural T

learning. Theré’are simply scores of traditional steries in every’

.

tribe and culture which tell about its past. Storytelling can be a

3 -
- .

prelude to dramatization., Pantomime is another rich source of dra-

0 N .

matic acting. Children can perform for each other, and act out the ,
-

rich lore‘of the tribe and culture.

.

‘ * by trials, It is often painful to learn. Although the Na-
tive American curriculum should not be an,&ndurance contest, there
will likely be units of the curriculum that require exhibitions of

endurance or skill in physical trials. In the modern sense, the use

of a physical trial to help the young man prove himself to the tribe

Q . 7 . .
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© may se,em'primitive, ne.verthelees, if ‘the éulture streeaes the nec=-

= _essit'y of gome form of trial for both the young man and young woman, .,

L. ¢

. ! there should be provision in the curriculum for sufficient prepara-* -

v - LI -y

R

“. ) tion (if- preparation is a part of the trial). ‘ 5 i / <
* P_x_ art., '?his i.s not to‘s:a‘y that this'is to( be art eduta- N » 5"’

. - tion. Education by ar't- and through a’r\t 1s -not educat'ion fi_n-art.' . 4
Ch\ildren and youth can learn whatever' processes or content is rele- * o

. vant when the§ physically manip'ulate 'a paint brush, a mueica‘l. in-: . :

K t » -

" ' gtrument, a pen, or clay, or. any form of art'isticéfngtrument. " At all
Lkl . - ;- R d

s
- -

Mcoat“a/,/the Native Amricau\f}hool and curriculum '.must avoid the .

rae

- blackboard paralysie of the American school syetem, ‘apd experiment

- T with alt’arnative ways of helping~ ‘the children learn. ‘ - )

o7 , . e ]
The Developmént of a New Curiiculum Design .
- ’. R v . N - . ) !

-

N . All course offerings will emphasize the environment and its
. R .

. ¢

importance to the modern day Native American as well as the Indian

T . .of the past. Thue, t'hel total curriculum will congist of elements

which stress sthe following. w T
* the protection of’1ife, health, and living . .
" % the sequring of a living
. * the securing of learning (education in the formal sense not-,
N - withstanding) - .
. \ o, ¥ expressing emotions and beliefs -

® * working in groups (the development of social and civic re- .
’ sponsibilities) ~ . ‘ ‘

L

i

The total curriculum package is an aid in the development of

meaning for the Native American within the nati(re tribal culture,
. , A

, and the total Native American context. It is supposed to be a widen-

3 N . ~ .
o

ing of experiences for the school aged Native American to permit him

™to come to grips with-the two worlds of the Indian.and non’-iIndia'n.

L, - 19 - ' Coe _ :
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There are somg more impdxtant parts.of the environment .that

-~

contemporary Nativé Americans can concern-themseives with that I

. o . .
would like to mentdon here. It will not be possible*to catalogue a .

o

: :, ) < . . -
complete*curriculum guille for all Native American schools, but it
: ! , ) .

is sossibla to sketch some detail of wﬁ%t‘that'type of education
: . -
for the young:Native American ought to ber - '

N Although the genefél theme of the curriculum I am suggesting

. ' [3 ~
is environment, thgt does not mean that that is limited to solely

the natﬁral, nénhuman world of floraléna fauna. The point is that

the child learn the interactive aspect/of the world with himself

-

and -others.

But he should also learn not only th€ nature and extent of the

’
.

world around him and his relatjion to it, but also the peculiar values

~
.

of that nature that the tribe .has intuited. The world of flora and

fauna and weather have peculiar features in gifferent parts of the

. 2
country and the meaning each tribe, places on‘weather, for‘example,

.

. can profoundly affect the values the child learns., Different tribes

’

have dances- for the eagle, the coyote, the deer, the buffalo and the

ceremonies surrounding the hunt, the capture, and the delebration of

the tribe's victory. The child should learn the spirit meaning of

.
s

the different#nimals,

It may also be necessary for the tribe to document and prepare

>

its culture for the childrenfs leatning. For example, how does the —
tribe view itsglf,in relation to the rest of the world, even other

. . C
Native American groups? Is the tribe like a flower in nature that

- B EY -

acts in harmony with other natural -things? Does it view itself as

-

_isolated from the rest of the wgrld, even other Native Americans?

. pAg
[ 5 . /
i b oL d
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Is itjexpansive in relation to'its orientation to other groups, or
. contractual, drawing'in and resisting notiona‘of any chanEE? Does'
. it make attempts to extend coqiunication to other groups, whether
cr%pot Native American? 1Is it hostile or pacific in those relatioms:

,5:" ,é - ‘ - t ’
'dpekftﬁe tribe still divide the world into friends and enemies? How

does the tribe etand in relation to its past? Doaf it view itself .
as superior, or a part ;f a superior force? -

‘The answers to these kind of questions will help determine the
nature of the values to be transmitted about Eéz_znvironment and its

,attenaant curricular units,

v

-
-

For instance, one of the most difficult value questions Native

American schools will have to respond to is, Who owns the environ-’

’

ment? In one gense it is a frivolous question But in another it

- ~

goes to the heart of the differences between the Indian and non-Indian
cultures. In typical "American culture (which in many ways can

only be describéd in relation to another culture, and has little
generic features to distinguish it) land is bought,and sold as per-
sonal, How the Native American views the land can enrich not only

‘the Native culture,‘but perhaps the whole non-Indian as well, .

The. design of the.curriculum will coneist of several elements;
some principlee of organization, and the relationships between con=-
tent offerings., I propcae that the principle areae of curriculum de-
sign and principles of academic orientation be ;rouped around the
following: L

"1 Energy and Matter
This thematic grouping could consist of nnth, and the phy-
- 8ical and natural sciences, - 0l
* II Language and Culture. ‘

This thematic would allow for the teaching and learning of
* . language(s), the social sciences, and Indian 1ife and ways.

-r.‘-_.-—..v“.w—“ww.,..v...w,v.,..r..,w—",_..W.wv.ww..\‘._ﬁ_.__e.,..ﬂ_‘,‘wv‘__...".__......_.__.e_
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III Spirit and Life
This thematic allows for the development of art and litera-
ture, poetry, religion, and the spirit ways of the tribe.
. IV Law and Economics . -
This thematic will permit the development of ‘consumer skills
%“" : the roots of order (law), and managing money or other resour-
ces. : .
‘ V Physical Development and Health . ’
- : This thematic allows the school to develop the child's psy-
: chomotor skills and physical, emotional and mental health -
capabilities. i

» -

13

I believe that these five éeneral themes or patterns of the

total curriculum will help preserve thenbest of the traditiénal Amer-

ican school curriculum, while allowing for the introduction of dis~ - -
- - : -7 T » ‘. ~
tinctly Native American content offerings. Within the general con-

‘ gk'text of "the environment, these five broad areas can provide an inte~
L] - ‘

'.. o, G
grated and unified approach g most®conceivable content areas or sub- ¢
jects planned.

-~ .
For those schools that already haye a curriculum which has been
;e R . . . p

nearly'literally assumed from the traditiomal school, the planming '
necessary to make tﬂg ad justment a new cdrricdlﬁm will require the
ghme‘kind of transition a new Nafive American school would. Five
broadréreés can érovide a framehork for curriculum ofganizatién for
any school.'

iﬁese éreas cén be given sequehtially over long periodj Qf.tiueﬁ .

14
several years for example; or, .they can be .given intensively, for

v

! - i
example one’ year at a time. The way in which time .and the curriculum

. interact ought to be a issue of prolonged.debate. The assumption

should not necessarily be that each unit or broad concept area be ~ "
. . ¥
' '4 ) - /\
given equal treatment or be taught for the same lengthl of time. .
L4 Y - - ,

“

& Y, “ N '
The five broad concept dreas are ways of organizingthe.know- .

} ledges to be taught and learned. They are also ways ini@hich the .
| .




. culture and Native Americatr history can be absorbed. They are not

4 -

necessatily'a grouping or set of skills necessar& for making a

rt

living, In that sense they are not épeciéica11§ vocational,

4 Ov / 7 . .?;
: ! . )
Example of a Teaching-Léarning Unit : Y
{ £l “ )

-~

Assuming the environment as the central theme, let's take an

example of ﬁhat a curricular unit ﬁight look like in the.general -

T |
' area of Energy and Matter. This broad area could lencompass the

¢ ' basic skills of math,”and the physical and natural sciences. But
.its principal objective would be in the appljcation of the use.of

those basic skills in éofbiﬁg problems in the broad area of Energy

- = - . ¢ -
_and Matter. ! ' £ -
- {

A typical unit, or series of units, might look like this:

I Food from the Land
arable. lands (cultlvatlon & use) -
- grazing lands
soils .
‘ . pasture and forest lands .
’ sources of food v
a)- produectivity
"b) methods of harvesting and storage .
c) processing and distributing (including
) (marketing and consumer acceptance)
. food from the sea - . ) .

] »’

ITI Water -

N pre¢ipitation and water tables -
water as power
estuaries and tides (for coastal Indiang)
- - fish spawnlng sites -
" methods of fishing and techniques

-

IITI Energy Resources s

industrial power and waste
- A\ fossil fuel§ (including coal and- 0il)
natural gas
O ToOA ‘t.:' solar energy ) N % |

>




could be accomplished with a built-in intergrated force, the eTviron-\‘

i}

»

nuclear energy - . i .

{ -
The mathematics component could be the use and application of

measuring skills to §olve problems associated with the environmpent

&
and its use. I submit.this could be done at all age or grade levels.
Y

< =

-

Students could find out -about their community land resources afnd in~

vestigate county or regional libraries to find out what info tion
(/ - .
is used in the determination of decisions abépt land use. and witer

use. Thus, a constant problem in curriculum design--integrati ne-

ment as the central curriculum emphasis.

This particular example of a curriculaé unit could further be
:differentiééed by sﬁowing how the land protects life and hinders it,
"how it secures a livigg, how it is a source of learning, how emo-
tions are expre;éed about it, etc., thus further ﬁelping to inte~

grate the relationship between the Native American child and his

4
native environment.

- - . .

’

The important point in ‘this development is that the. basic‘;kill,
mathematics forfexample,ldoes not itself become the subject to be - -

taught, rathér, a human environmental problem becomes the focus and

all traditionally_khown disciplines or subjg&ts are used as tools

to solve probiems. The 'broad area of Energy and Matter does not

itself- become 6pe sole subject to be‘knéwn, but the theme around

which curricular units the community desires essential to know cah

] -

be learned by the students. All of these broad areas, can be re~

3

vised as appropriate to accommodate the interests of  the tribal °

comminity.
N . R -
+ 4
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Instructional Innovatioﬂ: Differentiated Staffing
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Creating a totally new'an&‘integrated %urriculum for Native

baggage of a traditignal school curriculum,, In other words, Native

/
America\_;choqls have a unique opportunity!to do much of the ianova-

(
tive techniques many public elementary and secondary schools find

difficult to put into practice. There is no reason Native American

-
2

schools have to adopt wholesale all traditional practices, or resign

themselves into adopting the same instructional practices., Native

American schools can practice both théir own brand of curriculum
suitable for Native American children, while exparimenting with some
innovative techniques,

One such innovative practice is the %creation of entirely new .
personnel aud teaching practices., ' Native Ameﬁi}bn schools could
-adopt a system of differentiaced staffing whereby teachers, medicine
men, and comminity resource consu}cenge could together respond to -

the teaching needs of the school, While, for accreditation purposes

teachers wouid be mainly responsible for inétruction5 other ,community
Y
personnel, familiar with Indiam lore and background, could help in-

-

struct the teachers in the former ways of life of the tribe.

The system of allowing teachers, community leaders, such as
‘} ‘t
members of the tribal council 4nd project directors, to interact

.
.

flexibly 'with students, can be more productive and conductive to

L 3 L7
student learning than a fixed‘student-teacher ratio. But the key is
not cnly flexié%liﬂy for,}he staff, but purpose and design in the:

curriculum. - ’

A possible model for differentiated staffing for Native Ameri-

can schools could*qgneist of the following kinds of specialized




personnel: curriculum, media, research, testing and diagnosis,

~ .

guidance, and logistics. This panel of expérts could combine to form

'

an academic senate to supervise.the whole curricular and instruction~

- £
v

.al program of the school or systemi: The responsibilities of the ac-=

~, .

- -

ademic senate would be to.oversee the changes necessary to insure

-

student progress, and-to cépitalize n teaéri strengths and compe-

\

_— .
tencies. The concept of differentiated staffing recognizes that -

there are different teaching skills, and that some teachers possess

skills others don't have. Most schools have not committed themselves

to organize the school around differing teacher skills and capabili; .

ties,
. ) L. -
I would suggest that each school;haveﬁat least one master teach-

>

er, preferably Native American, who is_eleéted by teachers. This

. teacher would have knowledge and superior teaching skills of curri-

’
o

. " culum in more than one academic area, and of Native American culture,

.

N AY
A group of teacher instructors would then constityte a teaching team

’

for an area of study, but preferably an integration of Native Ameri-

can ways of life with some basic skills or disciplines. \
»” )
¢

, ) , )
. Each teacher appointed or elected to each teaching team would

have a special competence in either large group or small groyp instruc-
. 4 \

v
» 1

1
' tion, lab supervisiog, or independent or tutorial study. The ration-
b 1
! . S . . . . A
ale for different cxperiences in the team is so that each team will .
. . , \ .

have’complementary skills in a broad area, Then, each team miéht
“ ¢ ‘
have a broad .level of responsibility across age lérels or grade \levels.

1}

Thus, a teaching team with a master teacher leading it, could hawe re-

sponsibility for the math-science curricylum K~12, Each team would

then be backed up by a team composed of the team of specialized

o (1918 ' o ~
,MC 2 -

|
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pérsonnéi mentioned earlier.

]
hE 4

M It_}s traditionai‘éf American schools that there is a social
distance between the teacher and any member of the class. The.
. . .

teééher is set apart, and generally does mot relate to the emotion-
al, family or community life .of the child or youth. In gibbutz
schools, on thé other hand, there is a social closeﬁess of the
teacﬁer to the‘school_commS;ity. The 6ﬂ}1dren are‘ablé ko berceive
him or her in socially different roles than~that of teaching,
Hopefully in the Native Am?rican schools there will be a new
awakening to the culture's importagke, and a winnowing of the cri-
tiégl cﬁltural unigg thelchildren are to learn, There could ehsily
pe a tendency'fof a particular tribe to submérge'the child in the
cﬁ}ture without considering the process in which.the child is to
learn it, It is the tribe which must make the .determination of what.
the child is to know. It is the responsibility of the tribe to de-
Y .
termine what the curriculum shall be, not just the teacher in the
privacy of the classroom. The tribe should see to it that specific
cultural roles in the commnity be taught by commu;ity representa=-"
tives rather than just salaried- teachers. The qpildren should learn

4

life roles from those who live them, {
. 'l

. - . -
The school can'imbue the child and youth"With the desire to

seek out opportunities for léarning new concebts, roles, styles, The

YA

4

school, in other/words, ‘need noét rely on compulsory education to
maintain youths iy a special setting to legrn. The tribe in its
’school shquld allow for alternative-routes to varied ends, some of
them obviously per;onal, for the individual within Ehe milieu of ;he

tribe or community.

013
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"cept of preparation for life.

P ) .

- ‘ ; . .
Part of the instruction ought to take\place in the evening

. - , N \\ ,
and at night, for exampleJ?uring ceremonial functions., In fact a

- . . ‘ \d '
great deal of the instruction could easily take place in the ritual--

even simulated--of ceremonials. The process of Native American
(Y *

schooling ought to be a combination of native rituals and some con*

The idea behind presenting differefnitiated.staffing as an al-

ternative to the-tradirional staffing pattern is so that administra-
! /
v * . -
tors in Native American controlled schools can capitalize on their

highly competent teachers and match them with special student needs.

3

Now that is easy to say, but trdditional personnel practices are us-

ually arranged for administrative .convenience and not flexible

client use. ' . - -

Subject matter has @ominated the way in which schools organize

the teaching staff; and, although, some changes, have been evident
. . .

recently, especially in elementary schools, the majority still oper-

' i

ate based on fiﬁfd pupil-teachér ratio.

I noted in one 'of my assumptions that I assumed the s;hools
were principally for the young. By tha; I meant to differentiate
between s¢hools that function both for the education of the young and
the education of the community; through adult program, basic educa-

! . - R
tion and the like. The school can serve that purpose, but my .con-
jecture would be that it doesn't, But that does not mean that adults
and elders are to be excluded; rather that the school is not princi-

pally for their benefit., I would see the adults and all kinds of

community volunteers and aides engaged in a concerted effort to help

in the process of prépqring the young for admission to the world and

N

¢

> e,

A

FESH




) especidlly the Native American community, __fn

Consequently, I would see the entire cﬁmmﬁhity as a resource
N -

to help in the‘instructional program, Obyibdsly, not all members
~ ~ ey *

i

; g S E
. " of -the community can be professional inmstructors or be engaged in

' professional experiences. But there isn't.aniﬁault, especially
. . g .

13
»

‘%hose.interested in preserving an ancient;hergéage, who fsn't’in:
terested in passing én something from ﬁis own iif; qu experiences
‘1 that isn't relevant to the young. g

" “For example, rather than hire a full-time social stﬁdies teach-
er, the school could set aside a portion 6f the school day for the
sha;ing.of exper;ences with a rotat{ﬁé gfoupyof community représen-
q}pives who participate in this paf;icular program. It ;ould not
likely be for school credit, ' It ;éalq.be, bowever, the.epitome of
(transmi&ting the culture| to the youngAagé the near-aduit.

How often do the young have an opportunity to share with the
elderly their m?tual concerns and anxieties? The community school
is the ideal plgce for the young ana old or near=-old to sha;e life's
ambitions and dereams, The Native American school is the perfect
place {or'instituting an evolving di§logue éetween all community
members, a place where the ancient stories can be retold, where

young and old can talk freely, where education about each other tran-

. . - . ’ 4
spires. It isn't utopia, It can happen if people want.it to.

L4

. Youth Tutoring Youth -

L

?@ The concept of youth teaching youth is an historically novel
. . N X

N {

« I 13
concept, Sometimes because of age or cultural gaps, some teachers

%  or aides or older volunteers have been unable to identify or cope

. kS

3




< O

R |

with some of youth's unique problems, especially ‘special learning
g 2
handicaps. But youths from similar persuasions sometimes can, -

. Many school systq@s,.after having examined the y@u&h teachiné.
youth conceet, found that it supplements the regular curriculum and
adds. to the traditional teaching strategy of one teacher and several

students, Older students help youﬁger students with similar learn-

4

- . ~ F

- ing deficiencies, In most cases potential Native American dropouts
’ . 1

B /
- . could be used to help instruct in those practice sessions where both
R . \

) the youth-teacher and the learner arg having difficulties, -I have

- seen sixth-graders remediating math problems with second-graders in
’ . e © . *
) which both Wwere having difficulty.
¢ N
The 1mp1ementat10n of a youth instructor program is simple, in- <
4 L

™ (4

volves 11tera11y no expense, and helps some students havgng trouble

-
‘ LT

learnlng a part1Cu1ar SUbJeCt become more motivated becauQe they

have to help someone else in it, Youth teéching“youth helﬁs elimi-

‘ 0 3

*
- nate the~distinction between who's a léarner and who's a teacher,
All Native American students in Native American controlled schools
can be encouraged to interact both as learnerg and mutual tutors,

r

It has always been true that one of the goals of American edu-

.

” cation has been to imbue the student with a sense of civic and com- ,

munity responsibility, It seems to me that there might not be a

better way than by allowing, the students to assume some instruction-

w -

al.responsibility while attending school, We .all know that the best

[
5

way to learn something is to teach it, ‘ . -

-

‘e

< The program can involve'more than just helping in practice drills.

s

Many youths find that show1ng p1ctures helps the younger students w1th
{

their reading problems, Many have made up stories from p1ctures and

A}

°o - N91¢ | D
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. from magazines. Sometimes they let children draw their own picbures-

from the stories read or written. Ssill others make up games for
the children to play. Such games can be made from ordinary mdter-

A fials'like pencils, paper, crayons and cardboard...inexpensive crea- °
. tive‘plaxthings. They might includefcolor matching word games, or

simple érossword puzzles or puppet theaters to get the children to™.

f . 3 -

act their stories out, ¢ . b -] tos s

One student ‘volunteer used a tape recorder with a small group

' .
-

of children to interview local residents about the war, the' cults- ‘

‘ N - ’

of the young,'arugs, and similar ;ontémporary problems. _The play-~

backs made for animated discussion later amOng the children, and

became grist for‘°writing stories, for spelling lessons, and for draw-
* s
ing pictures, ;s PR T

y . Surveying Aide Activities
\ ‘ - .
i . ~ <

i
N -

. o« . . - .
The task for Native American administrators is to match personal -

'
.

coypetence and career plans with the developed fnnctions for the I

school.” This is as true for teachers as it is\for aides. Aides don’t
want to do just the clerical chores any more than teachers do. But

I .

because theré are supporting activities and services necessary to the

instructional program, someone has to have responsibility for them.
; Aides and teachers need to be differentiated and rotated in as-
signments so that all share in different kinds of supportive‘respon- =

sibilicies, even some of the unsatisfying ones. One possible way of

-

reviewing a comprehensive-aide program,)or of beginning one, is to

conduct,a survey of activities téachers think aides could manager and
N ’ : . . .
- direct, how well prepared they must be, hog they could'behtrainedfand
. -
P17 ‘ :
- %06 -




A

by whom if they are not well prepared, and how often ‘aides could
> ’

perfofm it. : . :
A saﬁple activity survey form mighgvlook like the one on’ the

adjoiﬂing‘page. The survey could form the basis for dialogue among

all school personnel about how to revise the aide program, or how_
_to begin one. If an aide progrmﬁ aiready exisf%, a survey could
. . : S
tesg‘éeachgr perceptions ‘against a%geﬁﬁerceptions. L .
- ~ . ’ . w
The traditional form of, aide assignment is to-a particular
; .

~ teacher or'classropm, perhaps to a teaching team. If the'person-is

@]

N
N

o . an instructional aide, the role and kinds of job:responsibilities are
. { . .

’

m\\\\\not always pfecisely determined, nor perhaps should they be.

+ As is the problem when teﬂspers assume new leadership roles, the

dqsighing of a new, scheme of délegating a#¥le résponsibilities must be

premised with some assumptions.

First, alides, like teachers, do not easily follow a stereotypi-

7
i~
e

o

J - ) :
cal pattern, Their strengths and weaknesses will not always show up R

Lo i

_in personnel files, interviews, or in routine tasks. With training,
Y

with experience, with supportive supervision and career counseling,

they will 1likely be future teachers and édministraéors, Second, no

- N \
%
%

one conforms universally to a job description or position assignment.

hY

Individuals nearly always bring to their jobs how they think it is

. - % 3 . * .
to be performed. In a way many define the job. as how they perceive

¢ [

it should be accomplished. As a result, administrators cannot disre- :
gard the uniqueness of the individual (likely part of the reason lLe

4 .
‘ or she was hired originally) in assessing and assigning roles and .
P’
- - . = N
functions. . . W

A model for personnel utilization needs a justifiable basis other

(< J . ()¢ T )
[ERJ!: x z(gé;{- .
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.tﬁansthat the staff needs to be reorgénized. A &odql is a way of . )
: loéking at the-requirementéhfor staff numbeés,lhot a way of outlin-

ing exactly what everyone will be doing. But lookiné at_staff're;

quirements Sased on‘students has not been the normalhprodédure. Ad-

ministrators tend to think of the staff requirements as the number

of.rooms, ceacheré,-aqﬁ students, ana cﬂe happy ratios that resﬁlt.

It is the rare school that-blends the best of staff competence with

'studentst needs, and makes adjustments'as those variables change

over time. It is sometimes left to chance that the best kind of

leafning interaction happéng at all, Flexibility in staff use de

JE mands something more than chanee. : . ..
T ., But the beginning premises is that the -kinds of tasks needed’
precede the assignment of responsibilities. The starting point.is ‘ v/

N »

> not the teacher or the room, but the nature of the activity. Flexi-

4 . . .
bility in persgnnel utilization is responding to the questions; what

3 . o

.nekds to be done, and who do we have t6 do it.,

‘

U Ijbelieve that there_is a progression of responsibilities relat~

\ 0 ing to the instruction and'supervisizﬁ\qgwstudents. If someone de-. .

: monstrates competence we ought to make provision for accommodating .

it. 1If an aide shows success in dealing with small groups, then he

‘ »

or she shbuld assume some responsibility for small group discussion

tprévided there is no conflict with state or'locai‘é&atutes). De -
o . ) _
ciding on whether or not an aide experienced wifh madaging small t
groups and tutorials ig as qualified as an %pgxpéf;;néed teacher,
- may be one of the tougher administrative decisio&s.
- K . SomewheTe bet&een total instructional Yespon;ibility and jani-

B .

PO » torial sérvices lies the role of the aides.; There are enough diver-

N ‘
o , }
i " . a
‘l .

-

Q . 1 . ' -
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" with the possibilities of alterndtive patterns of using teachers,

“.

™ s N
a 0
. te A <

¢ -

sified supRoitive services in the school, particularly the secondary
school, to justify the unique kinds of non-instructional activities
_aides”copld perform beéides“jusf cleaning blackboards or mimeograph-

ing dittos.

I

No one aide will be an expert in all activities. But learning

PR

abou; the.various facets of the School's operation may be more im-
portant in their careét plangigg than just being §lotted in one po-~
éition with one teacher in one classroom. What an ‘aide does can be
as‘rgmarkably diverse‘as‘the administration cap deviqu ?he cbnéept
that makes an adult want to be of ser&ice to the ;chool is an example
"of ;n altruistic commitment that needs grooming and nurtu;ing. The
gradual evolvement of learning gpportunities and team buiiding skills

for professionally maturing teachers and éides will provide flexi-

.-

pility and mdximum staff‘motivqtion.

This whole 'gsection on differentiated teachers has but one ra-

. . R Lt A IS
tionale; to acquaint educators for and in Native American schools

3

voluntéérs; aides and other staff pérsonnél in positive, construg\;/

PR « . L

tive, useful way, one that is educationally ﬁéaningful:and commurity

oriented. - . . o .

Curriculum as words in textbooks is meaningless. The real cur-

ricuium is what the teachgr. teaches. And, consequently, the way in

v

which feaéhers are organized can have a profound impact o? what is
taught, My opinion is that a program whereby,teaéhers can respond
.fquibly to etddgnt needs 1is thg program which will not only be‘of
greatest‘benbfit’to the student but will be a commitment to future

“and needs of, all Nétiye Americans,

(P91
- 210 -
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i " QCurriculum Administration .and Organization L }

- ES

3 - < ~

. . : |
- - . . ’ . . |
Curriculum improvement will have little impact on Native Ameri- v

. LIS

can children and schools unless the efforts can be coordinated. I

A

.

recomnend that each tribe establish a curriculum committee responsi-

ble for overall schocl reforms and innovation in ¢urriculum. It .

N

should report to the schoolboard through the chief school adminis-
trator. ) _ C— _ -

o

fhe Curriculum Committeqr-if one does not_alréady exist=-~should
become a forum for pafents to take an active role in the schéol's ac-
fivit}es, and a rgsponsiple dnic through which other groups can work.
In deveioping the respon;ibilities of the Curriculum Committee, and .

the school ‘board: 1) urealistic expectations and ;g} confusion of

.- B . .
/\_, , ..
. . .

roles can occur. B

The ultimate responsibility for pperating the school, rests with

4

the school board. However, the extent to which the school board can

share this responsibility is a matter for each Board to decide. How-

curriculum development to a Cufriculum Committée, much’as it can as-

sign responsibility to an administrator. How much responsibiiity for
v . o~ Y '

e . . . .
the development of curriculum each committee receives is a matter for

each board to decidé. However, each-board should determine this im-
portant question before the formation of any Curriculum Committee,

Each member selected for service on the Curriculum Committee should

|
|
|
|
ever, the echool board can delegate much of Its responsibility in

understand what his assignment entails prior to accepting membership
on the Committee. The Committee's work should élearly be limited to

! - -
curriculum, and not become involved in personnel, budget procedures,

- 211 -
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equipment and supplies, or other administration
The Curriculum Committee should be limited in 1its scope to

curriculum andﬁshould not function as a new oréahization designed

to replace other advisory groups established to advise the school
board. The tenure of the Curriculum Committee should be spelled out

by the school board, and should be clear to all serving members be-
.fore they accept membership. The school board can have alternatives

<
for membership tenure:

1}

1) One or two year- tenure for all members~-a new group formed

~,
~

each period’. v ' /”

2) Staggered tenure to provide continuity of membership--ini-
- ¢

_ tial assignments for 1 year, and 2 year periods with new members

added completing their term, new mémbeis serving 2 years.

'The‘responeibilities-of the Curriculum Commitiee at the mimimum

should include but not be limited ‘to:
1) vaerseeing all curricuihﬁ projects and developing new ones,

2) “Setting curriculum goals and priorities.

- 4

~3) Revie;ing ard Qpproving\currieulum'plans for the school,
\

-

' \ ’ >
4) Advising the' school board of the nature and extent of com-

muﬂiéy participation in curriculum development. (parents, teachers,

students; tribal officials, etc.) ¢

Lo

5) Evaluation of curriculum.

‘At the time the Cutr:ificulum Committee is set up, there should-ﬁe

orientation and training sessions conducted by the school board or
under their.auspices; to acquainf each member and other potential
members abo&t the_purposgs of the Curriculum Committee, its project=-

ed work and plans for school curriculum improvement., The/determipa-

. : - 212 =
. - (1992




tion of the size, method of selection, and criteria for membership -

should be the responsibility of the school board. However, some

suggestions may prove helpful: !

.,

1). Teachers should be a majority of those represente&.

2) Parents should be included;

® 3) Perhaps a Sthool Board membcr. . o

4) Attribal official, ' ' ,
. 5) Some representative students. )

6) Community officials. , ’,;1

i

{

The school board may fin§'that askinéritself’queftions.abo;t-
who should be on the committee -may be useiul: Does the member bring
educational skills and resources to the Committce? Does the prospec-
tive member have a high stan&ing in the tribe or commynity? Would ‘ A
the prospective member help maintain school support for new propos~
als? Does the member have Fhe support of community‘orgahizations?
Would teachers selected be knowledgeable about other aépec;s of cur-
riculum other than their subject teaching matter;

Again, the pﬁrpose of the Curriculum Committee/}sunct to esta~
blish a new structur; that hinders the school's goals. T ;o
provider a means for all those interested in curriculum work in the
schools to ‘participate in a:meaninéfgl way, and'tb take an active
role in currfculgm improvement. It can provide a way for community 7
leaders to plan. It can provide students an opportunity té discuss

and influence programs intended for them. It provides school lead-

ers a chance to seek new ideas, 'approaches, and feedback.

Ed
»

The curriculum model proposed in this paper will not be a pénaJ

cea fof, the problems of the Native American school. That will take

a4

(1294
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considerable involvement of the community, purents, selected stud-
ents, teachers, and consultants, But the curriculnm model I pro-
pose*is a beginning way for looking at how' Native American educators
can structure the learning content so that their'children and youth
can discpver meaning,through their own culture and that of others.
Their schools will be cnly- one, though perhags one of the moet sig»’
The Curriculum Committee must continually‘ask, "Whgt 48 tolbe
,taught?' 1t will have to consider how che individual achievemenc
oé children results in mastery of subject, 'WiFhout actualiy pro-
poeing an-agend?, I uould‘iike t; offer some principles of>curricu- ' °

lum, in the form of questions, which can be used for discussion

amoung the Curriculum Committee members. I call them questions about
- substantive and procedural dimensions.

‘1. Subftané*ve Dimension
¥

’

. What is the basis on which content is gelected?

1
2.’ What is the appropriate balance in the curriculum?
* 3. What are the purposes of general education? Vocational
education?
. 4. What philosophical basis underlie the curriculum you ad-
vocate?.
) . 5. What psychological basis underlie the curriculum you ad-
vocate?

6. What are ‘the weaknesses of these bagés?
7. What is the-relationship between curriculum, purposes, ev- -
aluation, instruction? . i - .
8. . What are the eléments in curricu}ung_,_,,;.-—;~ S e =
' 9. What is the icle' of the .structure of knowledge in curricu-
lum development? =~ ¢

11, Procedural Dimension

Who 1is. responsible for curriculum? .

Who really develops curriculum? ) ’ x >
How do you change curriculum? R

Why do you change curriculum? -

What is the role of ‘student, teather, administrator com~ "
‘munity, state department, Federal government in curriculum

€
TP W -
L 4

. nificanf, institutions in that process,
|
F
|
F
;
|
E
:
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development? ) .
6, What are some critical studies and issues in curriculum

development?
These two dimensions will help in resolving more satisfactorily

the central issues about’the content of what is learned in the school.

R 1

Other /€0fhsiderations will include: . - .
oY ‘Scope. The sense of belonging to a particular community will
. .

be a part of the response-to the question of what is taﬁght and

learned, The importance of any specialized education lies in ful-

.

-£i1ling both masteryrand belonging to a group. . l

Logic of Sequence. The ofder in which concepts or skills are

.

taught may be arbitrary as long as the individual units are inter~-

"

dependent logically so that students can perccive relatedhess, ‘That

sequence within a discipline is a succession of experiences which

~
“ +

is consistent with the goals of that study and ‘the overall goals of

the particular theme. .

the environment and

Developmental Factors in the Sequence. Some of the key psychb-

.

logical consideratioés will be whether or not students are ready for (f’\—
certain k£;ds of instrﬂetion’ur programé. As ¢hildren gfow and ma-
ture their ability‘to éarticipate in different kinds of learning ex- ¢
periences will be organically énq developﬁentally different, and may

consequently require new instructiondl approaches,

” . >

“selection in the Curriculam.—The interaction between the ma-_

turing needs,af.the students spegific learning expérignces will caqn-
stantly présent to the Curriculum Comﬁigtee the necessi;y of revi;--
ing .components., Other-sociai realities' in the community will dic~
tate, new structures, énd ways in which certain eleﬁents need to be
.selected in ;ﬁg others selected out. The current constitutionai
(01226 , ’
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issues and crisis in government is one example. A community con—

cern, such as the strip mining in four corners, might bz another.

The Use of Disciplines. 'Aﬁméééééhfc:diééiﬁligg‘iS‘

away of e

discerning knowledge from opinion. The mediator of that now is the

>

teacher. Proper use and knowledge of the academic subjects will

ciplines, and the thematic arrangements I propose with representa-

. . .
tive ideas, like Energy and Matter, relate with the critical problem

for the Curriculum Committee and all teachers. It is impértént

[

that careful planning be the hallmark of both the Committee and the

‘
~

teaching teams. ” .

~

Lastly, there are two crucial concerns that the Native American

-

community will have to address as-it begins the transition from tra-

ditional to specifically Native American curriculum development;
“ N \4 .

languége and épeéialleducation, “

" I have assumed that each Indian controlled school board will

. . ¢ 3 . \‘.
' accelerate students' ziuwth in understandtng. How the academi. dis=
>
3

. .
have alrfady dealt with the issue of language in the curriculum, that

both the native language and English will be taught in the schools.

. Improving language and communication skills, however, will bé of con- .
tinuing importance. The curriculum through which any school functions,

¥

particularly an organically whole and ethnically homogeneous curri-
\ . -
culum for a Native American school, will en¢ourage open and spontan-

eous communication. It will do so through a knowledge and apprecia-
)

tioh of their'languages and cultures.
[

. It may be necessary to organize much of the curricula, and,

therefore, many of the teachers, arounti the special educdtion needs

.

of the children. ,_There will be many who'will likely be classified

hd .
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as children with special learning disabilities--of widespread con-
. .

cern in educational communities everywhere. More children are be-

.
ing diagnosed as candidates for speciel education remediation than’

ever before, and'Native American children are likely not an extep-

tion to this policy.. . ) A\
My recommendation would be that this special education need be
first diagnosed and then be given tob priority in the curriculum de-

ve lopment effort. ConventiOnal programs do not serve the «dnterests

of these children. It is.necessary to devise curriculum programs

‘that diagnose and intervene early in the child's development. .

- . Conclusion

The twin main ‘goals of a Native American curriculum; planning

for curricular innovation and reform for Native American schools,
. . * <
are compatible and interrelated. The preservation of the enorm-

.

ously rich heritage of all Native American groups needs local insti~-
tutional suppdrt. The Indian controlled school is the central in-

stitution which can commit itself to ingsuring that heritage's pre-
. - . ) / - e
servation. .

-

I think that in order to prepare the chlldren and youth for

whatever 1ife positions and roles they expect to assume that the

school must also be prepared to make réalistic assumptions based on

child development strategles, not subject matter orientatlon. Fund-

amentally, these assumptlons are_ no more ‘nor less than what "I would

propose for any school preparing to embark on a divergent achool.

role. The assumptions are child development oriented, The same

( X

holds true for the psychological suggestions.
R e ’
1228
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The development of a new curriculum deeign is a major departure
because it changes the traditional school's objectives and forces them
to become interrelated with an overall goal - the environment. % have
not given Specific ﬁerformance objectives because each school should
prepare its'own. But the samole teaching-learning uni s onlx one
sample way in which each school, academic senate, or curriculum commit-
tee can begin to prepare areas of study within each broad field or
representative ideg. Perhaps there could be task forces within each _
broad area.

The importance of community involvemeﬂt-and participation cannot .
be underscored enough. Differentiated staffing is, an approach for .
looking;at that kind of community participation. Equally important,
it is a way of organizing the professional staff t#® respond flexihly
to the‘student's learning and maturational needs. Hopefully, that or-
ganizational pattern willtaot become a new rigid orthodoxy. Part of
the key to successful curriculum installation is the- responsiveness 0f
the instructional program. That means that teachers must be trained

and willing to adapt themselves to newrs4tuation8 as they arise. It

‘also means that positions and roles must conform to a variety of res-

_,\\

ponsibilities outlined by each,;chool The idea is to match specific .
teaching competencies with specific learning needs.

The Curriculum Committee's. format%ﬁn is to be instrumental in
aiding curriculum,planning and implementation. Once it begins to,
hinder that development its usefulness 1s curtailed. .Consequently, )
each school board ehould consider carefully the specific functions of

the committee and its probable attendant task .forces will perform and

be respgpsibleffor before fts formation.
v
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- ’ PERSPECTIVE Oﬁ MANPOWER PLANNING

{4

N : ' by L.

&

- S - Paul G. Orr, Ph.D. : :

. University of Alabama g )

w Tuscaloosa, Alabama

A I. Introduction

-
N e
1

' This paper éeeks to establish the philosophical premises which

- should undergird manpéwer planning and training which focus on edu-

cation and teacher education for hndian peoples. It is limited to:
, N ,

(1) the characteristics of the manpéwér needed Based on the needs

-

of Indian, people, (2)_ the nature of training,programs neéde& to

assist in meeting manpower needs, and (3) ggneral criteria for se-
s ‘ . * : Y N

lecting institutions to provide this training. This paper does not

treat in any detail the quantitative aspects of the problem but it

does provide a basis for costing the' training in a manner consistent

- ., . ylth the criteria deve}oped.
Y e . T

Overview of the Problem

A

&0

. . . |
D Indian peoples have educational needs which are unique and which
<




-"dren and youth generally manifest at a critical level the results- .

o L

have not been met. The net result is that Indian children, youth,
) . . t-
and adults are now under-educated and no adequate plan now exists

to alleviate this condition. Thé problem treated in this paper is
to develop the philosophical premises from which manpower tfaining

programs should be developed and implemented.
t,

Quantitative Perspective

]

There are approximately 250,000 Indian people between the ages

of 5 and 18; about two-thirds attend qu}iciékhobls, almost one-=

i
third attend Federal schools and less than ten percent attend mis-

sion qﬁ@ other type schools. By any standard measure, these chilf -

of past inaépropriat%, unresponsive and i1l conceived educational R \ .

- 1

opportunity: lower achievement, higher dropout rate, fewer col%gge

entrants, more severe problems of adjustment, higher unemployment, -

lower self-confidence, poorer self-concept, lack of pride in cﬁlturJ

-
v a

al heritagé, and others.

Those who survive the system to entrance into higher education

.are few, and even though they have certain disadvantages, Eh@it ten=

aeity and broader, options permit success but rarely relevancy to

treat the problems and potentials of their people. ,

The specificity of the plight is well documented and will ndt .
be treated further in this paper but any reader unfamiliar with

available statistical data should become familiar with‘it.

v

Basic Premises




i .

e There. are several basic premises which undergird this papeqig/‘

These premises are presented as being fundamental to the develop-
gent of any successful progyam designed to meet more responsibly

~ - ~

and more responsively the educational needs of Indian people. ' ‘
L

PR 1, Indian children, youth, and adults have not had opportun-
ities to alleviate a gencral circumstance of educational disadvan-
tage and its inevitable consequences: low achievement, high drop-
out rate, severe problems of adjustment and self-concept, high un-
employment, low self-confidence, lack;.of pride in cultural heritage,
and severely reduced ogpionS“anﬁ“ETternatives'in’each determining®

his own future. ) . .

This historical %xclusioﬁ.of Indian peoples from equal educa- .
- tional opportunity an& current lack of a comprehensive approach to
treat normal needs as Lell as those cumulatively develSped have com-

o L

“pounded a problem that{was and is complex by its nature. The bro—

|

be;ceptual conditions aE well as developing and implementing educa-

blem is now one of ame iorating  and compensating for learning and

tional programs which wiill not continue to create those conditions

requiring corrective action. Results of past (and some current) in-

. -~

’equitfés:are no longer in question; approaches which simply expand L
or improve ctirrent practiées and conditions will have little impact

on the problem. ) .

L " 2, Most.attempts tio design programs for Iaﬂian people have -
. ,been fragmented or unworkable -- even though intent has often been

. humanitarian -- the net result has usually compounded the complex- o
ity of the problem by milsdirection of energy, talent, and resources Cou,
and has. tended to delay |rather than accelerate treatment of the ]

problem. .

s

, *Many programs have been conceived, designed, funded and imple-
. ' \ .
mented in efforts to ptpvide better educationmal opportunities for
IJ.
. o Indian peoples. Most —¢ in and of themselves -- have been defen

¢

. ) f . . . ‘
v sible; the common threﬁd of failure has been their fragsentatlon or .
- . i .

. their preclusion by factors extraneous to the program but impinging

v

. I Deas S
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" ypon it,
hasac |

fluencing either variable and ignoring the other.

In antiéipation (and hope) of success, new directions. have

bken minimal, Probably the most important and most igngred princi-

3

(3 . .
%le of education for Indian people has been that positive learning

will’ ﬁg;,resﬁ1t from instrugtion that 1is internally inconsistent and
N . i *

trivial to the intended learner. For example, a teacher who has no .

respect for _the Indian heritage cannot teach a chi1d'respectifor;his .

- —
own heritage_by the study of Greco-Roman-Hebraic cu1ture. %he com-~
pound nature of this problem, for instance, cannot be treated by in-

Programs, to be . *

effective, must treat both.. (To avoid misinterpretation, the treat-

-

ment of both variables does nbt remove fragmentation if such does

not occur within a compréhensive plan).

-
“~

_ and educational -~ without knowledge of or viable right to exercise

o—— oo e e e P

S .

3. The stdte of isolation == including cultural, vocational

selection of options and alternatives is an infringement on the
rights of any individual} the right to determine one's .own' destiny e
based on knowledge of and access to alternatives is inalienable. ’

There .are many ways and means to remove an*individual's options

and a1ternatives; hence his right at best to determine his own des-
. o .- . * - *

&

tiny; and at least, to participate in such determinations about his

Until recently,“?ﬁesremoval of options was often blatent

'destiny.

racism, which at least was on the surface and easy to identify. The-
. Q .

removal of optionfyfhowever has become generally much more subtle'

o,
~ °

,isolation, learning énvironment, underprepared and ill-prepared

teachers: biased content (often unintentional)

43

counseling, lack of job opportunity, biased teaching and c1ass pre~

lack ‘of career . . -

jUdiCe under ther guise of science, delayed decision:making, unequal
. p. St R e

financial support, equal treatmenf 0f;differepces, unequal‘treatment

| . . ¢

of cgmmonalities, igqorance, and so forth,

P

‘Any individual,without

‘ | R L S
7 A £y € * - 4 ,
- . . '(11)02;2.“ - 4 ’ .. g .t
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. .
knowledge and understanding‘of the alternatives available to him -* .

cannot make an intelligent choice. Predetermination of anyone's

.

future is wrong - morally, educdtional, ethically and economically,

"' 4. Man's interdependence to al]l of mankind is increasing;
* higher tolerance ‘for diffetehces -- Rolitical, social, cultural, and
' linguistic -- is a requisite for all peoples. . Each-culture has a

_seyital interest in creating a better understanding of it in other
peoples of the world. ’
{
In addition to being provided with equal opportunity, the In-
< A

. dian peoples need to help others. This demand and need of the modern
- - -

.
world requires action to dramatically increase the capabilities for
< " *“"‘~\,—_____ _ -

SR . . ;
research, development, and digsemination of-information about Indian
~ ' .

B . ——
. ——

. culture and heritage. ‘ -3 .
. - . 'é .}‘
) 5. Opportunities are required to dramatically increase the -
 ~"“”66d§Et€thE§_6f'IﬁHiéﬁWp?qsoﬁﬁél“fBT‘leddébship‘positions at schools
local, state and-national levels, " ..

. .
< . «

. °  Education is complex and decisions about education and the con-
A  _ditions of education are made-at many levels other than in the class- o
o room. Even though the classroom teacher is most vital, leadership
- SN v , : .

personnel at dther Tevels-have more” opportunities to influence de-

S cision making about Indian eduqhtianu Any qomprehensive program for
. ) ‘ . ' ” ! v "
- o %qdian education must include tréining opportunities for Indian

éeople for.positions of leadership és school board members, Federal ' ‘
¢ ' . . . - . N
and s;ﬁte educa:ign:agenby personnel, local school leaﬂership per- )

N , sonnel (principals, supervisors, counselors, etc,) and for community

L

leadership positions.. There are compelling reasons why this action
should be takeu to provide opportunity, success models, etc.; but

-~

. these are no more important tQFn is the need to impact decision

‘ * * P . .
making and leadership groups with people who can contribute to an_

v ’ ) . . I N P
improved decision making function. Indian leadership’personnel can

)

IS

Q ’ - R
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certainly briqg to such groups more and better understanding about
the unrealized opportunities.and potenGEals of Indian péople. Such

a mix is also yital to establishing cross-cultural understanding

and the ident{ficgtioh and treatment of mytual educational develop- _

ments ané imgr;vement. The problem ;f mee£ing the eduéational needs
of Indian people is ébmplex and will require concentrated effort v
and planning to assure that.the positive results normally expected
from one program e;em;nt is not precluded by §hitting another vital
and crucial element (e.g., a teacher well prgpared to be responsive
assigned ;é_§*§chooL with uninspiréd leadership and under financed
support‘services).

6. A massive manpower development program for people working
with and for Indian children is needed.

Until a massive manpower training ﬁiogram is developed for

_people work&ng with and for Iﬁdian children is mounted, the severity

of#the problem will increééé exponentially., Many aé;;;aches have
ignored the fact that untreated problems tend to become mére serious
the longer they remain untreated. .The projecfe& cost ig loss of
human potential and self-realizatidn is incalculable; the projected °
cost in dollars will grow greater at a dramatic rate. From a humaq:

itarian or an economic position, or from both, the wisest course of

‘ Vi -
action is to mount a massive program immediately befgpb greater loss
occugry. " ! ] n
7. Many of society's institutions are tradition~bound, process
oriented and unrealistically regulatory; programs’ for Indian people
must be developed in institutions which have the capability to,accom-

modate internally the: innovative and "cutting edge" types of programs
which indeed can be responsive to needs.

Unfortunately, most of societie§ institutions cannot or will

not respond to many of sociefy's most-¢trucial problems. Some, for

’

s




e i T e ’ ‘-\Q * .
' example, many universities have estalflished. other missions which .-
; .

preclude responsiveness to current needs; others are simply staffed

} .
. by people 1ncompeteng to respond" Programs for Indian people must
> be developed in an educatlonal environment that can be responslve P

and that can muster the talent needed to mount the needed programs. ~

In all probability, a qluster'of coumunity'colleges focusing on

programs for Ind{an people, community resources, and society orient- )

- . , E

ed universities will be required in order to capture'the variety of-

resources -needed, Simple adaptations of existing programs have . ..

.
* N ~ . s

’

little chance of success.

-

II. - Characteristics of Manpower for Indian Education .

¥ . . . . .o o

’ A, Gereral Needs of Indian People
T - ‘ ’ . . .
Simply, but cogently, Indian people need educational opportun- .

< . .
. . - .

ity which is responsive to their circumstance. In order to assure

. . -

sucl an opportunity, a comprehens1ve plan mtust be developed and ﬁ .
\ - . N »
followed wh1ch includes as its most crucial component 2 manpower , \: .

LTS

tra1nlng plan and a dellvery system for it, The' plan must 1nélude "-

El

) a design for training manpower as’ teachers as well as other profes—

>

sional level leadership personnel and also policy'makers. The plan

should be conceived -and ‘supported nationtally and implemented within

a new system of.relationships of Federal, .state and local partici-

" pation, .

To avoid misunderstanding, it should be stated that' Indian

children, youth, teachers, adm171strators, and leaders have need for
much ‘the same results of responsive education as everyone else has,

but because of certain conditions, the same results cannot be .
. , : .
O ‘ . - i
’ ‘ - ) ”()72%‘25 - )
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bbﬁafﬁéa'by following the traditional procesgl . . .
For example, Indian people and other people seek-as a result
- - of education certain opportunities and options:

. 1. The opportunity to knmow their own cultural heritage and .

‘ the polycultural nature of the U.S. and the World and the option to

choose a Vife style and future based on knowledge, wisdom, and equal

access, . . .
. .

2. The opportunity to know about career education, the oppor-
tunity and the option to select a path and to have access to voéa-
tions and professions for which they have prepared.

.

3. The opportunity to learn to understand themselves and to

"+ - butld positive self-concepts and to live lives that are acceptably

filled with pride, honor, respect, accomplishment and contribution'

to the society of which they are a pért.

Obviously these examples are incomplete in terms of the expec-
ted outcomes of ar results of education. ﬁinimally, they .serve to
. - v . . ‘y
. establish some common results but most importantly they demonstrate .

< -

results that are unobtainable foi Indian people Who are simply

_ﬁhrust into the ma}nstream of education or- for those who are educa-

ted in isolation from the opportunities and opt16n§ of the mainst;eam

of American society. The apparent dilemma simp1§ reinforces the need -
to treat the question within a well designed plan which includes man- N
. . L . "
T power development within a tontext of training designed to prepare P

- . . people for the task of meetiné the needs of Indianvpeople.

B. In oyder'to focus on those néeds of Indian people which have

-

the most.critical implications for manpower training, and also to

delimit these needs to #ake planning feasible, needs which are tran-

¢ . )

- .
-
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scending have been identified: . ,

1. ‘Schools for Indian Children and Youth,

a, Need for opportunity to pursue -education in full know-

"ledge of career education opportunities, adequate counsel-

- o
-

ing and guidance, responsively designed educational pro-

_grams, and help to assure access to careers pursued,

~
-

~ b, Need for instruction and conditions of instruction to

build pride in and underétanding of the Indian heritage.,
N 4 c. -Need to comprehend more ‘fully their own culture and *its

relation to\gfhers through the'"injection of ‘new knowledge

A _

. " and ideas from one culture into another" (Taylor),’tﬁ§?€5?;

giving greater vitality to boths ~ . . ‘ >

. -
' -

d. -The need for a 1earn1ng environment in which teachers

N »

and administrators are behavioral models of hoth inter~

- -

culturalism and pride in heritage.

- e. The need for-exposure to resource teachers who teach

from wisdom and experience in a "couimnity-based" educatlon-

_?'*

al thrust,

[
‘ 2, Preparation Programs for Teachers and Other Edch;ional

Personnel
-»

a. The need for the delicate but crucial balance in pre-~"*

paration programs which combine didactic methodology for /

- ~ cognitive learning with field based supervised experience

for cognitive-affective dissonance and for non-formal learn-

ing and understanding.

-

b. The need for content and methodology to be both gener-

ated and adapted to the needs of Indian people within a
01238
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planned program.

.

’ . ¢. The need to be highly skilled in developing instruc-
¢ tional objectives, individualizing programs, and utilizing

community and professional resources.

d. The: need for in-depth etudy of Indian heritage and

:

culture, T ’ .
-e. The need for in-depth study of cukqpral BECkgrounds of
peoples expanded to include cultures of minorities and in-

terrelations to the whole .of humanity,
3. Research and Training'Programs For Non-School Personnel

(Sehool Board MemberS, State Agency Personnel and Community ’

Leadefs) -

:

A -
2. To meet the need that policy makers and decision makers -

about education have to know and to understand more’ about

the needs of Indian people and their resolution.

b., To meet the need that‘policy makers have in deciding
about conditions of education and certification of person-

i nel'néeded for Indian education with quality rasearch‘and

3

- information.

. , . “
L]

c. To provide_training to leaders to prepare them better

to exercise their responsibilities for developing schools

*
-~

”

.. 'exist.

C. Basic Questions and Conflicts
X . N S

There are several basic questions which mhst be treated and re-

E : that are responsive to all children and youth for whom they
]
% solved if viable programs for Indian people are to be planned angd

mdemented.l This section of this report will identify selected
(1279
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basic questions, the points of major disagreement or difference and

.the rationale involved. Finally, a reccmmended position will be

-
~

taken on each basic question =~ nq;;necessarily as a final answer,
but certainly as a catdlyst to delivepition, debate and resolution.
Basic questions are not separable in a cdses because indeed most

are interrelated to at least one other Basic question. The follow~-

.

ing questions are separated for convenignce:
1. "Melting Pot" and "Cultural Pluralism"

Some authors in describing (or subscribing to) these concepts

have assumed extreme positions, almost to the point of being fasci~

. '
El

nated by the bizarre. This has -tended to reduce understanding rather

than to enhance it.
The "melting pot'" extreme has come to mean to many the forced
assimilation of people into or toward the Anglo-Saxon cultural ideal.

Pertinent to this position is that it was a social theory of a new

American culture forAvoluntary immigrants but excluded indigenous
peoples (Indians and Mexicans) and involuq?ary'inmigrants (Negroes).
It fostered the notion that the culture resulting from tge mix was
greater and better and superior to any single culture which con-

tributed to it. The educational consequence was predictable ~ to
| * . &
melt is good, not to melt: is bad; people who melted were good, people

who didn't or couldn't were bad. The assimulation implicit in the
"melting pot" did not in fact exist; however, many problems were

created by it for minority groups. a

; -

The "cultural pluralism" extreme has ‘been stated very complexly

’

to mean very simply de jure or de fijf:Ljfgregation or cultural dso~
. . -

'lhtiqg}//Ffégdom has been defi?ed 4s the right to impose a mono-
: 124 »
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cultural system fpom generation to generation, i,e, mandato:y cul;
tural pluralism or predefenmined fate for an individual. The ext;eme
pasition, i.e. cultural‘imposition, is as educationally and socially
unsonnd as is multicultural imposition.

' The.terms "meltiné pot" and cnltpral“plhralisnP are inadeqhate

\

to use in terms of Indian education or in fact for any educational

. goal for any group of people. Bicultural Education is the concept .

.which best describes and best contains the acceptable goals explicit ,
in the "melting Ppot" and qultural pluralisnm” philosophies. The
"melting ‘pot" notion of cultural progression --f any culture being

open to enrichment from without as well as from within -~ 1is sound
and desirable for society. lts soundness deteriorates immediately,

v . N

however, 1f it excludes any one culture from impacting another, or -~

‘.begins to impose ~~ directly or iadirectly -~ elements of one culture

into another. Cultural progression can only evolve, not be mandated
' ‘

or”inéosed. The "cultural pluralism" notion that no school sHould
have a preferred educational stylevbased on a preferred cultural
style -~ including mainstream culture --.is sohnd. lt is also sound
that a schobl enYItonment should‘be respectful of and adapted to‘anyﬂ

child or any cultural hackground and that the mode for his learning

and relating'that emanate from differences should be so reflected

-

-" Bicultural Education is proposed as a transcending philosophy
fior developing the premises from which the educational need of Tndian

people may best be met, As a concept, Bicultural Education has two

’

major dimensions: ,

a., Each'child and youth has the right to an education in a

leaSning environment in,which'his chlturally based mode for

noa1 4
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learning is equally importang‘gs any other mode. More specificaily
personnel who guide his learning need to/be awaée of his and oghef
cultures ana be technically and professionally competent enb%gh to
adapt their teaching and subject to his learning style if culturally

baéed.

"b. Each child and youth is provided with learning opportunitieé and

experiences which:

1) Permit him to experience an in-depth cross-cultural.

learning eéxperience through understanding a culture
substantially different from his own, and

, 2) Permit him to learn and explore the ‘mainstream U.S.
‘4
culture, utilizing hie own culturally based learning

. style (Castapeda).

Bicultural eductation is mostly related to the above concepts;
%, "

v

however it has broader implications for world responsibility. Per-

haps if 5 solution to this poly-cultural society can be discovered

during this century, the U.S. will be able to resolve how nation-
/

states may survive before the wdrld is blown up. An examination of

the international/intercultural dimension of teacher education may '

’ coA .
prévide a better perspective of the vitalness of bicultural educa-
" ( el

L}

: a
tion. Attachment "A" provided an overview which will be helpful.
. ? ? . .

2. "A Well-Prepared Teacher Can Teach Anyone" and "A Teacher :
- Must Be Prepared Explicitly Fov The Cultural Context In
. Which He Teaches. "
v

The profession of teaching is'inqreasingly complex and the pd—
« r 1 . . a - R
sition that a weil-prepared teacher can be responsive %o thle needs

' ‘ . v .‘J-v" ’
of any group of children with whom he works is mz}hological. The

true, meaning is that a t?acher prepared in a traditional teacher

- 0949,
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education program is wel% prepared to teach in a typical school of

White, middle-class), protestant children who are in the mainstream

Y

of culfpre and wish to retain that status. Indeed, teachers too

must be mor; specialized if schools are to bréak the organizational
mold ;n which the development'of cognitive compé;gncies subsumes, all
other considerations; especialiy, teaching to khe.norm, inculcating

well-established community values, and so forth, .l

. ~ 2
Conversely, ‘a teacher prepared.in a singlé*ﬁﬁEpJEe program may

become ineffective rapidly 1if overspecializ3tion£i§ at the expense
of some basics needed by all teécherS.z . ) .
Even though there are some eleménts that are common to some of

L.

all teacher eﬁuéation programs, it is £rue.tha£ special programé
are needed in order to assure that special needs will be met. The
fact that programs ére and should-bé individualized and tailored to
the needs of the' prospective teacbers, as well as résponsive t; the
nature of the position for.wbich she is being prepared, does not
imply th;t maﬁy elements will not be common to maﬁy,programs.

Tﬁe most important "issue to be treated is that Indian people,
need to be prepared to teach Indian children and youth and other
children wifh Yhom Indian children and yout? are educated. Prospec~
éive Indiaﬂ teachers should not be trainea in isolation, by race .
or culture. | _ — . !

3. '"Disadvantaged, State Is Result of Inférior'Culture" and

". . +Result of Preclusion From Equal Opportunity And -
Access." . '

- +
Certainly there is adequate information and knowledge to shatter
the myths that differences equate to inadequacies, and 'that it is the

. responsibility of the pupil to adapt to the ;gacher and her style.

Q. ‘ C N9an
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Any teacher, and certainly those working with the disadvantaged,

must understand the pupil's ‘world and guide learning experience .

r

accordingly.
It is well documented that problems of the disadvantaged ar;
. compounded by tﬁe lack of équal opportunity not only in the provisien
= of responsive education but also in eqeal accees to jobs, highe; ed-
ucation and, perhaps just as importantly, from the uninhibited right
to pursue theér own culture arid heritage without penalty. |
Perhaps the single most important conclus%on ie that teachers
and others who work with Indien people must have an awareness of the
realities and be a@le to behave with understanding, coée with the
problems and be skilled in éuiding learning. Tedchers who "tend to

confuse race, class, and ethnic bias with academic standards" (AACTE)

must be better educated or must be removed from the ranks. %

. 4. "Only Certified Personnel Can Teach" and "Many People and
Diverse Experience and Levels of Education Can Enhance
Learning." ) .

‘

Debate about "education" and "schooling" is moet. Children,

youth and adults learn from many sources and each has his own best

learning style which may d; not conform to the group. Program design

i -
should include provisions for extensive utilization of community re-’

sources and for many levels of personpel to work with Indian people.

A differentiated staff is not oﬁiy sound‘in terms of the organization

N

of instruction but is also requisite to clustering the talent needed
to provide an acceptable level of educational opportunity for Indian
people. This is more germane to the Indian child ‘who has lived in

a culture isolated from not on%y the mainstream but also from other

-

- minorities. A curriculum and the method and mode of ‘Instruction

- 194 . | ’
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“cannot "be developed to be appropriate to the uniqueness of Indian,

children without extensive input from wise but non-certiﬁicated "

..

-

‘people,
[w
III. Nature of Training Programs Needed ) -

\__q ‘ . ‘ .

- 4~ Iraining 'programs for manpower to work with Indian people should

-~

be based on needs, Even though needs should‘ber&ssessed regularly

. -
U e \ <
support the following conclusions about the nature of training pro-

-

“and continuousl&, enough data and experience are now available to

grams which should be mounted: A

A, Training programs should focus on providing support for In-
dian people to be prepared as teachers* and for other roles

, in education and ideally should operate in concert with in-
.service programs for teachers who work with Indian children.

. Two critical needs which.must be interrelated in planning mnn-

powér programs for Indian people are: (1), new teachers need to be

4

prepared who are Indian, and (2) teachers who teach Indian childrén--

[4

indiaé,é@d otﬁgps if_nQQ@_Po_b? prqyided with trnining nnnmfe-grain~

ing. For maximum impact and in terms of effectiveness, efficiency

N .

and economy, pre-service and in-service prograns need to be planned

and implemented in concert. Characteristics of teachers and prospec-

tive teachers are such that great mutual advantage can be realized.

The basic toncept is that those "iﬁ:fraining" both learn and teach-

one another. For example, an Indian pre~-service teacher may lead a
\ . o I
semifiar on Indian culture and learn from one of the "students" ‘(anoth-

er teacher) about curriculum planning for individualizing instruction.

&

.

\ v . )
*In this context, teacher includes classroom teachers, principals, .
supervisors, counselors and those professional personnel who work in.
schools.

. Y 3 =4 .
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B. Training progﬁams should be developed cooperatively by those
to be trained and those who will provide the training and
should be tar eted to particular clusters of explicit cir-
cumstance. *

. | -
- The key planning element for providing Indian people with respon-
. 1 1
I
sive and equal educational opportunity is to require from the Federal
level that eligibility for program support is contingent upon the for-

mation of a c1uster which can and will be able to design programs re-

sponsive to specific needs. For example, the design of a program

. for manpower in a Federal School will and shog}a vary sharply from

one for personnel for manpower in a public school with Indian chil-

— " -

dren in %ttendance. ; X

N s .
The complexity of the problem requires Federal leadership to

‘stimulate the local and regional action necessary to develop speci-

fic plans to treat specific circumstances.

Recognizing the natuge of” the challenge, it is clear that the
clusters. will probably include the schools with Indian children,

community leaders, community colleges with a focus on Indian affairs

——— e

and others on vocational education and universities with capability

.

.
in minority education programs for-the range of personne1 neededs

ax.

This combination of resources can mount a prggram better than any
. ' “;L * .

one of combinations could. N . .

»

)

organizing programs apd should always be the first phase of any pro-
jected program. i '_ ‘Xi .
o .
C. Program design should be consistent with the nature of the
problems ‘and. opportunities p esent, _ -

Planning grantv are critical to the~succes3 of designing and

' 1. General Education
Y

All manpower trained should pursue several copmon elements in

(Ir)élf)
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T ‘their programs. They should be competeﬂt‘tnr’”(lg‘;;bwledge and |

understanding of the cultural heritage of Iadian people, 2) know-

b ledge and understanding of the problems and potentials of minority,

"

’ groups, (3) understanding the nature of educational decision making -, )

and its impact-on equalizing educational opportunity (or not doing
S

T so0), (4) knowledge of intervention processés, (5) knowledge of-career
. 3 /./

' education, (6) in-depth understanding of cross cultutes and also -

q

mainstream U S culture, (7) organizing learning £or individuals -
7"”’

—— e

+ P —

+ and tailoring programs -to individual learning styles, and (7) funda-

mental?knowledge of what they are teadhing and of teacher education

¢ ’

basics,
- In developing-requirements or giidelines for general education,
greater detaiied specificity'may be counter-productive because the

tmost important input needed is the creativity of those who will

develop’and'manage the proposed program. A single design for how

*“to”acc"'pli“ﬁkor“attain program goals may tend to~unduly restrict

-

the development of new approaches. The measuré for evaluation should
be how well the design assure; attainment -of the general education

major targets which'l':aj% been| identified,
C -

e
o

. - } y . . ' "/h

2, Teaching Personnel - -

r )

Teachers =-- both pre-service and in-service -- must pursue a
complex program, much of which will be clinically and field ba%ﬁ?
They must become proficient in interrelating content to teaching -

o)

learning situations in which instruction becomes highly individual:

o . N
a ‘ized. They must be -able to work effectively as a part of a teach-
ing team and,have great skill in the utilization of community re-
sources. _ In éffect they will:become classroom managers much more

J .
“ N > .

Q o . v X
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-

tE7n classroom teachers who tell children and youth about knowledge.
Their role, in practice, will be expanded from guiding learning td
creating cpnditions conducive to 1earhigg, adjustment, and career

. . :

education,

-

£ ' The most critical components fpr the teacher, in addition to
the gencral education specified are®
a, Skill in individualizing instruction,
' -
~ ' eo. b, Skill in adapting content,and methodology to a variety of
‘ . LS : .
cwlturally based learning ‘styles. - .
¢. Ability to plan cooperatively and carry out responsibilities
- , \ i 4
- and roles as a part of a team effort. :
e ————d-— Skill and creativity in utilizing community and other re-
sources -- people and materials, - o
4
¢, Ability to infuse.the curriculum with career hdudabu&::::f
, rtormation and guidance., . ) . .
f. Competency in program design and organization and means of
evaluating cifectiveness of own teaching.
. . !
4 ’ é} . » -
g. . Tompetency to evaluate learning of children and use of re-
- sults to adapt contenb<an&J;éthodology. . : N
-~ 4 '
. ‘ K .
. 3, Career Education Personnel
‘ > A vital part of any manpower ‘training program for Indian people
* mist include the crucial resource position of career education spe~
. '\‘ . - . ] < ///
cialigts. This term is used to define a position which functipns to
provide conditiohs, which assure that children and youth become know-
\" . [ ‘ - 0 P hd -
ledgeable about ihe full range of carcers-and receive appropriate
assistdnce in ‘preparing for the career they choose and having acgess
PR - M . N ) ”
to it. It combines the traditional separation of counseling for
Q -

.
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vocations or for pursuit of higher education., It makes no prede~

termination,aboht ényone's future but does provide the information

necessary for each‘person to make géée and realistic choices about'
. ' B i / .

his future,

f

as such; must permeate the éducational ‘structure from the lowest to

 Career education is,as much a concept as it is a process, and

the highest level, Because of this, the career education specialist

will work with téachers, the community, colleges, and employers as -

~—

mell as working with childrep’and yoyth. . - _

The most critical components of training forffhe career educa-

’

"tion specialist are:

—a—Knowledge-of careers—and conditions_and requirements.

b. Skilled in counseling, guidance, testing, measurement and
e -
_evaluation.

c.. Knowledge about‘peéuliar difficulties which minorities con~- 7

front in career selection and placement,

-

’d. Leadership capabilities to work with teachers,;adminisfra-

tors and employers. T \* )
e. Expertise in personal adjustment counseling.

- - -~

4, Administrators

The typical school administrator is ill-prepared to cope with
most of the major problems of administering a school with a substan-
tial number of Indian children, His role is normally complex and

is compopndéd by the need he has to be knowledgeable absut the edu-

.

éétional environment needed and the aﬁility not ohly to direct re~

- v
. B

sources to progrém ndeds but also to communicate what the needs are

.
’

to the total school clientele, Work with teachers, pafen;s, commnj tv
' , . - 238 - > .-
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leaders, government representa;iees from many agencfes and at mény )

~ levels in aﬁd of itself is demanding; understanding what to communi-
- M ¢- . - -
cate is more critical than simply ability to communicate. Both are

- necessary 1if the function of the administrator'is.to be successful.

PRI

. In addition to the general education requirements specified

earlier; the administrator must.have basic preparation in edncation-
al administration and supervision and also focus on the following . 1
specifics to Brepére him to provide leadership for the education of
Indian children:

. a, Extraordinary capability in community leadership and utili- :

zation of multiple resources fdr education,

4‘/ . b. Capability in human relations, planning, and étrategy build-

ing for educational development and.improvement,
- ¢, Strong personal and piofessional understanding of the pro-

blems and potentials,of'Indien people.

-

P

5.,  Community Leaders

Many of the most important decisions about education are made by
people~oucside of education. The most cruciai people are those who
serve policy making and trusteeship roles -~ the school board members.
Any comprehensive manpower development program should include a com-
ponent for training and orienting schdol'board members with e}focus
on policy formulation which most affects Indian children. His train-
ing partially in concert "4th the major dimensions of the genE?%} ed~

P

“Ucation cemponent and also technical assistance in pdiicy ‘formulation

"are- vital fo improving the conditions of the education for Indian

ﬁeople.

‘- 239 -
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IV, Criteria for Institutions

-

Unfortunately, .most inétitutions of higher education are un-

RSN > .,

williné or unable to re;bond to many of the most crucial needs' of

people in a .forthright manner, Whatever the reason -~ incompatibi}-

ity with goals, tradition and/or organizgtion bound, political'ex-

.pediency, or simply incompetency -- the net result is éhat;the cri-

teria for selection of participating institutions is of utmost im-

e
:

portance,

If a reasonable program for manpower~de;elopment‘is to be real-
ized, it must utilize the combined regources necessary to make it
viable. This is true not only because the needed resource;\axe not

available in any one institution, but also because the nature of the

~

4

program demands a mix and a balance which because of function cannot ‘

Y

be centered. . ‘ . v
- v s

" Participating institutions must first of all have the‘resources

needed fof the program and secondly,.be capable of utiiizing them

with flexibility and in concert with others., Both conditions are

- necessary because restricted expers}se or fiexibility without compe-~

tency are equally underproductive,

»

Based on current circumstances, the composition of the group of

combined’ institutions will rely heaviiy and primarily on community'

A4
colleges and universities. Certgin community colleges have, with

admirable resulé%, focu;‘d on meeting the educational needs of the

€

community they serve, and in selected cases, this includes meeting

' the needs of Indian people., This circumstance provides what is pro-

bably the unique opportunity to fulfill a major part-of the program.
4 -
Even though these ingtitutions are overburdened in accomplishing
‘ " 240 - »
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their present mission, by expanding their resources, they must also

assume certain responsibilities for providing education for teachers,

o

who in the final ahal}sis, are the great multipliers of effectivgness‘
. ~ \\

for massive numbers of people. The selection of these institutions

- is simple: They must be focused on meeting the educational needs
~ . '

of Indian people and be willing to work in concert with others.

: Criteria for selecting institutions of.higher eddxation at the =
. . .
_university level is more complex and difﬁ;cu{t. The follow%ng cri- -
'//’ .
teria are proposed as' minimal: ///’

A. Capability to Intexga{iy Accommodate the Program,

. 1. Admiss{ig/rég:;rements and opportunity to grant credit _

and award“degrees must not preclude providing programs for s
/6' N

11 -

— .:ﬁ9nﬁqn;1ﬁ}1mnqﬂxrﬁxfté—ffﬁiﬁ§a: For example, if a group of

./// 10 in-service Indian teachers and 10 preservice Indian teach-

~.

ers, and 2 career education specialists and 2 administrators

(R

and 20 teachers who teach Indian children are idgntified in

; T a cluster for joint- training, all must Sé'admitted and be

able to pursue credit courses and degrees.

b -

2. Credits must be Accopted .and transferred without restric—

4

4
tion. " ‘ - b i '

* . 3, Field based and clinical learning must be recognized with-
out prejudice as legitimate learning experiences.
~ ! - ) . o,
B. Personnel’ expert in the fields required are available and have

o demonstrated competency. . ' s
. . . A - s .
o " C. Expert personnel who are.available can and will be assigned -

to the project.

D. Innovative program approaches are accepted and encouraged.

v’
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people;-however *the ér of institutions which can meet them and

also have the nee resources is small,

Y. Summary Stateiment
f ‘ ¥

)
>

The plight of Indidp people is the most severe of any minority

a major breakthrough is feasible and indeed probable. The key to a

major thrust forward is dramatically improved manpower déuelopment

. . - —“7—
programs, particularly for personnel for children and youth. The

resources needed to sgbstantially réduce the problems and to realize

the potentials of Indian people now exist,. To bring these resources

4 to bear on manpower development programs will require.a sd%erior

guality of leadership and dedication to new directionsoand new, thrusts
o - o .

heretofore not realized. 'The challenge is toojimportant,to ignore;

the opportunity is top .great not to realize. ,5.@

s

-

(

group in America. ,Circu tances and understanding aré_ﬁoW'such~chat.e__?;~______;;_~

1
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PERSPECTIVE ON THE INTERNATIONAL/INTERCULTURAL - L
DIMENSION OF TEACHER EDUCATION o o,

People in America and indeed .people throughout lhe world place
. ‘ P
an awesome responsibility on schools. This reflects not only a pin- -

pointing of responsibility but almost a naive faith in the capabilify r“/"
of education te provide learning experiences aﬂd opportunities which

indeed Wwill be %esponéive to any problem at any.poiﬁf in time.

There are countless examples in the literature which 'demonstrate

~ that the attainment of societal goals necessarily directs the means

for their attainment to cogverge'on the schools. George Counts, in

attempting to reduce the complexity of statements concerning goals of

I .

free ﬁeoplg,eﬁ;oughout the world stated éhemhsimply as cémbining to

1

form two transcending go

al,of_liberty ahd survival of
civilization. From this more éeneral levelrt; a more specific ¢
President Johnson stated that " conduct of our foreign policy will
advance no faster than the curr5221ug of our classroom.” Both Harold
Taylor and Stephen K. Baile& pointhut the ~~mplexicies and responsi-
b}lities of‘tsg age in which we live and Eonclude that we must edu-
cate_people_fbr world responsi£ility. A goal is a};s stated implic}t—.
ly in the ﬂearings on the Internatioﬁal Education Act: 'an educational

system must today produce citizens who are equipped with‘éhe know-
oy . .

ledge, sedsitivities, and competencies for functioning intelligently

in the vital dnd extensive areas where diverse cultures meet and must

accommodateiyithout the biases and misinformation which generate fruit-

: '
13

- -

less tensikons and devastating confli;ts." To over simplif& this very

*
N,
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complex problem, it can be stated that the pajor educétional problenm .

. \ .,
in the world today is to create a society of people who are tolerant

of peoples of different race, color, culture, faith, linguistic back-
ground and political idiology and thereby produce popular charactei-
istice which make feaéible that government's, as Commager suggest;

"resort' to the council of reason to solve nationa¥/ﬁﬁa~zﬁp§i?aiional

difficulties." °

I: is obViou; that if we are to arrive at this level of civili-

éation, teacher educatioﬁ must have a new dimension. Charies Frankel
removed our 0ptfon of h&ving or not having an inxgrcultural dimension
i; teacher education whén he pointed out '"ther 8 a time when |
Ameri;ans had ‘a choice; to educaté:fct'Wﬁ?Tﬁ/:j:::nsibiity or not to

do so. This freedom of choice is no longer theirs. ' Whatever they do
i ’

.they make & decision that has Jdaternational impact -- schools educate

'_ or miseducate for world responsibility but they cannot’ avoid doing s !

~ [

'L
.

N

- In addition to pragmatic reasons for teacher education being in-

.

fused with an intercultural dimension, any one culture would be en-

. .

riched ﬁhrough a continuing process of new idéas, vélpes'gnd approaches

!

which provide alternativeé.’ Furtheimore,_man's personal f%lf}llment

in a free society is dependent on fulfilling his ioral commitment to

»

upgrade the quality of life for all peoples. Leestma asserts that

ethnocentric education ie obsoIéte.;§F admits that essentially it - . (¥~

-

continues.

The goals implicit in these ‘statements, can be'atta%hed only
through the knowlédge, ‘wisdom, attitude and understanding that indeed
3 . ‘ r ’

support them. This is the fabric of education. Unless teachers are

~ .
o - .
» . Y

ﬂ . ~ " ’ R :'
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prepared and helped to foster them through curriculum and their own

behavior, their attainment is unlikely, failure to understand man's

'y

-
-

interdependente may be his last modern mistake.

Teachers should get an international dimension’in ordef'that the

4y » -

. profession be able to train teachers who are behavioral models of

- » .

internationalism and interculturalism through utilizationsof a meth=
» ’° NS ‘ . .
odology of behavioral consequences and cognitive-affective dissonance )

.

employed consistently in the context of intercultural attitudes and.

, behaviors. Rrofessionslly and specifically for teacher education pro-  «¢-

oo ' »

grams, the above statement reflects an aspiration which has validity

.. -

and virtue but not one.which is operational to any extent. It may o

well refleet where we- are going, “however, It-does ot reflect how we’
- \

arrived. Most of our présent effdrts in international education that

.

relate to educating.people are based on a very broad and expanded def— -

BN
liBElQﬂ;Qfsthe~bﬂé§x&sﬁcﬁﬁiﬁ§‘ca concept of cross-cultural experience.

»

This concept is simply that anyone, by understanding a culture sub-

stantially different from his will gain not only an understanding of

.
s
-

» that culture but also a better understanding of his own. Colleges
and- universities teach area gtudies, international studies, languages

and many other.courses with an international or intercultural flavor

- -

or dimension.’ Planned and unplanned activities designed to provide
direct international or croqs“éultural eiberience are provided. Hope-’
fully, all of these combine -to provide teachers with the possession
~of informstion and the wisdom to recognize }nternationalism as a con-’ ﬂ\& ¢

cept of'oneeélf as a member of an international community. It means ,
, .behaving interdependently rather than independently. ’
,i
No simple answer will provide us with- a key to why" we have had,

Al
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S up meny notable failures in attempts to foater intercultural -educa- -

- tion. We cannot but be influenced by many ‘of these notable failures,
however. Commnger ] obseryetion referring to our epproech;go the
problems of our relations to the rest of E:nkind is vital nhen“ﬁe
stated "never in history, it can be confidently asserted, hevefso;

niny been exposed to so much, with results ed meager.” We cannot’

help but be influenced by the rise of provincialism end by opposi- iﬁ;}“:'p‘?

‘tion to many major efforta to extend existins structures and pro-

o

grams to include the international and interculturel dimension, and %f. '

. by the generel lack. of support -- financially, mogelly, end programr~"‘ %?E‘r

atically., -The increasing incidence of cases of llek.of confiaence

in society's institutions is directly related to a: conditioa which }- o

. has evolved-in which our tolerence for gross incompetency-hns no ~ ~&b -

- S

|

:

B

- -k
E,

i

?

workable boundery and our penchent for competibilicy reduces our i:z;?‘:

o — ..

- .

EI most potent organizations to low risk, single purpoae entitias. These i'
E conditions often combine with the result being that all new thrults |
are constrained by lowest common denominator of compromise “and
- aeeufity. One nay deeply fear that the U.S. has losc ‘much of its |
5 historical ability to inst%tutionalize change and. has forced_chpnge
T to nccur outeide‘of the'eyetem rather than to become a pert~of it.
More pragmatically, nowever, perhaps'we’heyp not learned one of
the lessons we teeenﬂin éroae-cul?urel education, We seem to be re-
lying on facts as a means to inflnence behnvior‘contrery to the com-
pelling evidence of John Useem en& others that factual knowledge is
the least aignlficent dimension of un&eretendins ecross)eultnres;

yet we, continue in-our approach by subsuming beheﬁiorallchenges from

simply providing people with more information and with a better

' . 0ogg - .
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-

-quality of information. There 1is no dearth 5% information about the
need for a new intercultural dimension in teacher education or how.

to meet that need, but 1ndeed there is a problem of strategy in most
- |
|
|

L)

of the approaches'we have followed. Further, in the U,.S., our failures
in developing responsiveaeducation for minorities, including Indian
people, are directly interrelated to tne'folloqing facts:
a. The research base for the intercultural dimension of teacher.
education is imprecise and underdeveloped and few institutions
are engaged in improving this base.
b. Many policy makers are incorrectly and dangerously hssuming
that there is a direct correlation between levels of understand- -
\ai,ing and );ﬁelligence (as now measured) We are relying on people
kto amake judgements and decisions based on transcending princi-

ples and expecting, because of demonstrated intelligence, that

they will do SO, There 1is overwhelming evidence that many in~

. telligent people dre still predisposed to maintain the status

,guo in spite-pf the fact that such boundaries may well result °

. 1in disaster:

*

c. Many of our professional organizations in education make de-
' cisions 6n the basis of internal political expediency and have

. oA -

§o emulated the behavior of the political structure that indeed

’ ~

~many of our organizations with the greatest potential continue -

to operate at the lowest common denominator of compromise, -
. ]

’ { .

d. Many. activities whick are proposed and implemented with a

¥

f . )
_idesign to attenuate bias and prejudicée indeed simply reinforce

P

Sompmn

ey

existing biases and prejudice:

3

e, We Kave:lost too much of our boldness and brashness. -

(1958
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f. We have overemphasized creating specialists at the expense )

of extending most disciplines to include the intercultural di-

mension, . )

These statements of failure are oversimplified but do give a

different premises from which, to begin to consider the basic ques~

-tion of "What do we do about it?" ’ s

. Obviously, the first point that should be)made is thet developj

ment in cross-cultural education will continue to proceed on a broken

front, The profession must continue the good practlces it now has,
learn how to make them better, and incréase the number of people in-

fluenced by them. Secondly, those who are committed to some tran- o

scending principles must maké a more intense commitment and not be

discouraged by the lack of genéral acceptance of what is believed to

be of the utmost and urgent importance, . ) ™

< ] -

.In addition to proceeding on this broken front, the sxngle most«
important new directlon we. should consider 1s to reduce the popularly

believed 1ncompat1billty of bicultural education w1th the foreign and

' ’domestic policies of the .United States, Many peoplie continue to'dis-

ﬁinterpret and therefore are not willing.to support at the-program

’

or a political level improved bicultural education activities.. R
. The secord most important direction is for leadership personnel .

to be provided with a better understandiog of the interrelatjionship ~

_between intercultural education and the resolution of local, state,

regional and national probleosm 'The potential of creatipg in peoples

. a sense .of world rebponsibility is a long range goal nevertheless,

-
‘- ¥ ’

it requires and its vitalness compels’ each individual, each school,

each university and each goverrment to look be§ond itself and its

-
-
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own‘problems to its larger responsibility: This ¥s no easy task,
because iﬁ spife of our best efforts in edugafioq) selfishness for'
what is closest to ;n individual or a gréup continues to ;oqstiain
many AECiSiOH makers, iUntil ;mni more leaders do understén& ana
support transcending goals, we will continue with ethnocentric be-

havior. Kissinger upports this point in his statement "...America

has never been true toN\itself unless it meant something beyond it~

-

self, As we work for a wogld at peace with justice, compassion and _~

humanity, we know that Americe, in fdlfilfﬁhg man's deepest aspira-
y 2 ]
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