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Introduction

Recently, American Indian tribes have gained significant control over the education of their youth
.  The white majority, which had considered education to be a fundamental liberty since before the nation’s founding, systematically denied it to the original Americans
.  Through the mid-20th century their objective was to assimilate Indians into mainstream American culture.
  By that standard their education efforts were a failure
.  Indians by and large performed poorly in the schoolroom
.  Most Indians did not adapt to American culture, nor was American society particularly receptive of the Indian
.  The pattern of underperformance remains a major concern today
. 

As the Constitution is silent on education, it was always a state and local matter except for children of the Armed Forces and tribal Indians.  The U.S. government accorded Indian tribes the status of sovereign nations in negotiating peace treaties
.  Many treaties included clauses requiring the United States to provide schooling for the Indians
.  The agency now called the Bureau of Indian Affairs (BIA), within the Department of the Interior (DOI), assumed the role
.  They took a direct and sometimes brutal approach, at times effectively kidnapping Indian children and transporting them to boarding schools in which they could be indoctrinated in the English language and American culture and the American workplace.
  The US was not unique in this regard; the same happened in Canada
, Brazil
 and elsewhere in the Americas.

The U.S. government started backing away from this paternalistic policy with the Johnson-O’Malley Act of 1934,
 under which DOI granted funding for states and local school districts to assume its obligations.  This relaxed the segregation of Indian from non-Indian children, as all were taught in the same schools by the same bureaucracy.  It remained true that Indian children were concentrated in the areas around reservations, and local school authorities were often indifferent to their Indian clients
. 

The civil rights movement of the 1960s erased the legal barriers to black-white equality and attacked the patterns and practices of discrimination
.  Following the black model, the American Indian Movement was formed in 1968 to address similar historical inequalities in the treatment of Native Americans
.  A year later the Senate Subcommittee on Labor and Public Welfare delivered a savage indictment of Indian education in the Kennedy Report
.  The BIA continued to cede its leadership of Indian education, cutting back the number of schools it operated directly and increasing its funding support of tribally run schools and state school systems.  After four centuries, the American Indians’ liberty to decide their own educational needs had largely been won
.  As the Kennedy report so eloquently reported, they had not had the wherewithall to achieve equity.
  They were soon to make significant progress, at least so far as money and control was concerned.

In 2004 the Federal Government budgeted approximately $4,250 per pupil, mostly in the form of transfer payments, for Indian Education.
  Nationwide, average K-12 per-pupil spending for all students in the latest year available, 2001, was only $7,524
.  In two states with high percentages of Indian students, Utah and New Mexico,
 per-pupil spending was $4,769 and $5,445, respectively.  With this enriched federal support, Indian students no longer suffer substantial inequality by the measure of equal funding.  

Whether the Indians have achieved equity can be see either way.  If their continuing underachievement on standardized tests is a sign that Indian children suffer from limited opportunity, they indeed suffer from a lack of equity.  To the extent that it represents a willing refusal to identify with the Western values of academic achievement and individual success, their outcomes might be seen as a matter of personal choice rather than want of opportunity.  It may be that they have merely chosen to amass human capital that is of value in their own rather than the broader society. Yet again, if their outcomes reflect a population difference in average academic aptitude and preparedness to acquire an education, their lack of achievement may once more indicate a lack of equity.  By the logic of NCLB, they deserve additional resources to “level the playing field.”
  

I will show that there is credible support for all three of these propositions: opportunity, temperament and aptitude.  I will argue that the Federal Government’s is in a position to address some issues of equity in Indian education more efficiently than any other organization, and that relinquishing its leadership role in the face of criticism and under the pressure of multiculturalism stands to leave Indian students worse off.

Indian Education entities within the federal government.

The Department of Education (ED), created during the Carter Administration, has developed an Indian education budget approaching that of the Department of the Interior.  Table 1 shows that the fiscal realignment represents a shift in policy.  ED money is given to others, primarily LEAs (Local Education Authorities, ie, school districts) to equalize Indian education.  This is in the spirit of Title I and NCLB.  Although the entire BIA budget line for School Equalization, and an increasing percent of that for school operations, go to LEAs, a significant amount still goes to institutions operated directly by the BIA.

The Bureau of Indian Affairs contracted with local districts to provide Indian education starting early in the 20th century.
  Once the federal government was acquitted by the courts in 1982 of the responsibility of educating Indians,
 they were free to expand their transfer of responsibility onto LEAs.  They capped the number of schools they run directly.  Those that remain are saddled with deteriorating physical plants and little budget for curriculum development or native language instruction.  Despite all, by virtue of their experienced staff, and healthy operating budgets, they are considered to deliver the best Indian education
.

No federal organization is charged with developing curriculum or pedagogy for Indians
.  To treat all Indians as a group, and as different from other Americans, would fly in the face of tribal autonomy on the one hand and horizontal equity on the other.  Yet there are significant commonalities among AmerIndian peoples, and understanding them has proven useful in Indian education.  Brazil, with only an eighth as many Indians as the U.S
., has had considerable success developing a program to educate Indian educators of all tribes in the University of Mato Grosso.  Yvonne Hébert advocates a national center for bilingual education in Canada.

Federal Spending on Indian Education

The Federal Government budgeted $2.124 billion for Indian education in 2004.  That amounts to about $4,250 per pupil for the nation’s half million AmerIndian children.  As Table 2 shows, this figure is over half the average per-pupil spending throughout the U.S.  On average, state and local taxes, and tribal funds, bear less than half the cost.  

The federal budget lines for Indian education represent the priorities of both government and Indian lobbying groups such as the National Indian Education Association (NIEA) and the Tribal National Council (TEDNA).  The directions indicated by the budget are:

1. Increased tribal control over Indian education.  The $294.90 million in construction is almost all for BIA funded, tribally managed schools.  The $528.50 million for school operations now goes 2:1 to Indian managed schools
.

2. Empowerment LEAs through grants, funding for Alaskan and Hawaiian natives, and Impact Aid to local school districts.  This federal money flows to local school systems with few strings attached.  

3. The appearance of support for NCLB.  The NIEA first and foremost represents tribes, whose interests in maintaining political unity appear to outweigh their interest in educating Indians for assimilation.  The NIEA is aligned with the NEA and other educational organization in simultaneously demanding more funding for NCLB and undermining its objectives.

The total BIA operating budget for education is $528.5 million.
  Acting as a local education agency, it directly educates 46,000 children in BIA schools at an average annual cost of about $11,500.  The remaining  90% of the 500,000 AmerIndian children in the United States attend public schools and account for upwards of 2/3 of federal expenditures on Indian education.
.  The most richly funded program, Impact Aid, offsets the property taxes not paid by reservation Indians.  Second in funding, the Indian School Equalization Program, is a channel directing BIA money to local school districts to improve Indian education.  

U.S. schools have historically been supported by property taxes.  Under the terms of the treaties, reservation lands are not taxed.  The assessed values of land that Indians own privately reflects their generally low incomes and real estate assets.  The net result is that funding used to be scarce in school districts that serve large numbers of Indians.  The increase in federal support over the past few decades, and state court decisions equalizing statewide per-pupil spending, have greatly improved the situation.  

The approximately $20 million Indians receive annually under the Johnson-O’Malley Act under the “School Operations” subhead is TPA -- tribal priority allocation -- money.  Tribes have a significant voice in how it is spent; they can even can divert it from education if they deem it necessary .
   Szasz reports the growth of “something akin to nationalism” as the Indians have changed the emphasis from skills that would be of use in the broader society to an emphasis on traditional language and culture.  Her 1977 book reports an “anti-Anglo” attitude at Navajo Community College
 that appears consistent with feminism and black nationalism, and that the BIA questioned whether the issue was the best interest of Indian students or merely a power struggle among Indian leaders.  Strong differences of opinion, power struggles and tribal schisms are well established parts of Indian culture.

Temperamental Disposition Towards Education.

A look at the Indians’ prehistory helps to understand their temperament.  A relative handful of Aboriginal people, numbering in the hundreds, appear to have broken through the Canadian ice shield perhaps 15,000 years ago, after which it took their descendents relatively little time to reach Tierra del Fuego
.  As a consequence of this recent passage through a narrow genetic bottleneck there are marked genetic and cultural similarities among Indian peoples
.  U.S. Indians’ difficulties with assimilation and education echo those in every country in the Americas.  The dominant populations of these lands vary far more than those of their native inhabitants.  Coincidentally, one of the points on which new world societies vary is their willingness to openly discuss differences among peoples.  Observations about Indians from countries that are less reticent about talking about human differences are therefore particularly worthy of attention.  Almost all descriptions of Indian culture remark on their communal nature.  Maria-Marta Azevedo of Brazil states it most eloquently:

“School is and always was a colonial, civilizing institution. It was always used, as much in Brazil as other countries, to colonize and to civilize. It is an occidental institution, and as part of occidental culture  it creates individuals. School is not an institution that takes care of, for example, the social family, or groups, or communities, or clans.  The school ministers to a classroom of individuals.  It is in the school the creation of this idea of “individual” begins.  This individualism, a central concept in our culture, is not at all central in the aboriginal cultures.  This is terribly important because many times people use aboriginal languages in school, speak of working in the native cultures in the schools, but overlook this very important point. I already said on other occasions (including in Brasilia) that I find that one of the important questions that people are forgetting as they work in the aboriginal schools is the question of evaluation.  Grading always touches in this point of the individualism, of the individualization of the person within a community that is not whatsoever individualistic. In the village, if the oldest brother goes to the garden with his younger brother and they cooperate, or it may be the son-in-law going to work with the father-in-law.  In any case, the environment outside of the school is totally one of cooperation relation, of mutual aid.   Inside of the school the pupil has learn on his own; the grade will be his own.  And it is forbidden for one pupil to help another, even if they are brothers. For what!?  Because the whole purpose is to create this figure of the individual.”

The Kennedy Report
 finds:

“The Indian thus feels like an alien in a strange country. And the school feels it is its responsibility not just to teach skills, but to impress the “alien” Indian with the values of the dominant culture. Teachers, textbooks, and curriculums, therefore, are programmed to bring about adoption of such values of American life as competitiveness, acquisition, rugged individualism, and success. But for the Indian whose culture is oriented to completely different values, school becomes the source of much conflict and tension. He is told he must be competitive, when at home he is taught the value of cooperation. At school he is impressed with the importance of individual success, but at home the value of good interpersonal relations is emphasized.”

Anthropologist Kai Århem writes of the Pará Pará Indians of the Amazon:

“Normative generosity and social transparency governed life in the pre-village maloca [longhouse] community. Conspicuous differences in wealth and consumption were rare and downplayed.  The communal meal served to level out differences and reaffirm unity.”

Medians of the values of Indian societies, namely:

· Egalitarianism 

· Cooperation

· Lack of individualism

· Lack of materialism

· Loving indulgence of children

are consistent and different from medians of those attributes within Western society.   

Values are somewhat associated with temperament.  Indians as a group appear to share two psychometric traits with the racial group with which they are most closely related, the Asians
.  They are stronger on tests of mathematical/spatial intelligence than verbal intelligence
.  They are self-effacing, a trait which in school can manifest itself as low self-esteem
.  

Asking why Indian children don’t take to American education may be akin to asking why Vietnamese don’t take to American football
.  Vietnamese Buddhism abhors violence and confrontation, the people tend not to be aggressive by nature, and besides few Vietnamese are big enough.  Similarly, Indians in varying measures lack and do not value the qualities needed for success in American education: verbal skills, competitiveness, and individuality.  Unfortunately, football is optional whereas opting out of education severely limits one’s life-choices in America
.  

Opportunity for Education

Until recently most Indians had significantly less access to formal education than other members of American society.  Traditional tribal education was strictly on-the-job training: watching and learning from the elders.  American advanced their own agendas by introducing formal education for Indian children.  

English and German settlers in North America, who sought to displace more than dominate the Indians, attempted to transform “the barbarians” and render them less of a threat through education.  Indian education was among the early missions of William and Mary, Dartmouth and Harvard
.  Attempts throughout the colonial period were as desultory as the results were disappointing.  So long as the vastness of the land would accommodate some form of coexistence, the Indians managed by and large to avoid  both schooling and cultural assimilation.

The government undertook responsibility for education under terms of many of the 400 or so treaties negotiated between sovereign tribes an the U.S. government through the end of the 19th century.  The Bureau of Indian Affairs schools went beyond merely satisfying the trust obligations: they often educated Indian children who were forcibly taken from their parents to fulfil mandatory education requirements.  Off-reservation boarding schools served the interest of “civilizing” the Indians better than day schools.  Successful boarding school graduates found academic and professional success in American society.  They were, unfortunately, the minority.  Most Indians returned to their reservations embittered by the harsh conditions and incivility they had encountered
.  

Boarding schools increasingly gave way to day schools in the 20th century and enrolments grew.  In 1953 only approximately 15% of school-age Indian children, 19,000 out of about 130,000 were not enrolled
.  Graduation rates however remained low.  The Kennedy report found that only 60.3% of 9th graders in BIA schools ever graduated from high school.
  College graduation rates were worse “For every 400 students entering Federal High Schools at the freshman level, only one will graduate from college.”
  The Kennedy Report does not cite statistics with regard to the Indians’ graduation rate from public schools, or percentages of grade-school children who never even became high school freshmen.  It is likely that such statistics were simply not available from the local school authorities.

Life on American Indian reservations remains generally poor.  Though some tribes have done well through mineral wealth and casinos, average income of reservation Indians remains well below the national standard
 .  They are poor as well in human capital: Indians have lower levels of education than mainstream society. and their isolation makes it less likely they will apprentice themselves as tradesmen, and most are disinclined by their cultures and experience to take up farming.  The compound effect of deficiencies in material and human capital is a poverty as well of spiritual capital
 .  Robert Fogel says “In rich nations, the principal characteristic of those afflicted by chronic poverty is their spiritual estrangement from mainstream society.”
  In Indian cultures a man’s humanity was defined by his skill in providing food and protection to the group.  Those roles have become empty.  Firearms and fishing tackle has trivialized the hunt.
  Wage labor is not a group activity, and neither is it especially remunerative or ennobling
.  It appears there is little spiritually fulfilling employment to which a young person educated in Indian culture can look forward.

Tribal Indians were nomadic or pastoral, with little material culture but endless communal land
.  For the 20% of Indians who remain on reservations there has been only an incremental change
.  Though they have permanent homes, roads, cars and public buildings, these are usually quite poor, and scattered over large reservations
.  Often the homes are not conducive to homework, nor the roads to bus transportation in bad weather, nor the school facilities to first-rate teaching
.  Population centers of off-reservation Indians tend to be in the same areas.  The Western states shown in Table 2 have the most significant populations of Indian schoolchildren.  Superimpose these remote locations over a social environment in which there are relatively few educated role models and remote geographies
 in which few job opportunities for those who are educated, and it presents a formidable challenge for any educator regardless of who the students might be.  

Certain teaching techniques seem well attuned to Indian children’s personalities and intellectual strengths.  Rehyner and Chernela
 report that highly visual approaches, such as a sand table or drawing in the dirt with a stick, are especially effective.  The communal nature of Indian society favors techniques that avoid singling out individuals.  Rehyner cites four essential factors in Indian education: (a) cultural and linguistic, (b) community involvement, (c) experiential and interactive teaching methods, and (d) testing programs that emphasize student advocacy.

Given their circumstance, mere equal funding might not result in horizontal equity, i.e., equal educational opportunity, to children of any background in the average Indians’ rural setting for reasons such as:

· The difficulty of recruiting qualified teachers for remote areas.

· The difficulty of presenting a full curriculum in small and scattered schools.

· The lack of community resources such as libraries and Internet access.

The increased U.S. government funding for Indian education appears to have been necessary to achieve equity for Indian children.  The questions remain open as to whether it is sufficient, and even whether money is the root question with regard to equity in the context of American Indians.  

The Question of Aptitude

There is a well-documented and persistent test-score gap separating Native Americans and white students just as there is separating blacks and Hispanics from whites
.  The gap has been observed in other countries of the Americas
.  Given the inexactitude of quantitative research in any social science, if there were no gap it is likely that some studies would find one that favored the Indians.  Research does not reveal any.

On the other hand, if there is ever any substance to the charge of “cultural bias,” the most frequent challenge to the accuracy of intelligence tests, it would certainly be the case with Indians
.  As indicated above, those who have studied Indians cultural values find them quite different from mainstream American society.  A highly intelligent Indian might not be motivated to reveal that fact.

The question of ability has a significant impact on equity.  If Native American children are, on average, equal to other American children in ability, the prima facie test of equity would be measurable equality of outcomes.  The problem is more complex if there are systematic differences in native ability.  If there are differences, the question even at its simplest would be whether outcomes are equivalent controlling for native ability.  

Language

The case for bilingual education in the early grades for Indian children is similar to the case for ESOL among immigrants.  It facilitates learning.  In high school, where Indian tongues are taught almost as a foreign language, it is a cultural issue.  As members of sovereign nations enveloped by the United States, Indians have a recognized right to their own language in a way that immigrants do not, and they do speak their traditional tongues.  Tribal leaders stress teaching native languages for the same reasons Ireland teaches Gaelic, to sustain cultural tradition and the traditional way of seeing the world that is embodied in the language.  

Bilingual education in the early grades has demonstrated success with Indians and immigrants alike.  It makes intuitive sense; language is essential to the learning process.  Children’s mental maturation prepares them to incorporate the rudiments of arithmetic, social studies and science at an earlier age than they can master English.  They will fall behind unless they can begin to learn those subjects in their native languages.  

Prompted by the 1928 Meriam Report, a Rockefeller financed DOI survey of the social and economic situation of American Indians, the Bureau of Indian Affairs added significantly more instruction in Indian culture to its curriculum
.  Throughout the 1930s they gave considerable attention to the possibility of bilingual instruction 
.  They first decided against it for practical reasons that persist today.  There were few teachers who spoke Indian languages and very little in the way of curriculum or textbooks.  There were no written languages for many of the 230-odd native tongues.  It was not until that decade that a system was devised even for Navajo, the largest of the tribal language groups
.  

Margaret Szasz writes that by 1940, however, director Willard Beatty resolved to overcome these difficulties by developing Indian language textbooks within the BIA.
.  The titles suggest their level and audience: “Singing Sioux boy and The Hen of Wahpeton (Sioux), Field Mouse Goes to War (Pueblo), and Little Man’s Family (Navajo).”  Elementary as these books are are, Szasz reports that the developers encountered significant difficulties achieving culturally appropriate tone and accurate translations of these works into the Indian languages.  Trained teachers were as much of an issue as textbooks.  Szasz writes: 

“Beatty developed one of the earliest bilingual training programs in the country. He recognized that the language problem was one of the greatest barriers for Indian children. If they stayed in school, generally teachers passed them each year in order to get them through, but their reading comprehension remained well below their grade level because they had failed to grasp the essential concepts of the English language in their first years of school. For this reason, Ann Clark advised Indian Service teachers in the primary grades to ‘take a half year, a year, a year and a half before you begin formal reading instruction but make that preparation time.’”  

After seven decades’ attempts at Indian education, the BIA’s lead educators had come to realize that they had to overcome the impediment of language if they were to succeed. 

Though United States educators made significant strides in bilingual teaching in the 1930s, it has since languished
.  Yvonne Hébert laments that there is little concerted focus on aboriginal education in Canada.
  Yet national-level programs would make sense for a number of reasons:

· There is significant structural similarity among many Indian languages, and often common vocabulary within a geographic area.

· The shortcomings that must be overcome in using Indian languages, such as weak numbering systems, calendars and time systems, and the absence of words for certain abstract concepts, are common enough to warrant systematic a approach
.

· Aboriginal language teachers must anticipate the later acquisition of English.  To facilitate the process, it makes sense to use the Roman alphabet as much as possible in the selecting a written representation for the spoken language.  It is advantageous to emphasize the use of English loan-words rather than Indian words when the students are likely to know both.  As these bilingual teaching devices are likely to be inconsistent with the alphabets used by linguists or the vocabulary taught in the context of propagating a culture, bilingual pedagogy must be a separate discipline.

· Though the instruction is to be delivered in different languages, the curricular materials for primary instruction in math and science would be essentially the same for any Indian group.  Indian history and cultural curriculum will include many common threads.  All tribes would benefit from a common effort to define an appropriate curriculum, which could then be translated into the transliterated tribal languages.  

These points are common to Indian groups throughout the Americas who have retained their native tongues.  The largest include the Mayan groups in southern Mexico, the Mapuche of Chile, the Navajos of our own Southwest, and the Inuit of Alaska and Canada; many more have sufficient numbers of native speakers to warrant bilingual programs if the curricula, curricular materials and teaching cadres can be developed.  

The need for bilingual education in the early primary grades is purely one of equity.  Many Indian children need compensatory support in learning English in order to have an equal opportunity within American society.  Even those Indian children who speak English at home may benefit from more intensive instruction similar to that given to other types of disadvantaged children in the Tennessee Project Star
.  It is quite probable, given their isolation, poverty, and documented language learning issues, that Indian children would benefit in the same way as other disadvantaged children from more intensive language instruction in the early years, overcoming deficits in vocabulary and reading in their home environments.  

Writers throughout the hemisphere support the value of bilingual education
.  The argument the assimilationists mounted against it, that it was a waste of time because children would eventually have to learn English in any case, was last advanced in the 1920s
.  The only problems remain the practical ones: textbooks, curriculum and teachers.  Though there is a universal need to grapple with language issues, which are similar among all Indian groups, the U.S. government done relatively little to support research and development in Indian bilingual instruction.
  

The Indian Education Act of 1972 established bilingual pilot programs
.  However the tensions that remained with regard to the purpose of bilingual education, cultural or pedagogic, and the development of programs, tribal or otherwise, prevented much meaningful progress.  John Red Horse editorialized in the Journal of American Indian Education in 1986 
:

“Education trends are not hopeful in spite of hundreds of millions of dollars that have been funneled through the Office of Indian Education. Unless dramatic shifts in education strategy are introduced to align Indian education with effective schooling methodologies and to effect bilingual models designed to account for “unalterable circumstances,” Indian students may move from the category of an at-risk population to an endangered species under the precepts of education reform.”

The mission statements of the major Indian education groups, the National Indian Education Association (NIEA) and The Tribal Education Departments National Assembly (TEDNA), focus on issues of tribal control and money.  Bilingual education in the primary grades appears to be of interest only to the extent that it justifies funding.  Whereas Brazil has at the University of Mato Grosso a recognized national center of expertise on Indian education and language
, the resources in the United States and Canada remain scattered among a number of local organizations
. 

Commenting on the lack of national policy and organization, Hébert makes the case
: 

“The time has come to move beyond the influences of linguistics and of technical approaches to language curriculum and to embrace more holistic, experiential, communicative, and multidimensional approaches. This has already occurred for first and second language programs in other languages, and these curricular and pedagogical approaches are eminently more compatible with the holistic nature of Aboriginal cultures” 

Both equity and efficiency argue in favor of a national center for bilingual education.  Indians cannot achieve educational equality unless they can understand the languages of instruction, and the only means to efficiently achieve bilingual education would be to develop a national center.  Sadly, this is on neither the tribes’ nor the BIA’s agenda.  Moreover, a national center to address bilingual education could be expected to take whatever differences exist in Indians’ learning styles into consideration in composing their curricular materials and training courses.

Conclusion and Recommendation

All observers agree that performance of American Indian children is comparable to that of black and Hispanic children, significantly below that of whites and Asians
.  The BIA and LEA per-pupil spending for educating Indians has grown to be substantially equal to the national averages.  Does or does not the ongoing inequality in outcomes represent a lack of equity?  The answer would have to be framed around the answers to questions about which there remains substantial disagreement.

· Is Indian education adequately preparing Indian children for the lives they will lead, which may or may not involve full participation in the economy of mainstream society?  

· To the extent that the Indians will participate in mainstream society, will it be in jobs characteristic of the communities in which they find themselves, which tend to be agrarian and mechanical, or will they become knowledge workers, despite the fact that the such jobs require a level of mobility almost certain to remove them from the society of their tribes?  

· If the mainstream is the measure, are Indian children fulfilling their personal potential, however that potential may compare with that of other ethnic groups in society?

The Federal Government has handed its responsibility for Indian education over to the tribes themselves LEAs with all deliberate speed.  A century of effort and a variety of experiments, from boarding schools to day schools, assimilation to autonomous education, had not yielded in a an approach that produced satisfactory results.  The BIA bureaucracy appears to have been eager to disengage from direct responsibility for Indian education in order to protect itself from damning criticism such as that in the Kennedy Report.
 

LEAs are small, numerous and individual, dedicated to teaching all children, not just Indians, and enjoying local support.  However poorly they do at educating Indians, they are a less attractive target for congressional demagoguery.  At the state and LEA levels of the bureaucracy, Indian interests are protected alongside those of other minorities by the ESEA Title I and NCLB accountability provisions.  

Tribes, when they control their own schools under the auspices of the BIA or LEAs, are largely immune from the criticism that they do not have their students’ interests at heart.  Nevertheless, tribal leaders’ power and success depends on the numbers of people who remain under their political control, on and near reservations.  Individual Indians’ material success is a factor of their ability to acquire skills they can put to use in job markets that may be far from Indian population centers.  Tribal leaders’ power may depend on the perpetuation of tribal languages -- chiefs in Brazil make a point of not learning or speaking Portuguese
.  Good English is a sine qua non for individual U.S. Indians’ success in the wider world.  The political expediency of giving tribal leaders responsibility for tribal education is clear.  Whether or not it has benefited Indian children is an open question.  Standardized test results and college enrollments have not improved
.  

Indian leaders are asking the President to relax the requirements of NCLB for Indian students on the grounds that they learn differently.  The Department of Education should not give in without coming to an agreement with regard to the objectives of Indian education and the rigor of the Indian-appropriate teaching methods to be used.  Otherwise it will simply signal a retreat from accountability, the return to business-as-usual.  The Kennedy Report’s harsh assessment of business-as-usual is about as applicable in 2004 as it was in 1968.  

Developing native-language dictionaries, textbooks and curriculum is too complex of an undertaking to be left to the tribes.  To be effective it must be a group effort, involving anthropologists, linguists, educators and members of the tribes.  There are strong similarities among Indian languages, learning styles, and the cultural themes that make attractive content for teaching reading.  The contents of texts and curricular materials for primary school math, science and history would be the same regardless of the language.  The advantages of bilingual education are widely agree and have often been demonstrated.  The Brazilian government has been successful in leading and coordinating teacher training and the development of texts.  In the interests of efficiency, the BIA or Department of Education, with their significant budgets and national scope, should sponsor bilingual Indian education in the U.S.  

Classroom teaching is most efficient when the instruction is matched to the students’ learning styles.  Most observers, American and foreign, agree that Indians have learning styles that differ notably from others in society, and that taking these learning styles into account makes education significantly more efficient.  Inasmuch as the issues are common throughout the country, indeed, throughout the hemisphere, it would make sense for the federal government to promote centers of competence in Indian education.

It is beyond question that America’s Indians have achieved liberty.  They now receive much more the kind of education they want than was ever the case historically.  It is far better funded, with most of the increase coming from the federal government.  Indian performance, however, continues to lag.  Whether or not their lagging performance represents a lack of equity is an open question.  The single issue to which there appears to be a clear answer involves efficiency.  Teaching in Indian languages, and accommodating Indian learning styles has been proven to be beneficial.  Yet since the BIA’s efforts were interrupted by World War II, efforts in this direction have been local and sporadic.  There is a clear need for leadership and an investment in resources at the national level within the U.S. such as there has been elsewhere in the hemisphere.  
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Table 1.  Federal Spending for Indian Education in FY04 (millions of dollars)





DOI - BIA Budget�
�
�
School Construction�
$294.90 �
�
School Operations�
$528.50 �
�
Tribal Colleges�
$49.20 �
�
School Equalization Program�
$349.92 �
�
Administrative Cost Grants�
$49.10 �
�
Total DOI/BIA�
� =SUM(ABOVE) �$1271.62��
�
Department of Education�
�
�
Indian Education�
$120.90 �
�
  -Grants to LEAs�
$95.90 �
�
  -Special Programs�
$19.80 �
�
  -National Activities�
$5.20 �
�
Education for Native Hawaiians�
$33.30 �
�
Alaska Native Education Equity�
$33.30 �
�
Impact Aid�
$502.70 �
�
Higher Education�
$41.40 �
�
Total ED�
� =SUM(ABOVE) �$852.50��
�
TOTAL�
$2124.12�
�






Table 2.  2001 Educational Spending Per Pupil in Select States with Significant Percentages of Native American students 


State�
Spending�
�
Utah�
$4,769 �
�
Arizona�
$5,445 �
�
Nevada�
$6,134 �
�
North Dakota�
$6,173 �
�
Oklahoma�
$6,184 �
�
Montana�
$7,080 �
�
New Mexico�
$7,093 �
�
BIA schools�
$11,500�
�
U.S.  Average�
$7,524 �
�
Source: Education Commission of the States (ECS)., www.ecs.org











� This strength is evidenced by TEDNA (www.tedna.org), whose draft mission statement is:


It is the mission of TEDNA to�Assemble and represent collectively indigenous sovereign nations’ departments of education; �Respect and honor each nation’s distinct spiritual, cultural, linguistic, and economic identities;�Foster effective relationships with other governmental and educational agencies, organizations, and entities;�Facilitate communication and cultivate consensus amongst members by, among other things, providing current, accurate, and pertinent information to members; and,�Support and encourage each member nation’s right to define and reach its own education goals for its students, families, and communities wherever they may be located.  
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� Special Subcommittee on Indian Education (U.S. Senate), named after chair Edward Kennedy. 
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� Kennedy Report, p.22.
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� The Meriam Report (Chapter IX) reported findings that are consistent with those of most psychometric researchers today.  “Evidence of Intelligence Tests. Like members of other races, the Indian has recently been subjected to intelligence tests. Without entering into the objections sometimes raised to these attempts to measure inherent ability, it may be said at once that the record made by the Indian children in the tests, while usually lower on the average than that of white children, has never been low enough to justify any concern as to whether they can be “educated,” even in the sense of ordinary abstract schooling. T.R. Garth, of the University of Denver, who is generally credited with having done more than any one else in the study of racial psychology of Indians, found in a study of over a thousand fullblood children of the Southwestern and plains tribes that the ratio between the Indian mental age and that of the whites was 100 to 114, or that the whites were 14 percent better than the Indians. Miss Goodenough, who tested California Indians with a drawing test intended to be less linguistic than the ordinary group test, reports a median score of 85.6 for Indians, as compared with 100.3 for American born whites, a score for Indians that is higher than that for Negroes, about the same for Spanish- Mexican children, and somewhat lower than for European, Japanese, and Chinese children, but obviously not below a workable point for even schooling of the conventional sort. Furthermore, Garth calls attention to the fact that there is a constant tendency for “I.Q.’s “ as found to increase with education, and he concludes that “because of differences in social status and temperament” even the differences in intelligence quotients probably lose much of their significance. “ 


� Glass, p1.  Courts now hold that Indians are citizens of their respective states and entitled to a free education at state expense.  


� Glass, p3., Rehyner p. 181.


� Rehyner p. 283


� Hébert (p. 57) finds this to be true of Canada.
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� Schisms are entirely consistent with the egalitarian nature of Indian society.  As Fisher reports in “Rainforest Exchanges,” p. 148, all adults in a tribe are free to speak their mind.  As there was traditionally no private land ownership and few material goods to consider, it was easy for disagreements to be settled by splitting the tribe.


� Spencer Wells, The Journey of Man, page 139.  To put this into perspective, Europeans split from Asians about 30,000 years ago.  Because Europeans passed through no bottleneck nearly as constrictive as the Canadian Ice Shield, the gene pool they share from that period twice as long ago was presumably much larger.  Whereas American Indians were isolated, the European gene pool was enriched by a constant infusion of bloodstocks from the Middle East and North Africa.  Native Americans are therefore significantly less genetically diverse than Europeans.  The argument for cultural diversity is harder to make.  It seems reasonable to hypothesize that cultural evolution follows the flow of genetic evolution.  It is further reasonable to hypothesize that it accelerates with increasing the increasing levels of trade and mobility that accompany civilization.  If true, cultures of the stone-age Indian peoples would not have diverged as rapidly as those of the already more diverse Europeans in the ten millennia since agriculture.  


� As an example, Mann reports there are only three MHC (major histocompatibility complex) groups in the antibodies of American Indians, compared to 200 among Africans, who as a result of the greater temporal distance from their common ancestors have much greater diversity.  The Indians’ undifferentiated antibodies made them especially vulnerable to European diseases.


� Azevedo pps 148-149.  This author’s translation.


� Kennedy Report, Page 27


� Århem, p 147.


� Wells, page 147.


� Rushton, p. 138.


� Kennedy Report, p. 64; Szasz, p. 78   The Meriam Report (Chapter IX) finds: “ Much more important for the educational problem than the evidence of so-called intelligence tests is evidence as to the adaptability of the Indian for learning in the broader sense, for making those changes in individual, family, and community life that are necessary if the Indian is to maintain himself and progress as he should. Is the Indian capable of change in this sense? Can he take on new ways where necessary? While there is not the same type of experimental evidence available on this point that there is with regard to ability to do school work, there are at least strong indications that the Indian is indeed adaptable; that if anything, the Indian is probably more adaptable, more docile, than is good for him. The submissiveness of Indian children to boarding school routine, the patience of Indians under difficult conditions, their willingness to surrender, at times, their most cherished cultural heritage, suggest that, without inquiring too deeply into the racial historical cause of it, the Indian of today is more than ordinarily susceptible to the changes the white man offers him under the label of education. This is simply another way of emphasizing, of course, the responsibility of those in charge of educating the Indian. Whether certain Indian characteristics of today are racial or merely the natural result of experiences—and the probabilities are strongly in favor of the latter assumption—it is the task of education to help the Indian, not by assuming that he is fundamentally different, but that he is a human being very much like the rest of us, with a cultural background quite worthwhile for its own sake and as a basis for changes needed in adjusting to modern life. Moreover, it is essential for those in charge of education for the Indian to remember that the Indians’ attitudes towards society have been determined largely by his experiences, and that these can, wherever necessary, be changed to desirable social attitudes by exposing him to a corresponding set of right experiences in the relationships of home, family, and community life. A normal human attitude toward the Indian boy and girl in school and toward Indian parents as human beings, not essentially different from the rest of us, is justified by the evidence and is indispensable for teachers and others who direct Indian education. “
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