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ABSTRACT - ’ .

An.éducatiogal planning survey conducteden‘the
Oneida Inaian Reservation in Wisconsin has been desiqnea
to determine if community neeas are ser?éd by*the tribal1
‘éducation programs. The purpose was to access cqrreht
ﬁhdersténdidqs and conéerns of the Onéida pépple
regarding éducatioh generallyraﬁdroneida educational
goals speciéicaily. : i o | :4

2

The Galileo methodology utilized provides a
metric multidimensional scaling instrument (MMDS) to

The procedure

’ £

identify and‘measqré cognitive domains.
cbntaiqérpwo phases ofAihgerviewing. Withiq the tardet
populatian a-saﬁple of Oneidas"first'responds to a
series ofiqdestions }nopen-ended.infervieWS. >The§e
Phase 1 resultérb;OViae a qualitative deéCription of the
domain of education for the bneidés; identifving the
specific concepts within their cultural reference £fame.
A éaired c&mparisons guestionnaire administered inrphase
2 allows for a precise representatioﬁ of the domaiﬁ of
education, and generates a cognitive "map." For
educational planning,' a messaqe‘comooéent of the Galileo
inétrumeﬁt;is eépeciale designed to identify effective
- messages to potentially imorove communications between
tr'ribal sta‘ff and the community, and to help achieve
spécific eddéationai goals. |

As a document in applied anthrovologv, the Oneida



T

stud§ is first a problem-oriented report  for the Qneidal'~‘

edﬁcation sfaff and the comﬁunity. It is secondly an -
U expgsitioh'of the Galileo theory and method of résearch
'dn-the meaSU;ement éf-coqnitiVe andréulturafrprocésﬁes,
as itrmay bersuccessfully aopliedvto énthropoloqiéalrand

educational research.

“Rige
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1. INTRODUCTION

1.1. Applied Research for Oneida Education

One of the hallmarks of anthropological research

_ A . :
has been the investigation of cultural diversity and

cultural processes. "Culture" has been defined in terms

of material traits or customs, as well as cognitive

orientations of peoples. It is this aspect-of culture,

“the cognitive, that is the foundation of thé Galileo

Atheory and method presented here (Woelfel & Fink 1980).

Goals in cognitive research, in anthropology in
particular, have been to discover what phenomena are

significant to given cultures, and to understand how

people organize these phenomena (the "cognitive maps" or

.semantic'dbmains)'(Tyle: l975)h The Galileo instrument

provides a means of discovering cognitive frameworks of

- .a cultural entity, of mapping changes 1in cultural

-~ processes (changes in relationships between cultural

~concepts), and of comparing the reference frames of

"different cultural groups using a precise, and powerful

5 ﬁ’
mathematical model.-

Effective means for understanding cultural and

cognitive processes in anthropology have centered on
I

methodologies inv&l&ing field research among distinct

cultural groups. In recent years anthropologists, and

in particular field ethnographers, have developed a



stronger sense of partnership with the groups,'

— -

neighborhoods, tribes.or nations with which they work.

The current research falls W1th1n the domaln of lled

anthropology For thls reason, its flrst functlon is
facilitation of the goals of the Indlan communlty
1tselﬁ//}The tribal educatlon programs on the Onelda.
Indfan Reservation, near Green Bay, Wisconsln, have been
"expanding in recent years, concomltant'with the_growth
of the tribe. It is the Oneidas” particular intefest to -
_determine the perceived-needs of the communitv; and~t5
respond to therconcerns regarding - the tribal education
programs. The researcher (author) became involVed ln
this effort in 1981, in coordination with an  Ad Hoc
educational committee. This research team deVelopeduand.
produced a survey to identifv attltudes toward education
generally and tribal education specifically. _
-While the field research extended for
approximately ten months, the current document focuses
4Erimarilv on the educational~olanninqrsurvev (November
l981—January 1982). Education as a single cultural
subset, concevntual category or "domain" has undergone
"considerable change among Native American peoples,
P }
moving from traditions of non-formal education and
socialization processes, to combinations now which
almost invariablyv include formal, institutionail

educational systems. Documenting the perceptions-of

education as it is experienced by OfetTda Indian people



stronger sense of partﬁership with'the groups,
neighbqrhoeds, tribes.or nations withvwhich they work.
The current research falls within theedomaie of;;pp%ieé
anthropoloé&. For Ehis'reason, its first function is
Vfacilitatien of the goals of the Indien commuhity
itselj%/1The tribal edueation prograhs on the pneida 
Indfen Reservation, near Green Bavy, Wisconsin, have been
"egpanding in recent years, concomitant with the growth
of the tribe. "It is the Oneidas” particular intefest to
,determine the perceived needs of the community, and £o
respond to the concerns regarding the tribal education
programs. Ihe researcher (euthor} became invoiVed in
this effort in 1981, in coordination with an Ad Hoc
educational committee. This research team deVeloped‘and_
produced a_sur§ey to ideneifv attitudes toward education
generally and tribal education specifically.
While the field research extended :for
approximately ten months, the current docgment focuses
: _g;imarilj on the;educationaL~Dlanninqnsurvev (November
i98}—January 1982). Education as a single cultural
‘subeet, conceptual caﬁegorv or "domain" has undergone
"considerable change among Native American peovles,
b ama
moving from traditions of non-formal education and
socialization processes, to combinations now which
almost ievariablv include formal, institutional

educational systems. Documenting the perceptions-of

education as it is experienced bv Omwetda Indian people



»

is an effort to recognize distinct educationaly needs of

indiad;éhildrén inrcoﬁtrast'to-those of the adjacent
:Whipe cdmmuﬁitieé, and to improve theréducatiShal
process fo;'péoﬁle of the tribe. Thisvsurvey is also
jiﬁtended to broaden our general‘understanding of the
Véfféct of maintaining cultural bgundéries and of the

‘nature of educational experiences fér peoples of

different historical and dultural backgrdﬁnds.

1.2. Methodological Issues

Anthropology and education are distinct fields of
inquiry'in American scientific research, but they have

sha;edjtheorétical approaches, methods, and interests

‘since the earliest part of this century. Qualitative

techniqgues distinquish'rgsearch'in'these fields, as in

"other social sciences. The investigation of cultural

identities has been especiallv seen as the domain of

1
B

‘qual.itative rather than quantitative methods; thus

definition of cultures, their traits, cateagories oﬁ

perception, ‘in fact their unique character, has been

said to defy precise'quantifibation. In anthropological
theory, the conceot of cultural relativism is focal:
the idea that cultures should be described in terms of

tHemselves (Fenton 1957: 13; Harris 1968). As a

_consequence, research comparing cultural groups have not

turned to formal analyses to examine cultural phenomena,’



as in mahyrcases;‘gggpa{eble unit§ of étudyvhaﬁé ﬁot

- " _been available. - ’ ' _ '}*
The Galileo theory and method of invasﬁigétiﬁéi
cultural processes recognizes the principle of
relativism in the study of cpgnition,andcbmbinesvthis
.with both a'qdalitative aspect (open-enged inte;viewing
téchnique)lwhich.has been éé-wely/agvelboed-in
anthrdpologﬁcal methods, with a procedure for precise
ﬁeasuremént,of coghitivg domains.' The Galileo is a
metric‘mulgidiménsiodal scaling dnStrumenﬁ to map
ispecifié éubsets.of the cultural experience, in thé case
of thiérreSearch, the conceptual domain of éduca&ioﬁ;
It offers a method of investigating coqnition§and
cultural diversity from the cdmmunicatiéh sciences, with
a new approach'ih eliciting technique, and a ratio scale
of measufemenf té'beﬁter represeht the experiential'

L continuum (as cognitive and cultural processes could be

termed).

| To recofd, compare and predict human behavior,
the social scientist requires tools that can accurately
report humén phenomena in precise wa;s. The Galileo
épp{oach is a powerful measure of cultural agaregates,
that is, of the shared Dercebtions of a uniqué
population. The Oneida Resergsffﬁn is'qeograohicaliv a
"checkerboard" reservation, one in which Indian trust,

fee—dwned and privately owned land is interspersed with

VWhite—owned farms and residences. The political




Oneidas” perceptions of their community.

separation Qﬁ the original reservation into two,cohnties
and into fouf'different séﬂool‘g}stricts reveals ar
complex piéture of community boundaries, but the
distinct social,_political and legal organization of thé
Oneida community idehtify the cultural system.. The
effect Qg"histéry and traditions, and the contemporary
cuiéural and bblitical situation, all play a part in the

In'pé}ticularL
gqéls in education refer back torthe contihuity of tﬁe
tribal community.r

The definition of these attitudes and goals as

shared by tribal members is the focus of this research.

1.3. Structure of the Research
,ﬂThe report is organized into three major sections.
First is an exposition of the Galileo theory and

methodology (Chapter 2), with an emphasis on

anthropological and educational applications. Numerous

descriptions and applications of this MMDS model are
available in the scientific literature (see Barnett
biblioqraphy), the central reference being Woelfel and

Fink”s 1980 pubication, "The measurement of

‘communication processes: Galileo theory and method.”

In the second section (Chapter 3) a survey of the
shaping of Native American education is Dresénted to

document the unique character of Indian experience with

un



—

C

education: This historical summary describes primarily

-]

the périqd from European contact to_the'pﬁbsent, with

special emphasis on the policies shaping formal

education for Indian peoples. The aim is to recognize

e

and document. the process by which Native American

P

A . :
peoples have developed a distinctive reference frame for

education.
In the third section (Chapter 4 through 6) a

brief description of the Oneida Indian community and its.,

educational pfograms is followed by the Tesults of the

field survey in educational attitudes. The intention

is, first, to demonstrate how the Oneida Indian

it

experience‘with education in the United States has also

been, as with other Native American groups; a culturally

oriented and interpretedrdomain. The survey 1itself

supports this contention with a descripbtion of the

cognitive domain, as represented in a sample of tribal

members.

As an applied anthropological revort, the
educational survey emphasizes possible approaches to
improve the perception of tribal. educational efforts,

and to. ‘coordinate the programs with needs of the

~.community in general.

The summary comments (Chapter 7) draw together
the practical applications of Galileo methodology and

issues within a Native American communitv: how

cognitive research can benefit short and long-term_

(@)

i



’planﬁing strategies,”and inCrease aWareness end 
j j , communlcatlon between dlfferent segments of the
communlty as-: well (e g” the educatlonal staff and the
communltyL;;:Applled and theoretlcal;lssues inxr
anthropoloqy and education are also addressed, in Qrder
ey A ;
to demonstrape how cognltlve studles mlght develop more
3 rellable measures of cognltlon by the methodoloqy T
B proposed here. . , =%*“?ekm o
g
3
N .
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"TQALILEO THEORY AND METHOD , D

[

2.1. -Inttbduction: A View of Culture and Cognition
A , . :

Anthropology has long been cohcérhed:withnghgm

and similarities of cultufes, and has

differences
‘approached human diversity from a numbher of differeht

pérspeétivéé.»'A ¢anitive or psychological approach to

~culture -has developed in the last four decades that

seeks to answer questions about meaning in human

'

Q%ehaQior: -why'and how people of different groups

' s ' .4 e
perceive and react to the world in different ways. .In

order to ilxgstrate how tﬁefGalileo methodology -
contributes gb the sfudy of cognitive and cultural

| ptoceéses; it isAnécessaryﬂto first examiﬁe the research
;interest.ofraﬁthropologists and other sociél and
Ebéhavibral ;Eientists in coqnit?téﬁétud;es. e

'Ci\%‘fﬁarlier evolutionary theories of cultural
S

- _,;devélopmeht focused on the stages through which cultures

-Lmight éass, ife.h,savagery and barbafism,rin order &@\\
"éttain ﬁhé grace of ciVilization (Morgan 1877; Tvylor
S 1871). ,Implicig in these formulae have been
considérétioné of the inteliectu;g»capacitv of the human
species.r By virtug of a "psychic unity" of humankind
e

(universal underlving principles-or rules of conduct) it

was thought that one could predict the evolution of




=~

4
,j"iower revel"rprimitive-peoplesil'These evolutiona&§‘ 
ischemes were not supported by the extensive ethnographlc'
,\Bata collected in following decades; and the concept of
;psychlc unlty,w1th its dlStlnCthnS between prlmltlver
;and 01v1llzed loglc was not con31dered a useful
VexplanatOry framework fo£>cultural dlver31§v (Voget
}975 —576). jEssential.ly, Edeas of mentalrorA

} a
psychological phenomena were not well dev;igge in

anthtopological theory>during this periods There was a
, ) : E ¥
greater interest in the categorization of . cultures, and

within them, the cultural traits or customs distinctive
~of particular groups or between\cultufal entities.

- In tbe'early 19005, FrénziBoES (1896) and Bronislaw

Malinowski (1922) stressed a new perspectlve in cultural\
research: the importance of learning abOut the "native—
- ; .- - [

1

view of'reality" (Gamst & Norbeck 1976: l75}>\tKroeber’s
= o .
(1909) early work on kinship, for example, reflected
>this interest. He examined.kinship terminology as
cognitive‘categories: views of‘reaiitye In Lewis Henrvy
Morgan’s,(i870) work on kinsnip cateqories also,rhe
recognized that a qiven cateqory formed a system of
‘underlying semantic contrasts that could be formally
ane%%zea (see also Frakellg62: 74).

| The emphasis on»fieldwork'and on learning and
recordinq native languages in the earlv twentieth
century pecame important in the development of a

distinct anthropological methodology, wvarticularlyv

’




- through thé influenq@zof Boas and Malinowski. Whileg"

the}e has been a stroﬁé'interéat in the structure and

,functidn of social and cultural systems (Radcliffe-Brown"

1935; also, Malinowski), the study of culturé has also

s -

beén,directed'toward,the'investigatibn of Cognitive'

(consciousness, modes of —®Xhoughk) phenomena. In

~particula:; anthropologists have studied how language

(lexical categories, verbal labels, semantic domains)

sheds light on "native principles of classificaiion\izi\.

coﬁcethaliiation" (Romney & D”Andrade 1964: 3). As

Gamst and Norbeck (1976: 174) point,out;
| ;Tbe‘view that man’s intellectual or cognitive
perceptions of the universe form subconscious
systems, patterns, or structures that follow
-panhuman principles of thought is widespread
in the social sciences. (These fields) include
~ethnoscience, ethnosemantics,
_ethno/psycho/sociol inquistics, formal semantic
‘analysis, componential analysis, new
-ethnography, new structuralism, French
"structuralism, and cognitive anthropology.
.Bateson (1936) had suggested almost fifty Years'ago that
- cognitive aspects of culture ("eidos") could be an
important focus in anthropology (see also discussion in
'Neissergﬁ962: 54), but it was not until later in the
19408, through the 1960s, that cognitive anthrooological
‘studies really took shape. TImportant influentes have
been in other disciplines, notably im linguistics and
- psychology .(e.g., developmental ©vsychology,
psycholinguistics)ﬁ'

The"prime movers™ of cognitive anthrovology in

tﬁe-mid—l9505, according to Gamst and WNorbeck (1976:
é _

10

,:.4{‘_



e

Norbeck,(197§£ 175) note that "these analvtic constructs

175, Wéié the anthropological iihguistics, ~With the

iﬁvestigatign'of languages in 'differént cultures,

linguists were developing precise techniques to °

deScribé,,dlaséify and analyze languaée.f Gamst and

-

'and,associapédAworkinq procedures were then adapted to

'the,study7of_cognit10n, which may‘be regarded as

'jseﬁantics placed in an ethnological frameWorkﬂ

Sankoff (1971: 389) states that the focus of

cognitiﬁé»étudies in anthropology ‘is on the description

~ of "cognitive maps," and .the degree to which. they are

shared or not shared by individqaiqﬁin a culture. Tyler

(1976: 177) wrote in 1969 also that cognitive research

o is an effort to understand the "organizing principles"

, underiying human behavior:

It is assumed that each people has a unique
system for perceiving and organizing material .
-.phenomena - things, events, behavior, and-
emotions.  The object of study is not these
material phenomena themselves, but the way
they are organized in the minds of men.
Cultures then are not material vhenomena;
‘they are cognitive organizations of material

phenomena. '

> jThersocioiogist Taléott Parsons (1976: 111) has also

identified cultural systems as coqnfEive\phenomena. He

T

‘refers toufg%r subsystems of hum;L action, cuifdfe\being

the one that functions as- "pattern-maintenance," while"

the s'social system" provides internal integration, the

*

"personality system" provides qoal—attéinmeht, and the

behavioral orfganism functions in adaptation to the

11

O
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bhysical environment,, Key to the dégnitive approach,

:then,'ris'its,emphasiS'odfnative,concepts or world

'viewgif%eamSt*and*NUrbeck,(l§76{1175) state emphatically

. that the primary goal‘is not in collecting ethnogragﬁic

informarion, but in understandlng the regular ways in
T2 )

whlch human groups segregate, class1fy, and organlze,the

A‘world arousj/them. , o 7‘f——

In ethnosemantlc studies such as Berlin and Kay
'(1969) on colorrcategorles, the effort has been tolz
,identlfy nari!e'Systems of classiflcatlou or "folk
‘taxcudmieeﬂ; The'gruncsehantic viewpoint is reoorted byb

Voget (1975: 576):
‘The heart of culture...must be sought in a
network of symbolic communications, subject to
. procedural rules which regulated inclination

-and choice.. The procedural rules constituted,

a system . or cognitive model internalized by
members of a ‘society. ;

N . o E. . ° ) ‘- ) ) )
The emic-descriptive orientation of the cognitive

wapprcachrwas crlticized as being ncncomparativelr
’partigularly because of its historlcal cohnectlons to
mcrel_descriptiue,,non—comparative approaches in
uescripcive \linguietics'and tc tHe historicale

 particularist orientation of Boas and his students

(Voget 1975: 577). Linguistic procedures, however, were>\g\\v

providing a means by which to examine cognitive
& R

"structures" .as semantic categories in a particular
culture. That is, language is equated w1th cognition.

B Frake (1962 73) stated in his’ "Pthnograohlc studyv of

12
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cognltlve systems, that—the*fundamental/task is to

,idetermlne the "verbal- labels" people/use to identify
thlngs. Herwrote (Frake 1962: 75 //%)

Cutturallv 51gn1f1cant cognitlve features,must
"be communicable between persons in one of the
~standard symbolic" systems of the culture...The

study of the referentjal use of standard,
readlly el§01table/11n ulstlc ‘responses - Or
terms - should prov1de a fruitful beglnning

point for maoplng a cognltlve system.
In Tyler S (1976- 177) view, cognltlve anthropoloqy
ihas been developed to deal w1th two major 1ssues in the
study of cultures- (1) what phenomenaAare siqniflcant
-for the people of ‘some culture, ~and (2) how people
omganbze these Dhenomena. Cognltlve'anthﬁopoioqy is a
“theoryref culturesf in his perception.fConsequently,-it
will teii'us'somethiné about'the'coueeptual oteanizatien
~Jof peqpleS’ lives: their "cognitive mabs," or eognitive
',,systems.r-Thi%*view of cuitures is, according to Tyler
(1976: 184), one in which
A culture censists of- many semantic dom;ins{
organlzed around numerous features of meaning,
and no two cultures share the same set of -
" semantic. domains or features.of meaning, nor

do they share the same methods of orqan121nq
these *features.

The best methods for discoverinqlkhese,domains, and thus
learning about cognitiye'prbcesses, is by controlled
eliciting technigues and methods of formal analysis, as

Tyler recommends. In the following section (2.2.)-1
. » 20

ngill demonstrate the usefulness of  the Galileo

methodology for formal analysis of cognitive (semantic)

domains, and for generating cognitive maps-that are

13
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. CCmQafdee”oVéf,time-(ldngitudinal stuay)rorJaprdss
'}'-: crgltﬁfa]‘._j'éhtriti,es, - | ‘ - |
| V'it shéald'bé ﬁqted that the fiéldef psychology has
 él$o“beeﬁ'fnstruﬁéntal'iﬂ aéveloping many,éspeqts'qf
cdggitive'research (Voget 1975Lt374ff; :Raney &
IfAndradé 1964). The work of developmental psychologist
, Jeén;Piéget>in theii9$Os;is pertinent here as he focuses
,7Qﬁ‘deve10§ﬁéntrof;memo£y, inteLligenée,,and learning -
amdng children. ,Piagét (1968) diécusses learning as the
 ‘"deulative‘efféc£ ercgghitive aétivity"—(see Neisser
 _1962;_58).*The Rfocéssés he describes include that of

"change acco%mddatioﬂﬂ' by whichﬂran individual
'~"assimilates"73xperiences (reality) and "accommodates"
. £0 them;  i.e., fekpergences'modify the learner. ,In
:QnMehory and intelliggnéé," Piaget (1968: 109)’wrote,
.,ff:"eve:y aSsimilétory écheme haé to accommodate itselfr

a

to  the 6bjectsr't0 whiéh it is applied...
ﬁ";;faésimiiation without accommodation does not exist,
;:;n9F converéély; accommodation without assimilation..."

\ The value of Piaget”s ideas to cultural and
;ébdnitive research is éuigested by Neisser (1962: 59):
E§What we acquire as we grow up is not mefely content,
’*b&t_?rgéess. We undérstéhé the world thrébéh} anajwith,i
',as;imilative sCheméJ'(Schema are the perceptual
kétructuresrof accomodation and assimilatiqn.) That 1is,
- ;€ﬁe individual acquiges a cognitive map, which is not

-

simply4a “strudture* of cultural- reference, but a

14 . i
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particular means of assimilating and processing new

-

information.

VATHe usgfulness of the,Galileo methodqiogy is thats
'1f'stfeésé§-aﬁ,intéractive Iihfgfmatiqn p;bcessiﬁq)"
apﬁroach and isﬁéble td’ig%fstigégethése processes ofi
rquitural bﬁénge (how the exchange of inforﬁation‘Can’
éffect the’cognifive d@main). fhe'reprgsentétion‘of a
Acognitiﬁe hap itself is 5niy the first step.’ Exémining*
the mdvémeht of concepts oﬁ framés of referehce,by
'members’ﬁf'a'specific cultural group as these cultﬁral

attitudes}pr bélieESfchahge through time represents more

é%ﬁegtiVéiy the experience of culture, its dynamic

‘nature. -

L]
2.2, Observation of Human, Phenomena: Fundamental,
' Concepts - ‘ )

A fundamental insightgin—eeqnitive research is that

~a culture ;w "reality," the human experience_ or human

i
[

V‘copduct; tﬁrgugh;the mediation of a svstem of concepts:
whethe%_ﬁhese be identified as svmbols (language),
'sem%ﬁtiCMadmaiﬁs, cognitive mapéf'mental templates,
sharéd beliéfs; or a fpattern—mainténance system." Tﬁe
following sections of,this cﬁaoter illustrate how a
mathematical model may provide'a‘péwerfuL picture of
cognitive domains. 1In the Darticulér Native American

case, a specific cultural subset or domain, education,

e
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efﬁgctiVeiy the experience of culture, its dynamic

‘nature. -
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t .
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cognitive Systems[" thatfthe‘fundamental/task is to
o S
- determlne the "verbal labels" people/uSe to identify

thlngs. He - wrote (Frake 1962: 75 76):

, Culturally 51gn1flcant cognltlve features must

- . 'be communicable between persons in -one of the
-standard symbolic systems of the culture...The
study of the referentlal use of standard,
readily elicitable” llngulsfﬁ;presponses - .or
terms - should prov1de a fruitful beglnnlng
point for mapping a cognitive system.

In Tyler’s (1976: 177) view, cognitive anthfopology

rhes been developed to éealvwith two major issues inrthe
>rstud§ of cultures- HJ what phenomena are 51un1flcant
'for the people of some culture, and (2) how peopnle
organlze these Dhenomena. Cognltlve anthgopoloqy is a
Etheoryﬂof culturesf in his perception.féonsequently,>it
wlll tell'us,somethino about’thercouoeptual,oroanization
'iof>peopleS’ liues1 their "cognitive maps," or cognitive
,systems.’tThiséview of cultures is, according to Tyler
(1976: 184), one in which

A culture consists oﬁemahy semanticrdom;insx

organized around numerous features of meaning,

and no two. cultures share the same set of -

" semantic. domains or features.of meaning, nor

do they share the same methods of organ121nq
these *features.

'The best methods for dlscoverlnq \hese domains, and thus

learnlng about—cognltlve processes, is by controlled

eliciting technigues and methods of formal analysis, as

»Tyler recommends. In the following section (2.2.)-1
. v

ﬁ,will'dembnstrate the usefulness of the Galileo

methodology for formal analysis of coqnitivevlsemantic)

domains, and for generating cognitive maps - that are
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cbmbéééble over time»(longitudinal'stuay) or‘aptdss
'dult@fai]éntities. | o |

;it shé&ld;be roted that the field Of psychology has
ia150“$eeﬁ fnstruméntal inraéVeloping many éspeqts'of
,'cdggitiyevfesearch (Voget 12%5: 474FF; ,Romney &
IfAndrade 1964). The wdrk of‘developmehtal psyéhologist
. Jean}Piégét in thebi9$05;is pertinent here as he focuses
thdeveIOpment>ofmemo£y, intelligence, and learning.
among children. ,Piagét (1968) diécusses learning as the
"éﬁmulative_efféctrof cognitive aétivity"-(seé Neisser
 1962; 58).”The pﬁocésses he describes include that of
"change aécommodatioﬁﬂ{ by which_ran individual
',"assimilates"76xperiences (reality) and,“accommcdates"
' £0 them; ide.,,exper%ences.modify the learner. In
*“Memory and intelliggncé(" Piaget (1968E 109)1wrote,
'fénevery.assimilétory écheme ha§ to accommodate itself
to Vii::he objects to whrri?ch it ‘is, appliéd...
;f;)aésimiiation without accommodation does not exist,
,nqyrcénveréély; accommodation without assimilation..."
% The Valuevof Piaget”s ideas to cultural and
;cOgnitive research is éuigested by Neisser (1962: 59):
A§What we acquire as we grow up is not mefely content,
{?bﬁtmpr;;ess. Werundérétghé the Qbrld Ehrgﬁéh) and,with,r
Assiﬁélative schema." (Schema are the pngeptual

structures of accomodation and assimilation.) That is,

gthe individual acquires a cognitive map, which is not

- simply-—a “strudturei of cultural-reference, but a
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‘information. ~

fé_c@lthre y

particular means of assimilating and processing new

=

,'The'uéefulneés of the Galileo meﬁhodology is that-

it stresses an. interactive (information processing)

“

approach andris:éble to investigaterthése processes of

cultural change (how the exchange of information c¢an

affect the cognitive dgmain). The represénﬁation of a

ncognitiVe fhap itself is ‘only the first step.’ Exémining"

the movement of concents or -frames of reference by

,membérs'bf a specific cultural group as. these cultural

attltudes or beliefs change throuqh time represents more

S -

effectlvely the experience of culture, its dynamrc

'5nature;

L
*»2.2, Observatlon of Human, Phenomena Fundamental ,
' Concepts ;

A fundamental insignt%in%eegnitive research is that
e
fiews "reality,

the human experience or human

¥5gpnductj through.the mediation of a svstem of concepts:
"whether\theSe be identified as svmbols (lanquage),

ifsem@htié*ddmains, éoqnitive maps,  mental templates,

shared beliefs; or -a "pattern-maintenance system." The

fclloWing sectioms of this chapter illustrate how a

mathematical model may provide a powerful picture of

cognitive domains. In the particular Native American

: case,ié specific cultural subset or domain, education,
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is 1nvestlg%;gd:' i |
The Galileo ‘theoretical appreach to Cdgﬁitivef

:,r;séabéh is:based'on a social interactionist;i
pgrspectivé; using é’m;tric,multidimehgiOnalWScalinéi
" (MMDS). techﬁidﬁe to model the complexity of human
coghitivéfprbCesses; .Both'eizgating‘tecHniqUe (PhaSé 1

n—directgdgpLQbeL,and structured -questionnaire (Phase
_ZﬁPair d comparisons of cOncepts) are &ésigned to

=z

~discoyer the ™native view of reality," i.e., .the ways in

whiCh one gfoup ﬁ be+similar or differ from opher\'

cultﬁraéigrouggjl The fixst goal of this research in
L:Onéida‘fgdiah’education is to gsgbvg? the "cognitive
,mapf of education (the Oneidé berceoiion of
:fedﬁdétiqn“{ltd'imppOVeLgducationélvDlannl g strategies.
?Aréecond:and éhééretical concern is to ow the
? poéeﬁtia1 cdhtribu£ion of the Galileo MMDS methédo 0gy
to'stgéies in'coqnifion.

;fln unaerstandfng the nature of human Dhenomeha,
Social scgentists-hayé trédi;ionally relied u?én
6bserva£iénal frameworké?that categqrize beﬁavior iﬁto

- aiécrete units, evénts, sdbsystems, or cultural Eraits~
:(see Eelto i978). The his;bry éf anthropological theory

attests to the general usefulness of such i;emizations«

and comparisons of cultural traits in examining the’

dimensions of cultural differences (Harris 1968). The

Iroquoian- anthropologist Fenton (1957:'14)Fnoted in his

N ioe , 4
investigation®* of the "ethnomethodological" apbproach
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- (cultural historical):

The analysis of culture into its constituent

. elements or traits has a certain

. utility...because these traits cluster in

- complexes which are the situational effects of

“major cultural activities; and the traits,
complexes, and activities move about-on the

. map as customs, are diffused from people ot

- people, sometimes Losing/fgeir'origihal

consistency and appearing elsewhere in

otherwise-quite different wholes...

- In the past decades, there have been clear efﬁorts to
jcorrelate the;anthropologlsts obiective;or.“etic“
,categoriesruith‘the emic or native categoriéatlons of
rcustoms«Or'lifewaYS, ‘However, Tyler (1976: 177)
suggestsrthat, oenerally, the categorical approach "may

tell us something about the way.an anthropologist thinks

about a'culture, but there is little, if any, reasoh to

'cubelleve .that they tell us anythlng of how the people of

:some culture thlnk about their culture“

| To lnvestlgate ,the natlve processes o°f
'—categorlzatlon or organlzatlon of their culture, woelfel
(ms) notes that, *"the notlon of cateqorlzatlon means
rthat'individual members of a class are grouped together
1oh the basls of some shared characteristic or set of
characteristicsg;lt,is this process that makes
organized social 1life possible,""But for the
researcher,?relylng on the cateqorlcal approach to

hY

1nvest1qate coqnltlve processes 1is oroblematlcal.

Kobben (1967) states, there is a "bias toward

-

classifications which treat “continuous relationships”

as dichotomies." That is, the reality of the cultural

17




_ experience. is one of a continuous Cbanginq;vd?namic:
- i , _ -~ i

cial science, in its

*

'Zproéess.r_Itjis important for so
:'instruments;>£o 5e éble to ;éplicaté theserprocesses.

A fheoretiéalﬂlénguage ofrhumanlbghavfbf, if merely
Categpﬁi¢al, does not offer tg%:precision,'reliability~
andipredictive_ability that a mathemdtiéal lang@age
L prévidgs{ a ﬁeans of tréns1ating.these pross—cultufél
expefiences intb comparable refereqce frames (the
cobfdiﬁate syétem).'

In recent yearg ih ahthropolégy, maﬁhematical and
stétigtiéal queisAhave beenideviéed to dhalfze
:catégoficgl data, such as,ethnosemantic reseérChra%g
'cdmponential”énalysis (Goodenough l956{ Wallace 1965).
MitchellA(1979Y wrote "On quantification in social
“éhthﬁopology" to discussrthe prdblems’of‘qualitqtive vs;
'-fquéntitative o;ientations in'anthfopolgbical methods.
 Qu;ntification,hasrslowly becoﬁe a more useful réseérch
fool in collecting and analyzing data, and its use in
rcogﬁitive ;eSeérch has developed within;anthroooiogy
;onlyfin récént‘years. Mitchell (1979: 44) notes its.
usef@fhéSSgin investigating the multivariate nature of
human'sbcgéi;phenoména: "

Analyses that set out to uncover the

consistent relationships lying behind social

phenomena must take cognizance of the
multivariate nature of the material thev are
concerned with. For this purpose techniques
~ "BsuUch as the analysis of wvariance and
-covariance, the analysis of factorial

arrangements, factor analvsis, and Jlatent-
-structure analvsis are likelv to bprove

' 18 -




'éarticﬁ£;riy usefui.

| Gdkthagﬁ(i944: 147f suggested a méthod:for scal ing
'.:informatioﬁrthat;ig qﬁalitétive; in order to summar ize
large élasSéé?of data and to "draw inféfencgsfabdut the
{Dnivefsérof a#tributesJ' In Guttmén’é viéﬁ{.a
>ﬁuniVerse“ defines a large'cl§§g>0f behavibr (éuch as’
,f}"maritél adjustmentﬁ)rand witQin this univefsexare éll'
of the "attribuﬁes" that could define (eXpiéin, relate
' to)ﬁhegconcept‘of'mmritaladjpstmentﬂ' The lahguaqe'
of cbgnitive,reseérch, as can bé seen from Guttman’s

u descfiption {and also Frake 1962), has no standaraized

terminology within'or'across'disciplines.~ In .the
 tGali1e6 theOry,these idéas of "universe" are referred to
,:as éognitive domains {(one ofrthe most widelyvused‘terms)
'Qr”"néighbdfhoodé" within which'one'ldcates a group of
'relaied concepts (also referred to as objects,
attributes, symbols) (Woelfel & Fink 1980).

| ~The complexity of human béﬁaviof and cultural
diVerSIty have led social scientists to assert that
'thesevsocial phénbmené are qualitatively aifferent from
'ﬁhqse éf the,physiéalrworld; that is, they are
j;'r:el,a,t--i“\}e137''um;)bservab_le,'subiective, comolicated, and
Qneous" (Woelfel & Fink 1980: 3).(u%n anthroooloaqy,
for example, there.has been an émphasis on é
<qﬁ§litative methodology to study diverse reference
£ human groups, and a tendency for researchers:

to distfust and avoid. precise quantitative measures or




L 4

mathematical mbdels of human pheﬁomena. The premise is I

'thét cognitive processes are not difectly obSerQable and
so canhdtgbe_measuréd or verified in the manner that
‘physical phénomeﬁa can. Thus observations tend to be
rcatégofiied:by use of vefﬁacular symbéls which'ére EQHf%/

numerical. : == B e

~Kay (1971) wrote that anthropologistgs~have had a

tendency to view humanrphenoﬁena/ s "inherently
’imprecise,“ thus any effort to usg/%ormalAmathematical

analysigA"imposes a spurious structure on phenomena that

ok A , ,
are by nature wvague... ~There have been enough facts
- o N . 7/7,,/. 7 V )
rﬁa,' around for quite/gwﬁile to suggest that this view is

untenable" (IBID 1971: xii-xiii). The works Oof

'Geoghgqén'(l97}r and Keesing (1971) and other

'hrODologistS'iﬁ ajvolume,editéd by Kay- are examples

of ethnographic studies that utilize formal mathematical

s

analysis to study cognitive domains (e.g. Geoghegan

model of cognition as information processing’systems).

In fact, both physical and social scientists

"meésﬁ?e“ phenomena, and the standaQQS they use are in
both’ééses arbitrary, and relatiQé. That is,rthe
physical and social wor 1d are viewéd, investigated,
analyzed, through theA"éultdfal biases" of the
pbsefvers, whether anhhfopoLg?ist, physicist, Native
American, or Inuit. The standaréé\ére\generallv agreed

updn'by a consensus of” observers (the. social unit). For

example, the measurement of the earth’s surface with a™~
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- metfic;ruier*has no more inhefént'validit& thaﬁ
,;mgasurés gf hﬁmqn pefceptioﬁs. Thé fﬁler i's .an
iarbitréfy‘stéhdard app1ied to sqive'arproblem;
;jiﬁméasuring tﬁe'diStéhcé with paper clipé or hand spéns is

| eéually'quid; For physical or social measures, the
freiévant’quesﬁibns are whetherfgggseVmeasures:ére
feliéblev(fepeatablé), testable, precise or appropriate

.humén béhaViortsocialrsciehtists have been less than
—successful.‘ABut,,giQen the arbitrary nature of measures
ih,thé phyéical as well as éocial sciences, there is

littie réésongWhy-thesé measuresrcannotvbé adapted and

'fiﬂ VA‘uséd to édvantagerihAthe in ﬁhe stuﬂy_ofrhuﬁan,behavior.
',,”' Thé,éaliled offers a representation of cognitive "space"
Amappéd_@nto a coordinate systém to define human

o

. perceptual domains..

":éffectivérmathemaEical models and measuremen£ scales to
 incféase infOrhation and understanding of human
fphénbméﬁa, An early propbneneuyxanthropéiggggmlglor
'*;(1889L wrote éhressay on the use of mathematical
Aco;trols,sf ethnoiégical materialg. But even bv 1953,
over sixty years later, Harold Driver wasrsoeaking still

. of the very gradual shift in the status of statistical

~analysis from "hostility" to some modicum of "resvect"

(Driver»1953; see also Mitchell 1979; VvVoget 1975).

The application of unidimensionalrLikert—tvpe

21

to the .task. In finding appropriate, testable models of

" Social science researchers have developed some




séales V(Lgﬁer£ 1932) and the semantic¢ differential -

écaléé'(Osgood-l964) ére dominanp in ‘social sciences

fqda?, sef&ing;ag compléx mEtheméticpl.moéels of
PR qégnifive processes or psychological attitude structures
'(Woelfel 1980). Osgood (1964) has applied the semantic
differentiai techniqqe in thgt%omparative Study Of,‘

.cultures, "and developed a theoretical model of cogniiion
T : - T
1

"that, .like the Galileo, involves the identification and
- measurement of "semantic space." Osgood (1964: 171)
describes this concept:

Imagine a space of some unknown number of
dimensions.. This will be our hypothetical
semantic space, (which) has an origin like all
space... The meaning of a sign can be
conceived "as some point in this n-dimensional
space, and thus can be represented by a vector
from the origin to that point: the length of
this vector would index the "degree of

. S meaningfulness" of this sign...and 1its

f direction would index the "semantic quality"
of this sign.... '

The semantic differgnﬁﬁal task for the respondent,

'ﬁ according to Osqood'(1964: 173), is to méké judgements

. - _about a series)of concepts (e.q., mother, sand painting,
' 73Chineée) "agéinst a series of bipolar, seven-step écales

defined by verbal opposites (good-bad,...strong-

weak,”faéteslow.d" The data is then factor analyzed

(a ndn—metric MDS.procedure to discover "latent

psychological trait " or factors in the data; wOelfef 
o & Fink 1980: .78). Osgood”s use of the 7-point scales

revealed a set of factors that have reappeared again and

_again in comparative studies based on the semantic
N /\/
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differéntiél écales. ;Three dominan#, independeht
r(orthdgdnalf.facto;é are identified as (0Osgood 1964:
173): '“EValuative factor™" (good—%bad{ positivé——
negatiQe), thé "Potency’factogﬂ kstrong—-weak,_heévy——
'-Iight; hard4—sof£), and the "Activity factor" (fast=-
slow, actiVe——passive, excitablgz:Ealm). |

‘These findependently variable dimensidns,of
meaning" (Oégqu 1964) have not beén.verifiéd in the
Galileo MMDS instrument, which uses a continuous’ ratio
scale to measure cognitive space. Galileo cognitive
maps (e.qg., studies of the configuration of emotions
'with the Galileo instfument; see Woelfel & Fink 1980:
79ff) suggest thétVOsgodﬁ‘é three dominant factors are
ihrpart aptifagts of the 7 pdiht scale. 1In any given
rseﬁahtic‘space or cognitive mép, then; the independent
dimensions éf meaning are not always defined by Osgood”’s
factors.

VComponential analysis became an important tobl for

cognitive and cultural research in anthropology in the

,71719503.' Its purpose, according to Wallace (1965: 229)

has been to analyze meaning: "to %a@e statements about
concepfs in the‘native’sA‘cognitive,worldﬁ”
Compénential analysi; is not restricted to the analysis
of "connotative meaning" or "arbitrarily restricﬁed
domains" as with Osgood’s‘psycholoqical instrument. In

Wallace”s (1965: 231) summaryv of the.aooroach,

componential analysis offers a semantic analysis of
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lexical domains to identify taxonomies of information

used byiSpeakefg and hearers in a culture; and from
thése*énaiyées4derive'a "unique descfiﬁtiﬁﬁﬁﬁfgaﬁﬁa%iV€k'f‘*—~¥‘f’

cognitive (or semantic) system." Wallace’s critique of

componential analysis emphasized the following:
If an anthropologist wishés—To claim that he
has produced a valid description of a
cognitive (semantic) system, he needs to use
additional techniques beyond those of the
classic method of componential analysis...’
...there must  be techniques to identify
dimensions of classification and- log
operations which are demonstrably real to the
native speaker...(and) there must be some
~techniques for demonstrating that a given
logical operation or dimension of
~classification, however derived by the
- anthropologist, is not employed in the native
speaker”s semantic calculus. (Wallace 1965:
232)

Wallace (19652 234) also p&ints out that there is "no
géneféliy foiigwed’procedure for eliciting di;ectly erm
the hativevépeaker a stétement of what to him are the
dimensions of the taxonomy, whose nomenclatﬁre is uﬁder
investigation." Difficulties in getting complete
~information on lexical or cpgﬁitive domains is‘resolved
' in theiGalileo procedure by a form of eliciting

technique called the non-directed¢ probe. The purpose is

NSRS to discover the relevant concepts a native speaker uses
‘ tdirefer to a particular conceptual domain. Input from
historical and ethnographic résearch can provide
addiﬁional means by which to design a non-directed
probe. It is especially 1important 1in avplied

anthropological research for members of the target
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population td‘pe involved in the design of the eliciting
ihstfument (as was the case in thélOneida reseérch in
this“repért). |

It is -useful to investigate cognitive modeling
throqgh ‘the social interactionist perspective'as-well;

as it has been developed in_%he pﬁilosophy of Geoﬁge

Herbert Mead (1934). Mead’s contribution, although not

,;quanﬁified'in his own work, has been to call attention

,‘
L e

to behavior as a contihﬁous process rathgr than a series
of discréte acts (sﬁch as catégOrizatidn technigues
érovide) (Woelfel 1980: 92). |

Mé@d additional recognized the importance of fhe
self and what he termed "éignifican@ others" in
detexmining ong’s attitudes and beliefs (Strahss 1956;

See aléb Woelfel & Haller 1971). In anthroboloq?, the

self concept was. first linked with evolutionary theory:

in the 1940s, ethology and hominid evolution were seen

&

from the perspective of an emerging "self-consciousness"

and inner awareness, ."generated only by the social

exXperience," says Voget (1975: 555; see also Hallowell

!

1961). Hallowell defined self-awareness in terms of a

subjective-objective dichotomy of experience. His

‘discussion of the self concept is especially opertinent

, : 3 e
to an explanation of the Galileo methodology, which has

operationalized the self-concept to linvestigate
cognitive domains (these being aggregates of individual

(self) experiencés). Hallowell (1955: 84) wrote:



'pOpulation tdgpe involved in the design of the eliciting
instrUment (as was}the case in thé'Oneida-reseérch'inr
Athisfrepétt%

It is;useful to investigate cognitive modeling
through ‘the soéial interactionist perspective as~well;

és.it.has been developed in the pﬁ%iosophy of Geofqe

Herbert Mead (1934). Mead’s contribution, although not

,,quanﬁified in his own work, has been to call attention

to behavior as a continuous process rather than a series

of discréte acts (sﬁch as categorization technigues
'proviqg) (Woelfel 1980: -92).

,Méad additional recognized the importance of Ehe
§gi£’ahd what he termed "éignifican@ others" in
dete:m;ning oans attitudes and beliefs'(Strahss 1956;

see also Woelfel & Haller 1971). In anthropoloqy, the

self concept was first linked with evolutionary theory:

':in the 1940s, ethology and hominid evolution were seen

X

from the persvective of an emerging "self-consciousness"
and inner awareness, ."generated only by the social

experience," says Voget (1975: 555; see also Hallowell .

k)

1961). Hallowell defined self-awareness in terms of a
"subjective-objective dichotomy of experience. His

“discussion of the self concept is esvecially pertinent

L 4

" to an explanation of the Galiteo methodology, which has

operationalized the self-concept to investigate

cognitive domains (these being aggregates of individual

_(self) experiences). Hallowell (1955: 84) wrote:
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If we accept the hypothesis - that awareness of
self as an empirical object and awareness of
" objects other than self are a coordinate
resulf of maturation and socialization in man
- and “tpat both involve cultural constituents,
then we can go a step farther. This
categorical distinction, and the polaritv it
implies, becomes one of the fundamental axes
along which the psychological field of the
human individual is structured gor action in
every culture. ...where differential cultural
factors enter the picture is in the varied
patterns which the énvironmental field may
take when viewed from the standpoint of the
self. Since’ the self is also a partly.
cultural product, the field of behavior that
is appropriate for the activities of
particular sektves in their world of culturally
"defined objects is not by any means preciselv
coordinate with any absolute polarity of
- subjectivity-objectivity that is definable.

. The Galileo instrument allows for direcé répresentation
of felatiohs between concepts and especiallg "from the

standpoint of the self," as Hallowell sugéests. Fred
 ‘V6§et (1975) in his review of the history of ethnology,
-fematks that a unitary view of cultural process has
devéloped iﬁ the last decadeé,'one in whiéh the "self"
7 cﬁnqept is Emportanﬁ in "discovering systematic
':rélationships among diverse phenomena..."(Geertz 1970).
jVégef (1975) states, "man is considered a partially free
ahd a partiallv determined agent, aAaccotding to
'“_cirépmstances,“.(this is) more realist;c than:a

imonoTﬁthic view which describes man as a determined
ﬂéomponent of sEructural processes." In fact,
anthropological metbods and techniques, while
“identifying the individual as a central actor, the

object of socialization, the source of intra-cultural

e
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variability, or agent of change, has'rarély
~pperatiohalized this concept, "self,* in 1its
instrumentQ; qﬁélitative or otherﬁise.r A
"~ According to Woelfel (1981: 8—9)'itfis possible td
defiﬁe beliefs énd attitudes in relation to the self and
at the same time to other objecE&2 in an4indiyidual’s

experience -(Woelfel 1981: 8-9). A "belief" is the

”rprelationship perceived between any two objects

(bbject?——object). An "attitude" is a belief about the
relation beﬁWeen the self and another objeét (self---
object). Idént;fyiﬁg the self—coﬁcept within this
framewotk'qﬁ "objects" in human experience is not to
deny its special character, 5ut to récognize that self
is-présént as‘a‘cbmponent of any perception, and may be
meaéufed directly, in relation to these perceotions;

Ih anthropologicéi)research, this provides a useful.
new dimension in defininé cognitive maps, or "semantic
domains." Atkins (1974) utilized the-self concept in an
;anth}opological study of consanquinead kinship. n
meaSuring,the "cl geness or remoteness of various tvpes
of consanguineal relationship,"” he included an Ego
‘Eoint; "idenﬁity or zero—powér factor" (Atkins 1974: 4).

"~ .According to Mead (1934) an attitude regarding a

certain object is also a belief about the self: a

measured seﬁaration between the self and that object or
set of objects (Woelfel 1980). Consequently, the self

concept may be appropriatelv represented within anv
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conceptual domain, to determine its precise relation to

"other measured attitudes and beliefs.

In the social sciences, theories of measurement and
scaiing'proeedures*are based primarily on Stevens”
{1951) -classification system of nominal, ordinal,

- >
interval and ratio scales. The acceptance of these

different scales assumes that the phenomena they measure

~are qualitatively different. That is the essential

nature of the scales (nominal, ordinal, and so on) has-
only to be discovered by the researcher, who then uses

the appropriate scale to investigaterparticula;»hﬁman

8

behavior.

In contrast, the Galileo approach to cognition

assumes-that the act of measuring is not separate from

. the object measured nor frém the observer who is doing

the measuring. Hallowell (1955: 83-84)}in his studies

in psychologidal anthropology also ﬁecognized the

utility of this approach: "perception in man...does not
praesent the human being with a “picture” of an

‘objéctive’;world which, in all its attributes, is

"‘there” only waiting to be perceived, completely

unaffected by the experiences, concepts, attitudes,
needs, and purposes of the perceiver." Woelfel and Fink
(1980: 4) feport!that, in reality; "no. object is
observable independent of some method of observation.”
Thus; measured vafiables such as distance or time rely

upon the creation of consensual rules of observers,
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whether they refer to physical or social bhenomena.”

Those individuals living within a particular qroup'

P ) . » . -
observe and internalize their experiences according to

such "consensual rules" they have learned. If this is

- so, then'an,appropriate scale of measure should reflect

-2 - .
these (arbitrary) encoding systems of human groups.
2.3. Cognitive and Cultural Processes

In anthropology in the last decades there has been

a greéter recognition, in theory and method ofﬁ

~observation, that the interaction of indiviaual'or‘qroup .

with the environment is a vital pvart of the
- ° - 7 i
communication process (e.g., the cultural "ecological
, - . - ;i ,
—ag

;bproach‘of'Steward (1955) and otﬁers; see Voget 1975:

581ff). The individual is identified as a single

Vbiological,omqanism operating on a level of

consciousness (cognition) that 1is shared by others.

This model of the physical world or biological phenomena

is not the first to influencé anthropological
cohcéptions of cultumral organization. ‘Thetcultural
ecological-environmental model served to broaden the
perspective of cultures as g;bups>of human beings living
witﬁinvnetworks that were sécialv biotic_and abiotic."
Such a human, and cultural, awareness of "belonging" to
certaan sets of phenomena, and not belonging to others,
isrfunaapental‘in human cognition.

i
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Durkheim (1951) proposed that consciousness cah
7fgflect updn itself only by having access to or
recognizing something that is not itself. Fundamental

differénce or dissimilarity to—other selves, other

~objects. “Objeéts" can be defined, accordihg%to Woelfel/////
(1981: SX as a‘“psychologiaal content of wh&ch,édﬁg’
consciousness (personal ér cuffural) is aware." It is a
means by which individuals break dowq/efperience iﬁto
some congtituent pérts or objects.’ ]
These objects may be dgsignated in different ways
in differé;tvcultures,;a§!pginted oufrgyifylerA(l976)
and Gémst and Norbeckr(l97§) ab&ve. It is a part of
.individgalidgﬁtity'(self; to recognize thifgs and
évents as difg;rent or sepégate from the self. Charles
Frake (1962: 83) uses a'sigilar ﬁerm ;segreqates"in
sema;tic analysis, referring to "a terminoloqically
:1éistinquished array of objects.”cateqofies.n"r(Frake'
l962:f83% |
According to Woelfel and Fink (1980: 49), "the

concept of difference or separation among experiences

lies at the foundation of our experiences." Individual
cognition then, can be modeled as a spéce—time contiﬁuum
(process) thatris multidimensional. Concepts that
Viwaividuals include in a particular cognitiwe domain
_ (thék"objeéts" within the domain) are trgated

essentially as points in gerceptual space (Barnett,
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Hafrisbn, Wigand, Woelfel &’Coheq ms. : 8){ State
Woelfel and Fink (1980: 30), "Any point in this
contgnuum will represent a set of valueéh~onevfor each
of tﬁerattributes of perception at each éoint in’ﬁime{“
Fol;é&ing thisrargumént, ittﬁﬁ%hld berpossible to
V:epreSent<tHis perceptual space in mathematical
notation. For the'individual, this experiential
continuum can be arbitraril? represented E(jy- The
"social reality" (Durkheim 1951) fhat-identifies the
COllectiveTexperiéntial continﬁum becomes E. Any
sﬁbdivision of this éerceptual continuum_is a process of
applying?units of expérience and marking them by
linguisfic code (i.e., 1into categories).
.-The definition of cognitive processes 1is that
‘activity of individuals of encoding obéervationé into
symbols, and of éommuﬁicating them by means of lanquaqe.-
Collective cognitive processes are cultural processes:
“the rééhlt of coordinated activity of a system of
individual cognitive processes (Woelfel 1986: 97).
Lindesmiﬁh, Strauss and Denzin (1968), using a
Asociai interactionist approach, have also devised
measures of stable attributes of attitude and self,
reQééniziﬁg that humans are "symbol—producing and
symbol-using organisms," (Lindesmith et al. 1968: 25).
Thus thé identification of other "objects" is theraction
firsf of the individual, who then communicates these

symbols to others. Symbolic communications are best
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evaluated in terms of an emic perspective: within the
intéraction sphere of the individuél and group. Leslie
White (1976: 26) wrote about this‘symboiic aspect of

cognitive and cultural processes: "Only man has “the

ability to bestow meanings upon things and events and to
; : i ’

'chméréhgnd such meanings as bestowed by oth;rs. ceed
‘symbél may be,defined_as a thing or event, an act or an
object, upon whichrheaning has been bestowed bg human
beings“;" Such ideas reflect the anthropological

commitment to emic or native viewpoints. It is proposed

e

here that an emic model of human behavior can be

objectively recorded, explained and analyzed through the

A/////applicatien of a mathematical model of cognition.

~
~

2.4, Concept of the Reference Frame

As stated in the previous section, diffegent
cultures ordérrthe experientidl continuum 1in diffégent
'Ways; that -is, they segfegate their experiences and
féﬁgr to them by means of a linguistic code or symbol.
A%yhsingle experience is a combination of immediate and
Vpast;experiencé. For example, the. linguistic code
"education" is an arbitrary symbol. It represents a
system of concepts.recognizeg to have certain meaning in
the coliective experiential continuum E (the cultural
aggregate). The svmbol "education” may be identified as

a "marker variable" (see Cushman & Pierce 1977) which
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delimits a region of this experiential continuum. This

would be a typicalscategorization of cognitive and
- - , ) .

cultural experience. "Eddcation" then binds together

objects (perceptions) which are similar enough'to be
: -

associated in the individual’s/gigerience. Wallace

(1965) also talks about "frames. of reference" in native

cognition in his review of componential analysis, and

defines the way in which these frames may differ bé;yeeﬁ//

. —
T
cultures: : , -
Let us suppose that-a ;;ngﬁig/— such as the
Seneca Indians - have-a word which refers to

petrgleum, a sub fhce which they collect from
the surf 0f pools and use as a liniment.
To __a—contemporary Chinese, petroleum is a
subgtance with certain physical and chemical
properties. "Both the Chinese and the Seneca
word for petroleum refer to this 'same
substance, but it would be silly to cite the
Chinese chemist”s definition of petroleum as

the "meaning” of the Seneca word...(IBID:
230). :

It is not necessary in the Galileo model that these
conceptual domains be taxonomies of concepts or

attributes. The Galileo domains have @ore in common

with the idea of "paradigms" in Frake (1962):
éttributes intersect with conceots that may exist in

~other‘semantic domains. The nouns (words,‘symbdls) then

serve as marker variables for recalling and
communicating exveriences, and form the basis of the

cultural experience: the transmission of information to

6therswand to succeeding generations (Durkheim’s

collective social consciousness). In order to represent

33
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LJ;rSUCh a conceptual domain, a maﬁhematical coordinate

frame can be established, combining the refeﬁfnce framesf

of multiple'observers (members of the cufture), and

mapping the experiences of these observers onto'each

'other'(Woelfeir& Fink 1980: 58). A set of common-

- reference objects and their precise:relationships is the

T

result.

The anthroooloqistréankoff (1971), in a céqnitivé
model of the Buang "dgwa" (descent unit), also utilized
a coﬁcept of "shared" culture being a "summing of

individual informants® responses as an averagde, rather

than a “shared” model" (Sankoff 1971: 404). Tyis

modeling is merely a translation of cultural experience,

as we observe it ethnographicallv: a representation of

the prdcess by which people transform their experiences’

within or across cultural reference frames (boundaries).
Process here refers to changes in the interrelations or
’ 3

separations among such concepts over time (Woelfel &

Fink 1980: 33). "Mathematizing these operations," state

Woelfel and Fink (1980: 58), "is not a radically
.different aoproach...it is simply abstracting the-

- form...te. record it in a symbolic way...to routinize the

comparative process.”
In a cultural aggregate, individuals will learn
symbols which designate neighbornoods in the

experiential. continuum which they may not have

themselves encountered. This dissociation between the
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continuum of concepts and the continuum of experiences
__has led Woelfel and Fink (1980) to postulate the

existence of a "representational continuum."

2.5. The Representational Continuu% and Cultural
Aggregates ) ’

13

In a culture, each individual possesses a éliqhtly
different version of his or her culture. Bruner (1976),
who has written on the psychological approach in
anthropology, defined this type of diversity as follows:

Culture 1is, 1in  fact, characterized by
diversity of individuals and groups, each
acting to further their own interests,
...Individuals differ because of variations in
genetic constitution and because of unique
experiences in the 1life career. Society is
stratified, regimented, and diversified due to
age~-sex differences, occupational
specialization, the necessary inequality in
social life, and differential particivation in
the total culture. Rapid cultural change does
not necessarily lead to disintegration; as
Wallace says, it is the natural condition of
man. In view of the above, the research
- problem is to investigate the basis of orderly
social 1life. How do diverse individuals_
organize themselves so as to maintain a
cultural system which is itself constantly
changing, shifting and oscillating? (Bruner
1976: 158-159).

A representation of the individual within his or her own
culture might be (following Woelfel & Fink 1980) Ry,
sz),“.R(n),being the composite {;m all individual
spaces, oOr R. This may be referred to'és a "central

tendency of opinion around which individual beliefs mav

be seen to cluster themselves more or less cohesivelv:"
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the rééresentétion of a cultural beligf (Woelfel ms.:
1 10). The Galileo method, state Woelfel and Fink (1580:
36) "establishés a metric on these spaces so that the
separations émong the conceptsrand,tﬁe changes émOng
them représenting cognitive and_egltural processes can
be measured in a thedretically and pragmatically useful
Way,“
Neugebauég (lé83), a historian of the exact
sciences, notes that the estimation of magnitudes
_ (qqanﬁification) isrhuman behavior of great antiquity,
_gnd we follow the example of numerous non-western and
western tradﬁtions in using such Eools to observe social
’fxaé well as physical phenomena. The procedures in an
instrument sgch as the Galileo gquestionnaire are
éonventions only, arbitrary measures of the
repreééntatidnal continuum (R) that will record the
Separations among concepts to produce a -mathematical
fgt 1  répresentation 5f cultural»subsystems.or cognitive
” domains.
The GalileS%procédure is simple and direct (see

~ Woelfel, Holmes, Kincaid & Barnett 1980). First, a set

- ofrreference objects are elicited from a sample Of the
targét population The interview is in the form of a
~non-directed probe, in which respondent$ can use their
own words and ideas to describé§phe domain being
’investigated (see sample, from thé Oneida survev,

. Appendix:B)hm This procedure is basic to »methods of

—




cognitive reséaréﬁi notes Tyler (1976 180):

Nearly all of this work (linguistic) Has been
~concerned with how other peoples “name” their
“things” in their environment and how these
names are organized into larger dgroupings.
These names are thus both an index to what is
significant in the environment of some other
people, and a means of discovering how these
people -organize their perceptions of the
environment. ©Naming is seen as one of the
chief methods for imposing order on
perception. : :

The major concepts derived from these interviews:

(by hierarchical clustering technigues) may be regarded
as the set of concepts that define that domain for the
group (words or phrases most frequently used). This

phase of the Galileo procedure has much in common with

ethnosemantic approaches. The aim is to discover the-

emic, "native," category and the concepts which define

it for a specific cultural aggregate (social group). As

Goodénogdh (1956) points out, one must first find which
terms go togetherﬁ\rwhat is the semantic system? In

componential ahélysis, he states, one determines this
~ "universe" in a manner similar to the Galileo: "Gather
,all expressions whose denotata make it appear...that
there might beg some common element in théir
significata...that they appear to relate to the same
general subject matter.."(Goodenough 1956: 195, 198).
Inrthe Galileo methodology, thescentral %gpgeots
. are then submitted again to the target population, in a
second phase~questionnaire, and a comparison of each

&
pair of concepts is requested of members of the
' - éi
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population (a second sample set). These direct measures

are direct pairwisé estimation of separations and can

provide an effective scale of measuring and representing

the experiential'continuum. The 1ogicris as follows:

for any n concepts, it is possible to form n(h—l)/2

nonredundant pairs and to ask the respondent to estimate

=

the magnitude of difference between each pair on some

(arbitrary) numerical scale. As Woelfel and Fink (1980:

45) report, "each cell of the distance or separation

calculated from still other measures."

matrix_S(ab) is estimated directly, rather than being

Tl

A , .
For cross-cultural research, the argument has been

P

méde that quantitiative judgements, such as thé/éirect
pair comparisons, might be difficult or conceptually'
unfamiliar for nonwestern or ilkﬁfi;ate people (see
ﬁdEnettret al. ms: 9: Chu 1964). It was noted earlier
“that quantitativeAmgaégres are not the creation of
western culture alone, and the estimation of magnitudes

of differgﬁéés, or "separations" between objects in

. one’s environmentiare common forms of behavior.

gfﬁ' The applicability of 5 or 7-point scales as the

basis of cognitive models in different cultures might
likewise be quegtioned, but Osgood (1974) has reported
"theofetically consistent results" with the semantic
differential instrument in twenty-seven Aifferent
cultdres, using languages such as Japanese, Dutch,

Swedish, Finnish, Spanish and French. Extensive
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researcthith the Galileo instrument has also been
- T ‘\ -

conducted in wvarious cultural contexts, on human

‘Emotions,roccupational choices, sex roles, the effects
of multi-media communications, and many others, and
illustrates that the concept of compaging two things, or

measuring distances between two objects using some

'arbitrary standard -of measure is a fundamental. human

activity (Kincaid, Yum, Woelfel & Barnett 1981; " Barnett
et al.ms;; Woelfel 1981). i o
Traditional ethnographic instruments such as

tanking tasks (e.g., perceived statuses of individuals)

~are also expressions of measuring distances or

' The comparison of each concept to the other in Galileo

measures not onlv the difference between any given two,

but generates a precise representation of all concepts

_'in relation to one another: the multidimensional,

‘A'ﬁulticoncept space that is graphically represented as a

, coqnitive'map. The direct meaures of the Galileo

guestionnaire provide a more mathematicallyv powerful

instrument to determine these conceptual distances, and

. map them.
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2.6. Principles of Measurement

‘Suppes and Zinnes (1963), in their discussion of a

‘basic measurement theory, note that theifirét

fundémental problem is one of isomorphism: to iaehtify
isomorphic or similar structuggijbetween the emoirical
situation (i.eiAcultu;al context) and thercomputational
method usgd., The Galileo theory acknowledges this
representational problem with a mathematical model that
reflects the object-segregating activity'of human

groups, and‘can'reveal the multidimensionality of

~cognitive space. . : -

According to Woelfel and Fink (1980: 39), the "idea
that cognitive and cultural processes might be
represented as motions in a multidimensional continuum

is not a new one." Dimensionality as a device for

_repreéehting human cognition centers on the multiple

concepts that réfer to a given domain. Thus, therdomain
of OCcupatiohai choices, for example, may be represented
in conceptual space with that set of conceots that
pegﬁle use to refer to, think about, or make decisions
about, their occuvations (emﬁ, job, teacher, doctor,
good, salary, vacation, satisfaction( and so on).

Multidimensional scaling routines are distinct in social

~science research in that they (1) make initial measures

of distanceﬁ and (2) use some algorithm to measure

discrepancies (separations) which are then projected

onto coordinate axes (Woelfel & Fink 1980: 40).
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Any act of measuring requires, state Woelfel and

Fink (1980: 45), "assigning some numerical value to the

judged difference between two'obiectsf‘ Semahticl
differential scales, for example, are desigﬁed to rate -
iy _ _
concepts on a set of bipolar attribute scales, such as
"géod——|4fl—~|——bad." The difficulty of such indirect
measures, remark Woelfel and Fink (1986: 41), is that
they may unintentionally "leave out an attribute which
respondents use routinely to differentiate concepts."
For example,ha five or seven point scaie measur ing

attributes of snow among a particular group of Inuit

would very likely be an inadequate representation of the

experiential continuum and its subdivision by Inuit

peopies. The dimensionality of the concept of "snow"
ﬁight thus be underrepresented, and certain concepﬁs (or
dimensionsf would g; entirely migsinq. The result,
then, can be substantial errors in estimétiné the
dimensionality, and overall separations, in the
conceptual space. -

The advantage of the Galileo model 1is that it
utilizes native concepts (words, phrases) to create the
actual instrument (the interview schedule). The choice
of a ratio scale of measure has develooed in the Galileo

instrument because it i1s formally infinite: the

magnitudes are not artificially restricted to a 5 or 7

point (Likert-type) scale, and finer discriminat{st of

N

. - L o# J
perceptual distances are possible. %j -
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The metric multidimensional scaling method kMMDS),
of which the Galileo-method is one, is also referred to
as the classic multidimensional scaling model; and is

outlined in the work of Young and Householder (1938) and

Torgerson (1952). The logic of MMDS is presented by

Woelfel and Fink (1980: 73):

...meaning of any set of concepts may be
represented by a NxN dissimilarity (distance)
matrix. Each row (vector) of the matrix
describes the definition of a concept, which
is defined as the symbols” relation to all the
other concepts. The resulting distance matrix
provides a static wpicture of the
interrelationships among a set of concepts
possessed by a single iddividual. This

separation (mean distance) matrix S has the
elements: s

_ n

= ip /n

L

where i and j are each pair of obijects
(concepts from the respondents) measured.

In the field of communication reéearch, it %5
typical théfwao of the objects (concepts) bégwq
_meésured are assigned some numerical value. All other
pairs of concepts in the givén domain are then compared
as ratios to - this "criterion,péi;" (Woelfel & Danes
1980).7 An example of the utility of the criterion pair
is its analogy in conversational form: "Tela and goond.
are 5 hnits aoart.ﬁa From tﬁe assignment og a:
relationship between Tela and good, one can, from that
standard reference frame, measure other individuals or
objects relative to this criterion: "Harlan and good
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are n units apart" (a higher number, if Harlan is hoﬁ as
"good}" in the respondent’s view). Setting this

arbit:ary qtandard provides the respondent with a
“meaSuting'stiCK" to compare perceptions (according to
Piaget, this would meanrassimilating and accommodating
new exéerienéés). =

| ,As Woelfel and Danes (1980) report, "since the
(cbordinéte) axes in multidimensional space have an
arbitrary orientation, some scheme of rotation and
translatiohiis neceésafy to "match" the spaces as
closely as possible‘before,“comparisons.are
undertakgn." Succeeding transformations of the original
interpoint matrix are designed to establish a common
frame of reference: between respondents, or across time
pétiods.

A deri&ation matrix is the result of the cénversion
.7 - of the original,diésimilarities matrix (means matrix).

L

. This derivation matrix is then converted into a scalar
N ' .
. products matrix (multiplying through by 1its transpose;
. ’ / ' o

w o ————deseribed-by Woelfel and Danes 1980). The resulting

séaiar products matrix is transformed to principle axes,
the result being the desired matrix R (Woelfel & Fink
1980). These transformations are required to convert
the original data into a multidimensional coordinate

g space.

Another important dimension of the MMDS model is

that in the metric-analysis of ratio-scaled data, which
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has been here ?aye:aged over" the sample, "all or nearly
all eigénvectors (dimensions) arérretained, inclpdiné
the imagihary eigenveqtors" (Woelfel & Dénes 1980).
These imaginary eigenvectors, they state, - "are the
result of violations of the triangle of inequalities
‘usually found in empirical dasd-sets," and must be
accounted foffin the analytic algorithm. The Galileo
rmethod recognizés that this triangle of inequalities 1is
an‘éxpression of the non—linear_aspeqt of the space of
human c@gnition:r Riemannian space represent{‘this
"cu;vature"'of space more'accurately.

In th% vernacular, an exémple of this result might
c;arifyAits implications for the investigation of human
behavior. A triangulation joins together three concepts
ih a'Cognitive (semantic) aomain when an individual
determines the relationship between, for }xample,
Jobs———Good—;—Self. If the pair-comparison of Jobs to

- Good elicits "24" unifs (close or similar, let us. say),
énd Self and Good afe equally close (20 units), but the
pergeption of the distance between Jobs and Self is
reported as "100" units, it is clear that the Dgrception
of the three related concepts is non-linear (i.e., could
nét be represented by Euclidean space; Woelfel & Fink
1980: 78). In mathematicél tefﬁs, the spéce that
represents this condition 1is Riemannian. The
mathematical model has evolved as a consequence of, or

in-response. to, the proverties of human cognition. The
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Galileo metric attempts toArepresent ghe apparent shape’
aﬁd quality of perceptual this space, as well ‘as the
muitidiﬁensionality of cognitivé and cultural refefence
frames.

To foilow the proposition of éurkheim (1951)
concerning the collective cégg%iousness, cultureAmay be
perceived as follows: "the aggregate psychological
configuration which constitutes culture may be
representedras the average distance matrix, generated
from a representational sample of thevpooulation“."
(Barnett et al. ms.: 8). This is a mathematical
~expression of cognitive anthropological principles. A
definition of "culture" is not confined, within the
Galileo ﬁheory, to this aqggegqﬁe, which produces a
model that is descriptive, ;tructural.. Cognitive
systems may be investigated more systematically and more
 usefully by outlining the dimensiohs of cultural
processes and using tools such as the Galileo td'éxamine
cuiéﬁral change through cognitive processes.

Cultural process, or the dynamics of the
experiential timé—space continuum, "can be recorded in
successive matrices as known time intervals and the
changes between matrices calculafed" (Barnett et al.
‘ms.: 8). Movement of concepts within the cognitive
space denotes belief or attitude change, measured by the
alteréd relationships between the concepts, which with

MMDS, have been measured verv preciselv by means of a
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To foilow the proposition of 6urkheim (1951)
concerning the collective consciougggés, culture>may be
'pe;ceiVéd as follows: ﬁthe aggregate psyChological
cohfiguration which constitutes culture may be
represéntedras the avefage distance matrix, generated
from a representational sample of the'pooulation“."
(Barnett et al. ms.: 8). This is a mathematical
 expression of gognitive anthropological princ}ples. A
idefihition of "culture" is not confined, within the
'Galileb theory, to this aqggegqﬁe, which produces a
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ratio scale.
The problem'witﬁ scaling procedures, as suggested
Sy SuppeS'and’Zihnes (1963), 1is- that no direct
cbrrespondence'exists between scalednvélues and , -1
psgchologidai bhenomena ;hemselves Isée alSOVWallacé
l§56, on tﬁe psYchblogical validi???of componentiél
analysis)s An assumption of normal (canonical)
distfibution in statistical analysis, for éxample,‘will
result in the adjustment of the Units of a écale until
 the assumed distributioﬁ is recovered (Stevens 1951: 27-
. ,728).7 The value of mathematical models of human behavior
{ is not inithéir?exact representation of such phenomena.
riﬁ&he‘of'these choices of scaling procedure are
ﬁcorrect,; but,sohe are more useful than others in
analyzing and preaicting human behavior.
| ASeve:al advantages of the Gaiileo-metric
fﬁgltidimensional séaling insﬁrument center on 1its high
adegrée of precision of meaéure, that is, a gdodness of
ff;:   fit to observed human behavior. The use of a ratio ..
;Scale and an infiniteAsvmboi set can provide an

: : -
important advantage in accurately vortraying the

" "cognitive map," and how changes in cultural attitudes

and b%%iefs might be traced over time.
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The problem‘with scaling procedures, as suggested
by Suppes and Zinnes (1963), is- that no direct
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728). The value of mathematical models of human behavior

is not in their exact representation of such phenomena.

N&he of these choibes of scaling procedure are
. "correct," but some are more useful than others in
analyzing and predicting human behavior.

Several advantages of the Gaiileo~metfic
letidimensional scaling instrument center on its high
tdegree of precision of meaéure, that is, a goodness of
:7'fit to observed human behavior. The use of a ratio
_scale and an infinite'svmboi set can provide an
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"cognitive map," and how changes in cultural attitudes
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3. NATIVE AMERICANuEDUCATION: HISTORICAL bEVELOPMENT

e

3.1. Introduction

The shaping of Native American education did not

 begin with the arrival of the Europeans in the fifteenth

éentury. The cohtact period is merely a marker of
change in the socialization and education of native
peoples, many pre-contact traditibns having been lost or
radically changed. 1

VThe following exposition is designed to show how a

¥

unique reference frame for the educational process has

evolved hisforically for Native Americans. Neisser

(1962), in an article on "cultural and cognitive

~ discontinuity," ‘states that a process of "cognitive

reorganization" occurs with the modification of a way of

"1life, and concomitant with this "external" change
~ L , g
" process is an "accomodative cognitive change:" "Every

cultural transformation, whether it is viable or not,

will be accompanied by changes of schema, or mode of

 thought, that must have consequences for memorv"

(Neisser 1962: 70). The reorganization of Native
American lifeways to accomodate an exoénding
EﬁroAmerican culture is eoitomizéd in the historv of
Indian education. "How Native people group "ed0catioga1"

phenomena within distinctive conceptual categories is
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therfocué of this chapter.

deaerative American education is a field of
researchﬂdeveloping through the coordinated efforts of
Native‘American peoples and other educators and

consuitants. This is a significant departure from the

past. .Since the early 1800S-—2n the United States,

federal aqeﬁcies'and their fep&gsentatives ha&g sought
to shape and control Indian educational policies.
Written histo:ies of Natigé American education attest to
the fact: thé host appropriate framework for presenhing
therdevelopmént of education is cohsidered‘toﬁbe the
politicaljrlegal and economic poiicy history of the
fedefal government. U.S. federal tfeaties and statutes
'have set the;précedents in Indian education, more than
hévé historical landmarks in the public education
'System.

Publications by both Indiaﬁs and non-Indians have
recognized several distinct pveriods in the history of
‘Indianraffairs, and these are acknowledged as well in
the following essay. First:is.the conquest and treaty-
making era, with forced removal énd relocation of

Indians westward, and the domination of the religious

missionary in "civilizing"” the Indian. The Allotment

£

Act of 1887 and assimilation policy of the federal.

government marks a secondfperiod: the beginning of
federal control of Indian education and the evolution of

the off-reservation boarding schools.
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A third.period could be described as the
reorganization of federal programs in the 1930s andflhe
return”bfiIndian self-government, thfough the impetus of
the Meriam Report on Indian Affairs and the'government‘g

— ' .
"New Deal"” policies. Following World War II, a fourth
period or phase 1is initizted by a return tol
assimilationiét policy, called "termination" in the
1950s. At this time there was a néw direction in
lé;dérship forming in Indian communities, and a
reconsideraﬁion of the value of formal education.' Since
the 1960s, Indian affairs have become a qdestion of
self—detgrmihation and of growing control of Indian’
education: a fifth and current era. ) |

In general, it miéht be said that federal policy
has alternated between a protective, guardian-ward
reiationship with the Native American people, and
:aggfessive,legislation to assimilate or terminate Indian
lifeways. Indian tribes, nations - their traditions and
cultures - have survived. One idea that has undergone a
ggod,deal of change for Native beoples is that of€
educqtion as formal and iﬁstitutionalized. Formal
education has  acquired its own unique concerns and
charécteristicsramonq Native American people, being as
mug% the proddét of traditional lifeways as of federal '
educational poiicies. Many Indian groups are active in

efforts to find alternative educational models to the

public school svstem.
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The following chapteriis intended to ;eview briefly
some of the significant events that'have océurqg
hiétoricall? in Native American life with reference to
education. The evéntual recognitibn of the culturally-
distinct:educational needs of Indian yéuth'is tﬁe result
of'this'history,~’Ideas about tHg:?earning précess and
‘attitudes about éducétion are the ééntral focus here:
how they have changed or not cﬁanged, and what phe
"important issues are for both educators and Naﬁive

American communities.

3.2, 'Féderal—Indian'Obligation: The Religious Missibns

i

The involvment éf reliqiouSﬂmissionarieé in Indian
education began with them;;;i;;i'of Europveans on the
'American coﬁtingnt; The proceéées of "civilization. and
Christianity "were consistently linked with one another"
report Provenzo and McCloskey (1981l). As early aspl712,
ﬁhe Mohawkq:(IroquoiS“Confederacy in New York), with the
assistance og Reverend Thomas Barkley, an Anglican
'misSionary,ABQilt and operated their own school (Fey &
McNickle 1959);7 This was over one hundr ed yearé before
the Monroe Congress was authorizing fundgéfor such
pur;néses. In 1755, Eleazar Wheelock, a
Congregationalist minister, founded Moor”’s Charity

:.’Schobl in Lebanon, Connecticut-to train Indian youths in

F
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a course

of "study including readihg}‘ writing, .

arithmetic, English, Greek and Latin. - EGentually,
,ﬂartméﬁih'Collegé was establlshed from this beginning.
© Both ihdepeﬁdént itinerant teachers and missionaries
'began teachiné among'the Cher&kee in Georgia. By the
1820s, the Cherokee éouncil had —gdopted 3. national
Cherokee language syl}abary developed . by the-Cherokee.

Sequoyah, and had established a number of common schools

with funds from their land cessions.®* The high degree of

"literacy and educational attainment .among the Cherokee
and the Choctaw people is well-known in the historical
literature, including the publication of a tribal
journal.‘ Their forced remov:.:l westward in the -1830s
interrupted these educational developments only
temporarily (Malone 1956).

The perceptions of tribal elders and chiefs during
the~early'l8th centﬁfy is recorded in many historical
_documents; Clearly some of the earliest educating and
"civilizing" efforts of the missionaries and other
agents were seen for the cultural biases they
“ represented. 1In response to Benjamin Franklin’s offer
of education to Indian youths in the late 1700s, one
American Indian leader replied,

You who are wise must kXnow that different
nations have different conceptions of things
and will therefore not take it amiss if our
ideas of this kind of education happen not to
be the same as yours. Several of our young
people were formerly brought up at the

colleges of the northern provinces; but when
they came back to us, they were bad runners,



"ignorant of every means of living in the
woods...totally good for nothing. We are,
however...obliged by your kind offer...and to
show our grateful sense of it, if the
gentlemen of Virginia will send up-a dozen of
their sons, we will take great care of their
educations;_ _ instruct them in all we know and
make meni of them. . (in Fuchs 1970: 5%)

The European colonists theg%%}ves had come from a
continent in which education was strongly influenced by
religious institutions for many cehﬁuries. Sullivan
(1937), in her examination of the history of literacy,
indicates that the fall of the 01d Roman Empire was
simultaneous with the rise of the Christian Church - the
new "civilizing agent of the Western World."

In the sixteenth centurvy, the Protestant
 Reformation had a profound effect on the nature of
religious instrugtion: it introduced an emphasis on the
."common man”s" §6cess to the Bible, and the invention of
printing made this a realitv (Havelock 1973). TLaubach
(1960: 16), a missionary who pioneered in literacy work,
wrote that "the belief that everyvone has a riaght to read
anderite is modern; it came out of the Protestant
reformation.” Thus the origins of compulsory,
Svétemati@, formal education, in the 01d World as well
as the New, has been relatively recent.

Lockridge (1974: 43) notes that in the New World,
the "Puritan respect for education" was imoetus for the

eventual establishment'of a public school system.

However, the aim was not so much to liberate men - or
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Indians - or to create an equality by’educatidﬁ,'so much
as to sétiéfy the religious goalAthat.a1i<people should

haveraccess to thé'Word of God, the Bible. 7
Thomas Thompéon (Blackfoot) (1978) refers to the
early Indian-White contact period as the Epoch. of
Evangelical Control. The earl? funds made available by
rArfhé U.S. government for instructing the American Indians
were generally contracted by the various mi;sioﬁary
societies (Ryan 1982). It is these gréups who
introduced the modified Buropean models of education:
apprenticeship,training, Latin gr%mmar schools,
elementary :eading schools qulliam 1968). According to
Delorié (Si&hx) and LytleTﬂl983)the humanitériqq'
efforts'of the missionaries were still essentially
diéecteditoward'assimilation: r"they deeply believed
that successful defence of Indian rights and any
assufance of eduality for Indians meant complete
*\ngOrption into the mainstream of American gsociety." 1In
'Eﬁé\nineteenth century, prior to the Civil War, it was
popuiéfly Qelieved that the Indians could not be
' civilized; Settlers on the western frontier were most
Iikely to subscribe to such negative viewé of American
Indian peoples. Also, government efforts to remove and
relocate tribes westward did not encourage egalitarian

. recognition oﬁ Indian peoples.

In 1817, the then U.S. President James Monroe

proposed, in his first message to- Congress, that

=




"effo:ﬁs be made to preserve, and civilize tKe origfnalr
inhabitants“ (duoted in Fey & MeNicklerl?59: 108). Two
years later the Congress passed the Act of March 3,
1819, known as‘the Civilization Fund. It carried an
,appropriation ofA$10,000 for the fifst year (Ryan;1982h
,This act:serQed as the fundamental} authorization for
educational policies and activities carried on by the

federal government through the 1870s. Specificélly, it

proposed to "instruct them (the Indians) in the mode of
—

agriéultufe suited to their situation, and forrteaching
their children in réadinq, writing, and arithmetic..."
(Ryan 1982).

From 17{8 until 1871, the United States was engaged
in treaty-making with various American Indian tribes,
establisﬁinq or redesigning land cléims, acﬁnowledqing
.and rewardiné,aséistance during the Revolutionar? war,
or setting the terms for removal of tribes from the East
to the Wéstern territories. The first pro&ision for
rtréining or inétructing Indians is found in the 1794
treaty beﬁweéﬁrthe United St%tes and the Oneida,
_Tuscarora and Stockbridge Indians in New York (7 Stat.,
47. Pfodlamation June 21, 1795). In addition to the
building of a saw mill and grist mill, a sum of $5,000
" was to be distributed to these tribes in reward for
their assistance to the colonists in the Revolution, and
for the loss of their lands. Afticle:III og the treatv

states that "the U.S. will provide, during three vears
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after the mills shall be completed, for the expense of

employing'one or two suitable persons to manage the

Ed

mills, to keep them in repair, to instruct some young

- men of the three nations in the arts of the mlller and

sawyer.”" (Kappler 1904: 38). Numerous other treaties

“made indi?iduél provisions forfihstruction, the hiring
of teachers, the construcfion of schools (see Kappler
'1904; Thompson 1978). The Civilization Fund in 1819,
however},established a general obligation to all of the
tribés, whether individual treaties <contained
‘educational provisions or not.

Ian§24, the Bureau of Indian Afféirs was
establisheg Within the War Depanpment, with a post for a
Commissioner of Indian Affairs créated in 1832. From
1849, however, the Bureau of Indian Affairs (also
1-feferned to as the Bureau, Indian Service, or B.I.A.)
has been under the direction of therDepartment oE.the
Intérior, the administration of Indian lands being a
central function.

In the eastern dnited States, one intellectual
current affecting the:developing educational
institutions in the mid-19th century was known as
unilinear evolution, a model of social progress. Legis
Henry Morgan, who is credited with publishing the first
ethnography of an American Indian people (1851, The
League of the TIroquois), presented the theory that

peoples other than those of "civilized" EBurovean
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derivation could be classifea under one of several
progrgssive evolutionary stages of savagery and
barbarism. Fﬁndamental to this position was the notion
that nétiye pebpleS'could be said to bé evolving toward
‘qivilization,_but wereiliving at present at a lower
stage of cuiturél'evolution. As@>result of living at
'this primitive, lower stage, American Indians were
victims of mnguided or “faulty"rreasoning. They were,

however, educable, given the proper guidance and

civilizing influence of the European missionary-

reformers.

By the late i9th century, the federal government
‘was seeking;a unified approach to Indian affairs in a
policy of assimilation. The current of. opinion béqan to
move against the sectarian schools attended by Indian
youths (Provenzo & McCloske? 1981), and in general
égainsta.separationxofthe Indians in the schools or on
the reservation. Factionalism and competition for
government contracts héd intensified in.the 1880s, until
}finally by the end of the 1890s, the Protestant sects
'withdrew from the funding programs and left the Catholic
missionaries with 98% of the funds available for
contract'schools (Ryan 1982). In 1897, Congress
declared that no further public funding shall be set
aside for the use of mission schools. This oolicy was
amended and upheld—by—the Supreme Court in 1908, to

i

allow the use of tribal funds for sectarian schools Qhen



épeéificglly requested by a'tfige (Fey”&'McNickie—l959L

| By the énd of t@e nineteenth century, miséionary
reformﬂmoveménts were in decline, és was their dominant
" influence over Indian education. 'Missfon'schools have;
df course, continued to ge a viable option for?maﬁy'
VIndian*communities. Szasz (197]53203) records that in
, 1930, 8.3% of Indian children .in school were still in
mission schools (6,000 of 72,000 children).

In 1955, the Catholic Sioux Indian Coaness'in
Rosegﬁd, South Dakota, testified before a Congressional
" hearing (in Szasz 1974: 203):

We Indjians are hore and more convinced of the

absolute necessity of educating our children
8 well in these difficult times of transition

for our people. We believe that the mission
schools have in the past and are today an
invaluablelservice in helping our people.

The B.I.Asw-Statistical Report (1969: 7) reveals
thatr6% of Indian children werebin mission schools in
that year (10,500 of 178,000), a testimony té the
‘influepce of the early missionéry work in conversion and

education and to the“Continuing efforts of religious

educators.

3.3. Allotment and Assimilation: The Boarding Schools

Already by 1842, thirtv-seven Indian schools were
being run by the federal govenment under the Bureau of

~Indian Affairs. In 1860, the first federal boarding



¥

"~ according to Ryan (1982: 42

échool was opened on the Yakima Indian Reservation,
Washington; ~Thompson (1978) identifies 1870 as the
beginning of an'Epoch of Federal Control. Key to
developments in Indian education duriﬁg this périod

(approximately 1860 to the 1920s) is the assimilation

V'policy of the federal governmedi;DJIn 187, an act of

congress btoughtrthe treaty period to an official close.
Fuading of schools was designed to move Indian youth
away from‘the reservatipns and to teach theﬁ to become
citizens in mainstream America.

There were, however, individual efforts by tribes
suéh as the Cherokees and Choctaws to develoé their own

¥

educational programs. By 1852, these tribes had re-

" established school systems in their new territories in

the West, the Cherokees with 26 elementary schools and
two academies with enrollments of 1,100. The Choctaws
had nine schools, seven of these experimenting with

téaching reading and writing to adults. Teachers from

rthe Bast came to teach advanced academic work, with a

cburse of study including music, astronomy, Latin,

&

Vbotany, algebra, and elocution (Fey & McNickle 1959).

In the United States at this time, the rise of

agricultural common™ ols, or manual labor schools,

“constituted a move toward\utilitarianism in education

). This direction was also
reflected in the Bureau schools for Indian vouth.

Appealing to Bureau- administrators was the economics of
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the common school: the curricula included the reQuiéite;v
labor 6f the indian dhildren, and decreased the cost ofr
maintenance and opération. Indian agents of thé Bufeau
were politically appoihted;rtﬂey were responsible, in
turn, for éppdinting the boafding school teachers.
There was no uniform or standardized course of
instruction througﬁout the Bureaﬁ’s school system.

In 1878, General Richard H. Pratt founded the now-
famous Carlislé Indian school 1in Pennsylvania, a large
mulfi—tribal off-reservation boarding school. One of
the first of its kind, Carlisle was dedicated to
,priqgip%es'of military discipline,-and to the
eradication of Indian culture, language and religion.
“By 1884, five more boarding séhools had ovened: Chemawa
kFofest Grove) in Oregon, Genoa in Nebraska,rHaskell in
Lawrengef Ransas, Chilocco in Indian Territorv (oresent
staté of Oklahoma), and also at Albuquerque in New

5

MexicQ (Jackson & Galli l977).‘Aﬁ Act of July 31, 1882
(22 Stat. 181) authorized lhe Seéfétafv of War to use
vacént army posts and industrial trainihqaschools for
the Indian~boardinq schools., This Act, indicate;Deloria
and Lytle (1983: il) was a "maior commitment by the .S,
to Indian education," establishing funds ForLcénters of
instruction. These educational provisions went well
beyond the Congressional appropriations of the orevious

half-century. Here was an explicit national education

program for American Indian vouth, but one intended to
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implgment assimilation and eventually torfree the
federél government of its treaty obligations.

Indian land policy was key tdwthis shift ‘in
’educatiﬁnal emphasis. The Ailotment Act of 1887 (Dawes
Act) was designed to "allot" limited plots of land to
- individual Indians. Many of EKE%e tribal peoples had
had no previous traditions of private ownership, or
experienceVinrcultivating the land. The government
encouraged farming of these pioté, envisioning the
subsequént assimilation of Indian peoples into the wider
social network - one which centered”upon the White towns
‘rather thap the Reservation communities., This policy
also coincidentally freed large tracts of Indian land
that was "left over" after allotmeﬁt of individual
parcels: a surplus devised to make available additional
traéts for settlement by non-Indians (Rvan 1982).

In the late 1800s and early 1900s, the Indian
boarding‘schools were-a clear expression of the
' assimilationisf Dolicy.A Theyrwere located far from the
reservations, and children were permitted to”retu;n home
Abnly infrequently. 1In additign, an "outing svstem" was
iﬁstituted to "complete the training" of Indian youths
when finished schooling, by blacinq them with White
families for three years more (Fey & McNickle 1959:
116). OnerHopi woman recalls here experience in
boarding school, saving,

Policemen gathered us W like sheep. I was
scared to death. My mother tried to hide
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me...but the policé always won. 1 was there
three years...I was so glad to get home that I
cried and cried. Glad to have Hopi food .
again,rfun again. (in Eggan 1963: 327) v
The'app;rent sudcess of the boarding schools led to
- Congressional 1increases in the annual federal

‘appropriations to Indian educati@n. 1In 1870, $100,000

was appropriated, and by 1900, $2 miliion. By 1885
ralso,'the merit system of appointment Ehat was affecting
govérnment emp}oyment policies throughout the étates was
instit&%éd for Indian Service personnel. In 1891,
agencyrSUperintendenﬁs, physiciaﬁs, matrons and teachers
~ came uﬁder the civil service system, moving away from
the o1ld pétronaqe system with 1its political
' éppointmenté;;and from the hiring ofrunqualified énd
ihcompeteht educators (Fey & McNickle 1959).

While Pratt at Carlisle and other administrators
were merited Qith an acculturation policy that was
working, there were questions being raised concerning
‘the real effectiveness of the boarding school system.
Says Szasz (1974: 10), "the most convincing criticism
wés that many Indians who attended the schools ‘retﬁrned
vﬁo the blanket.”" That is, Indién vouths were returning
,»;o the réservations and to a traditional lifestvle
without’applyinq or using the boarding school traininq.
Pratt (1557: 14) was aware of this possible consequence

of the multi-tribal boarding schools. "No better

"means," he wrote in his Annual Report, "of verpetuatina
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tribalism and }ndianism can be inauguratea than a sxsteﬁ
of schools holding the Indians gggéther." In the
AnnualvRepo}t df 1908, Pratt wrote again that thé result
of "mixing the tfibes" was nationalizing the Indian
Tpéople (Pratt 1908: 19-20; also ﬁcBeth 1983). Pratt’s
comments proved to be prophetic eof events that occured
“later in the 1950s. Rather than servinq as tempofary
institutions to process "assimilated" Indians, the
multi—tribal schools brought Indians loqether with
opportunities to learn of each others” traditions,
shared hopes and concerns, and a common pride in their
rdistinctivepess, their "Indianness."

As a special field of cross-cultural investigation,
éntﬁfopology became firmly established by the late 19th-
early 20th century. Professional ofganizations produced
influential scholars working in:American Indian
. archaeology and ethnology. 1In 1856, Samuel Haven of the
American Antiquarian Society rejected the popular thesis
thét the burial mounds found in the central U.S. were
the proddct of an ancient, lost Moundbuilder race rather
than the artifacts of ancestors of the "savage" Indian
tribes (Willey & Sabloff 1974). KControversy over the
origins»qf the American Indians nonetheless continued,
until in 1894, Cyrus Thomas of the Bureau of Ethnology
(Smithsonian Institution), presented scientific evidence
that discredited the myth of the Moundbuilders. The

effect of this and other archéeological and ethnographic
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wofkﬂwas to establish and jﬁengify the reality of
Americah Indigﬁ%Eivilizations, prior to the arrival of
the Europeans. But in- fact, as Willey and Sabldff
(1974:;50) point out, "it did nothing to change the

prevailing bdpuiar attitudes against the American

Indian." Policies of the dominéﬁ%?White society that

wefe‘influencing Indian life were formulated in
Political circles, and here anthropologists and other
social scientists had no consisten£ iqfluence.
Ethnographers were concerned with the‘ﬁask of recording
the lifeways of native peoples that were quickly being

lost, languages that were dying out, and communities

"that were disintegrating in the face of Euro-American

political, economic and religious conviction.
A special interest in education developed within

énthropological circles, and in 1904 Edgar Hewett

'published the first article on the relationship between

anthropbfogy and education. The emphasis of Hewett and

other researchers was on the importance of socializatio

as ‘(informal) education of a child, especially in

~ cultures where no formal educational institutions

existed (for example, Malinowski”s article on African

education, 1936; Johnson”s 1943 "education without
_schools;" or Redfield’s 1943 analysis of Guatemalan
education). These early works were laving the

groundwork for the decades of research to follow.

Impbrtant to American Indian education was the
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identification and understanding of the pre-school -

rsoéialization process as a vital period. of learning and
development for the child one which occured wiﬁhin his
or her‘own'cﬁltural milieau. Ethnographic data could
reveal a,fundamentél error in the feéeral policy of
assimilation through boarding <sthool training: an
Indian child already socialized, perhaps exclusively
within his or her own culture at an early age has
acquired,an understanding of the meaningful organization
of the world around him or her. Introduction into the
boarding school environment at that point meant
alienationifrom one's own cultural value;, not  a ready
-impression of White values, and in far toQ ﬂany cases,
not assimilation. A Hopi man's memory of four vears‘in
a federal boarding school is quoted in Eagan (1963:
327):

We workedilike slaves for our meals and

keep...we 'didn't learn much...I didn't

understand and it was hard to learn... At

that time you do what you were told or you get

punished.... You just wait 'til vyou can go

home.

Federal policies pressed for assimilation and used
éducation as a major instfument, but effects appeared to
be equal and opposite for Indian people. Off-
reservation boarding schools were intended to force
children away from tribél culture and toward Whiée
society. Students returning to the reservations often

did face difficulties in re-entering tribal 1life. The

"either/or" philosophv of assimilation, savs Szasz
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(1974: 10), forced the students to choosé_one culture od
the othef: and in some cases, face ridicule both on and
7 of £ théfreservgtion.l Seg:égation into Indianfonly
schools also had the effect, however, bf mingling youths
Qf differentft;ibes who shared experiences and’
identification with'other Amer ican Indians, where no
“such cross-cultural identifications existed before.

"Similarly, the policy of allotment forced many
reservation people into settlement and cultivation of
.individual plots of land, and disrupted community life.
This was intended to re-orient tribal peoples, it was
geasoned, to&érd economic and social compatability with
the  larger society. But.another effect of allotment was
major losses of these traditional lands by Indians who
were ill—equiped to live by cultivation. Rather than
dispersing many communities, the result was a class of
impéverished, landless non-citizens.

Dﬁring the first quarter of the twentieth century,
Indian school enrollments were incteasinq.i Fevy aéd
McNickle (1959) report these figures:

1900 26,451 students -
1926 69,892 students
Since 1890; the Bureau had begun reimbursing public
schools for their cost increases in taking Indian
children into the schools. Only 900 Indian youths were
enrolled in public scﬁbols in 1909, butsby 1926; over

half of Indian students were in public schools (37,730
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of 69,892)(Szasz 1974: 203).

| The~development’of the public school system in the
United Statés and the introductégp o@;phe resérvatidn
day séhool'offéred viabl? alternatives to_the>boarding
”sgfqolrsygggm in the‘éanly 1990s. 1Indian parents who
had been hostile to the sometimesrfércible seizure of
their children for education in the Bureau §Chools found
éhe day schools in;the community more accéptable. These
community-based schools increased in number with the
turn of the centurv (Szasz l974ﬂ

!

3.3.1. Public Schools in the Farly 1900s

In the American public school system, John Dewey at_
tHéVUnivetsity of Chicago was introducing a new
philosophy of education, Dewey’s ideas, called
"Instrumentalism," gave impetus td:the Progressive
Education movement (Pulliam 1968: 80, 97). His
innovative suggestions appeared 1in "Democracy and
Edgggtion"ﬂin 1916. Three vyears later, the Progressiye
Educationrwas founded.

Fundamental to Dewey’s philosoohy is the idea that
learning should be child-centered, activity-centered,
and derived from the 1life of the community, both in
intent and content. Curricula should be based on
"ﬁaturalAneeds and interests of the children" in

"activity curricula"™ (Dewey 1900(1956): 15). Aalthough



herwas not directly addressigg,the pfoblems of Indian
“children in school, Dewey elucidatéaaproblems in general
withAthe traditional American clasSroom, the same
classroom that was becoming more and more a part of the
Indian child’s socialization process:
From the standpoint of the:child, the great
waste in school comes from his inability to
utilize the experience he gets outside the
school in any complete and free way within the
school itself; while on the other hand, he is

unable to apply in daily. life what he 1is
learning in school. (Dewey (1900) 1956: 75)

Dewey could have been referring to Indian children
directly when he wrote these words. In 1913, Thorndike
wag also outlining general principles of learning within
the field of educational psychology, and these‘and other
" educational innovation; Wére influencing, if not readily
réplacing, the earlier embhases on reading and the
accumulation of knowledge as the business of education.

Progressive edﬁcational curricula included physical
-education, nature study, musié, handicrafts, field
geography, drama, storvtelling, games, énd concepts of

]
'numbers, with creative and group activities the focus.
The aim was to develop the "whole child," with physical
and social well-being in mind as much as academic
achievement. Progressive philosophy did not gain the
momentum that some of its proponents had hoped, and
factionalism split the Association, leadihg to its

.

decline (Pulliam 1968). These ideas, however, and the
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innovations of Maria Montessori in pre—schodl leérniqé
environments were changing ideas about instruction and
teaching methbds in American pﬁglic school education.
The présencerof,federal control over Indian
~education throughout this period, 1i.e., 1890-1930,
- precluded an exﬁensive developmég%>of new methods and
Ainnovations in curricula. By the 1920s, some of the
boardingrschools were being closed, .and day schools
consolidated. Write Deloria and Lytle (1983: 12): "It
was the first indication at the reservation level that
the government knew iﬁs goal of assimilation had been a
miscalculation of major proportions." The Bureau had
'become known for bureaucratic 1inefficiency and

ineffectiveness, and the effects were observable in the

federai schools. Szasz (1974: 12) describes the

13

conditions of the tribes generally at this time: "By
the énd of World war I, (the Indian) was suffering
‘inéreasingly from disease and a short 1iEé expectancy,
malnutrition and starvation, a diminished land base, and
:é stagnant, unrealistic school system."

The movements toward placing Indian education
within the framework of public school systems grew, and
in 1921, the Snyder Act (42 Stat. 208:; 25 U.S.C. 13)
éaVe the Secretary of the Interior general authority to
provide educational funds to local school districts.
This gave stétes more 1incentive to }ncrease their

responsibility for Indian education and acculturation
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. {Deloria & Lytle 1983; -Andribtjl984). Thus could the
states also recover what they perceived as financiél
loSses,'by'the presence of non-taxable Indian ian%s
withinrthe'boundarie3~of their school distriéts. |

In 1924, federal law proclaimed American Indians to
be U.S. citizens (ﬁyan 1982)Tt:hlso in this year, the
California case Piper v. Big Pine School District (193
Cal. 664, 226P 926 1924) guarénteed Indian children the

right to attend public schools rather than separate

schools for non-White children (Deloria & Lytle 1983).

3.4A Meriam Report, New Deal and Indian Self-Government

In 1927, the Grand Council Fire of American Indians
~prepared a memorial to Mayor William "Big Bill" Thompson
of Chicago. They protested the falsifications and
distortions of Indian people in Aherican school
textbooks (Costo % Henry 1970: 2). This was a first
official protest of a group of Indian tribes, and in the
following yvear, another official protest of the B.I.A.”s
programs and policies brought natioqal attention to the
iésues. Lewis Meriam (Meriam 1971) and the Brookings
Institutioh produced an important document titled "The
Problem of Indian Administration,"™ under contract to
the Secretary of the Interior. The Meriam Report was an

evaluation of the failures of the Indian Bureau to
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provide adequate management of Indian affairs. The
educational section of the report was written by Carson
Ryan, an educator involved in the Progressive Education

movement. = The section report documented in particular

‘the failures of the boarding schools. rProblemS and

issues addressed included fooé service, medical

‘services, overcrowding, the existence of student labor,

) e .
teacher qualifications, inadequate vocational training

and secondary or higher educational opportunities, high
drop-out rates, and over-agedness of children 1in
individual grades. Recommendations of the report

stressed the cultural approach: differences among

- tribes must be recognized and developed within the

classroom hatetials, and the Indian child”s need for the
home aﬁd community environment should be acknowledged.
In the reform atmosphere of the 1930s and President
Roosevelt”®s "New Deal," an "Indian New Deal" was
initiated under a new Commissioner of Indian Affairs,
John Collier (term.of office 1933-1945). His efforts

and those of his successor Willard Walcott Beatty (term

-7>\1945—1952), arProgressive educator, saw the potential in

D;Qéyfs ideas for Indian cross-cultural education (Szasz
1974). :New and forceful leadership in the B.I.A., and
inCreésed Cdngressional funding for experimental
programs, helped change the education division in the
Bureau during this era. Collier (1934: 41-42) noted

that land problems constituted an "economic handicap"
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for the tribes - over 90 million acres of original
holdings lost during the allotment period, with only

xforty—seven'million acres remaining. These conditions

.

. A .
mititated against effective reform in Indian education,

medicine, and other services, since the 1argest
budgetagg expenditures in the Bureau went into land:

administration.

For the figzt time in Bureau policy, Collier
challenged the prevailing "either/og" concept of
education. American Indians, he believed, could and did
live in bdth worlds. Collier inéroduced programs in
bilingual education, adult basic education, training for
Indian teachers, Indian culture, and teacher in-service
training (Ryan 1982). Anthropologists and other
speciaiists were being utilized to clarify B.I.A.
programs and aims. Anthropnologist Mekeel”s (1936) field
report to the Office of Indian Affairs in 1932 exoressed
“the opinion that education for the SiouxrchildFen in
Pine Ridge (South Dakota) was a problem not only of an
ihdividual being educated, but of community

participation in the educational process. Previous

methods of "reconditioning” a child to White culture
-were unsuccessful because the Indian child came to
school already inculcated with "confiqufations and
attitudes," says Mekeel (1936: 152) with which he or she
viewed the world.

The Indian Reorganization Act (I.R.A.) in 1934

f
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eﬁdgd the policy of land allotments (48 Stat. 984, 25
tLS.C.“4§1 et seq.). Tribal governments were given
official sanction with a right to form and adopt their

own constitutions and by-laws. Community day schools

built during this period appeared to be less restrictive

and morertolerant of Indian cusgg%g and languages (Fuchs
1970).

Also in 1934, the Johnson-0"Malley Act (Ap. 16; 48
Stat. 596) was passed in Congress, providing assistance
to public school districts for each Indian student
enrolled. AThis act expanded the powers of the 1921
Snyders‘.Act. Johnson-0"Malley (J.0.M.) was intended to

simplify administration of Bureau contracts with school

‘districts by passing on the administration of funds to

the respective states. However, Beatty at the B.J.A.
found that state education systems were not interested

in applying the funds toward Indian enrollments. The

‘results were frequently inferior”™ educational

opportunities for Indian students. Often no special
programs were developed an? most J.0.M. money went into
the general school budgetsr(Szasz 1974). ‘

The 19295 to‘l940s were generally more hopeful and
innovative years for Bureau administration of Indian
education, in contrast to the years of assimilation and

allotment. There were some advances in a philosophy of

Indian. education, especially in the recognition of

cultural differences and tribal self-rule. It was
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’ generally felt in the United States that the Bureau was-

meeting the needs of Indian people more effectively,"
but, says Szasz (1974), they still neglected fofmal
inclusion of American Indians in the decision—making
process. The\increasinq involvement of the states and
therpubliCVSChool districts atrsb revealed a new source
of difficulty in the'acquisition of quality educétioh
for Indian people: the control of funding shifting
betweee federal and ;tate agehcies; By the late 1940s,.
however, after World War II, a new direction in federal

policy would adversely affect American Indian tribes,

and by extension, the development of Indian education.

3,5’ Te:mination and Post-World War II America

World wWar II affected American Indian communities
in at least two important ways: the enlistment of
Indians in the armed se;;ices, and the movement of
Indian people off of the reservations for war Jjobs, into
the urban areas. Says Szasz (1974: 108), "Families and
hohes were uprooted, perspectives were broadened and
ughangedﬂ' Many Indian servicemen and civilian workers
who returned to the reservations brought with them a new’
pereeption of the egalitariei status of American Indians

in the society. For these individuals and their

families, increasing attention was being paid to the
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potential of fdrmal education and tﬁe vélue of higher
education. A more politicaily aware and experienced
Indian leadership would be confronting federal policies
in education.

- Inrl944, the report of the House Select Committee
to Investigate Indian Affairs and—@onditions criticized
~ the trend toward use of reservation day schools, and
returned to the assimilationist view that the off-
reservation boarding school would be the most
appropriate vehicle by which Indian children would
“acpept and appreciate the white man”s way of life"
kSzasz 1974:;109). Day §chools were one form of federal
schooiing With some degree of support amonc Indian
Vpeople, but Congress was more concerned with cuttihq
post-War expenditures, Thus the B.I.A.”s budget came
under renewed attack.

The House Concurrent Resolution 108 (1953) marked a
reversal in the federal policy of the earlier decades of
rthe 1900s, returning to relocation and termination of
“ Indian tribes. Employment assistance programs were
Createdrto relocate thousands of Indian families to
urban centers for available job training programs.
Bureau schools in operation were directed to emphasize
vocational education. Forced integration again was
viewed as the means to raise the Indian child’s low
level of academic achievement, according to federal

authorities (Ryan 1982: 426). However, adverse effects
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of termination, such as those suffered by the Klamanth

tribe of Oregon and, the Menominees of Wisconsin, led

eventually to a rﬁ-evaluation of the policy. By 1958,
IegisIétive'detribalization efforts lost their momeptum
(McNickle 1973). During this period, the Bureau was

uﬁ%éf the direction of Hildé&%%d Thompson (term of

-roffice 1952-1965). The heavily restricted powers of the

agency prevented any maiér developments in Indian
education.

It was not the B.I.A. nor the various refo;m groups
who successfully fought the termination efforts of the
U.S. Congress; it was organized Indian leadership. The

National Congress ofAAmerican Indians founded in 1944

- was just one of a number of growing pan-Indian, national

native groups forming (Szasz 1974). This legislativer

fight against termination gave Native Americans
experience in wielding political power to protect: their

interests, and served to unify the peoplés of different

tribes in the mannetr that Pratt at Carlisle had

~ predicted in the late 1800s.

3.6 Self-Determination: Indian Control of Education

In the 1960s and 1970s, the number of pan-Indian

organizations grew. The American Indian Historical

Society was founded in 1964 in San Francisco. Tts goal

=
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in particular was to correct "erroneous school textbook
_ portrayals of Ehe American’Indian" (Thompson 1978: l7§L
In 1970, the Society sponsored the First Convocation of
- Indian Scholars at Princeton University, and a second
Convocation was held the following vear in Aspen,
Colorédo. At the 1971 Convocation, John Woodenlegs
(Northern Cheyenhe) put into on§§/the feelings that he
shared with other Indian people:

Wﬁat philosophy isgbesﬁ for me and my beople

in using the learning I get from two cultures?

Be proud to be an Indian. Use all the good of

Indian ways to keep you strong and happy. Use

the non-Indian education so that you can make

a living, take care of your loved ones, help

other?people, help your community be a good

place to’live. (in Indian Voices 1974: 46)
The concern for improving American Indian education,
especially in the inadequate curricula in public school
systems, refers in no way to a desire for assimilétion.
Jeannette Costo (Cherokee)(Indian Voices 1974: 96, 100%
pointed out that "we shouldk;onsider the possibilitv 6?
~an educational system which is not yet in existence, but
which c¢could be foundéd by the Native people.” The
development of unique curricula had already begun in
eXperimental schools such as Rough Rock on the Navajo
reservation in the southwest. Says Johnson (1968), the
importance of these schools is in the involvement of
Indian parents and in the leadership of the all-Indian
school_boards. 2

In 1970, the National Indian Education Association

was formed in Minneapolis, and the Coalition of Indian-
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Controlled Sdhpol ﬁoards, Inc. (CICSB) waé founded a
yéar later in Bdulder,'COIOrado, also ﬁo address issueé
of educational reform (Szasz 1974). During this tihe, a
néw scandal had arisen in the Bureau of Indian Affairs
concerning the mishandling of E%gﬁral funds for Indian

students. 1Indian organizations as well as other groups

~brought attention to these findings, and a special

Congressional subcommittee was appointed to investigate.
In 1969, the (Edward) Kennedy report was published,
entitled "Indian Education: A National Txagedy - A
National Challenge" (S. Report Wo. 91:501, 91st
Congress). = The Kennedy report brought attention to the

fact that in the forty years since the Meriam Repott,

.which had addressed the very same issues, there were no

app:eciative changes in the'quality and extent of Indian
education, nor had many of the recommeidations of the
1928 repoft yet been implemented.

While the Kennedy Report in 1969 brought much
national attention to Indian education, there was still
concern that this report also did not adequately explain
the historical reasons for the failure of federal
programs, nor adequately reécognize the fundamental
cultural differences in Indian and White persvectives on
education (Deloria & Lytlgﬂiﬁﬁ}; Szasz 1974).

In 1969 also, the Bureau instituted project

T'R.I.B.E. to vield more schoocl control to Indian

communities (Thompson 1978: 174). 1In the next year, the
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first Indian-controlled high school opened at-.Ramah on
the Navajo reservation.

Indian education in the 1960s and~*970s is still
showing the effects of the mixed history of Federal and
Indiah;affairs. There exist federal boarding schools

M '

and day schools, Indian-controlled schools, and public
school districts with Indian enrollments., In 1979, the
Bureau published the annual statistics concerning Indian
education. It was recorded that in schools receiving
government funds, 221,271 Indian children are enrolled:
23% in federal schools and 77% in public SChools.'ste
- of public school facilities has increased as the numbers
of American Indians in urban areas has grown: 52.7% of
the Indian population, according to the 1980 U.S.
Census. Althought the Kennedy Report had recommended
"equal opportunity" for Indian children, the différences
in the sociQ—culturél backgrounds of the Indian and
White child could not be ignored. Ryan (1982: 427)
records testimony in the Congressional Record of 1971:

Since most Indian children begin school with

environmental handicaps of rural poverty,

cultural isolation, low level of parent
education, and in many cases...a non-English

"native language, equality of educational

inputs requires greatly superior in-school

resources of teachers, curricula, facilities,

and equipment to balance the inadeguate

preschool preparation of most Indian children.
Anthropological research on education and socialization

of Indian children has also brought attentiomn to these

issues, as well, and there appears to be a greater
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degree of acéountabilit? in social science research
towardrIndian‘leadership, and cooperatibn in defining
the issues, needs and goals in Indian education.

Roﬁner (1965) working among the Kwakiutl Indians of
Gilford Islapg in British Colg%g}a; writes that "a
fundamental difference between formal education and the
sociocultural system of the Kwakiutl lies in the method
of learning" (IBID: 335). Kwakiutl children learn by
observation, manipulation, experimentation; but in the
schools, verbal instruction is the central method, with
rreadinq and writing in the classroom and emphasis on
iénguage skills. The importance of the pre-school
socialization process is also recognized in Eggan’s

(1963) work with Hopi children. Tggan notes that the

.inculcation of values of interdependence, within the

Hopi maternal extended family, rather than independence

3

- such as the schools foster, create conflicts for a Hopi

child. These and many other research efforts have been
designed to understand the academic and social
consequenceé of the Indian experience witﬁ Amer ican
educational institutions. Rosalie and Murray Wax (1964,
1974) found that contrary to the Bureau’s beliefs,
Oglala Sioux parents supported the school:system in
generai and encouradged children to continue. Drop-out
rates on ;helPine Ridge Reservation were not so much a
cdnf}ict between school authorities and Indian elders as

much as they were the result of problems of Indian vouth
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with sqhool authority and social disadvantage in the
'public school enviroﬁment (Wax & Wax 1974:.202L
| Indian leadership has also emphasized these issues
‘and,others,'especially that of a culturally @istinct way
~of learning. Both content of educational materials and
: , _—
the context of the learning and teaching experience are
- being invesfigated. The studies of the Kamehameha
schools for native Hawaiians have produced a new
methodology for'educaﬁion of native peoples, based on
cultural differences in patterns of learning. These
-methodologists have recognized the importance of the
rHawaiian native sibling group as a cooperative means of
‘achieving goals fo; children, and have emphasized a
Small-gpoup iﬁstruction format for reading programs;
The Kamehameha,Elementary Education Program {(K.E.E.P.)
-,iﬁ 1983 initiated an experiméntal*program with the
NaVajb school at Rough Rock to test the viability of the
Vﬁawaiian methods for other native grouvs (Thérp 1981;
Jordan, D’Amato & Joesting 1981)5 This cooperative
venture and other;Indian—directed programs illustrate
the direction of Indian self-determination in education.
‘Pan-Indian organizations are sharing resources and
wideas, but also suéport distinct regional and tribal
identities and goals in education.
In 1967, the Bilingual Education Act was passed,
amending Ehe fitle VII Elementary and Secondary

Education Act of 1965. It initiated some important

=
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funding programs for Indian peoples, such as the pre-

school Headstart. In 1972, after the'publicatioh of the

'Kennedy Report, the Indian Education Act (I.E.A., PL 92-

- 318) was passed. Says Ryan (1982: 427), the I.E.A. "is

the only piece of equal educational opportunity
-2

legislation specifically focussed on Indians." For the

first time, educational programs were not placed within
the B.I.A. An amendment of the I.E.A. (PL 93-380)

stated that the organizing principle was to be

~ education, not management of resources. Also, those

tribes not federally recognized, native peoplé living in

urban areas, dnd "terminated" tribes were all considered
4 eligible for I.E.A. programs, where many Bureau programs

‘have not Beenravailable for these groups.

17. Conclusions

- In 1983, Brod and McQuiston conducted a survey of

‘adult Indians nationally, to determine the educational

satisfaction of the Native American population
generally. Of the 4,095 respondents, 33% indicated that
they were dissatisfiéd with their education. When asked

: :
if they felt they needed more education, 78.6% answered

"no." Would they have liked a different education?

"Yes," answered 67.3% of the respondents (Brod &
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MoQgiston 1983: 5). Participation in formal eduoational
N .

- instifu;ions and the western philosophical notions of

“universai>sobooling" has occured very gradually for
Amer ican Indioﬁ~peoples in the United States. Radical
changes occured in traditional lifeways after the
arrival of European settlers: patferns of community life
were altered, as was the dominance of informal
educational processes.

Toe earliest forms of instruction during the
contact period were religious, but then followed a
period of federal cdntrol of Indian education that
lasted from the 1870s into the 1960s. Under the
direCtion of the Bureau of Indian Affairs, educational
policy was molded by Bureau administrative restraints,
‘the politics of other federal agencies, and the
economicsrof tHe times. Federal boarding schools
designed to remove Indian youths from the reservations

for more effective assimilation into White society were

!
i
it

more effective in engendering inter-tribal contacts and
cooperation, and in maintaining the separateness of
Indian gfoups.

Indian communities and traditional cultures have
survived, and their unique educational-instructional
arrangements (of alhost three centuries) have evolved
into a dissatisfaction with many concepts of public
school instruction, both 1in content and method of

learning. American Indian communities, then, in terms
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6f‘the theoretical focus of this reséarch, existAas
viable cultural aggfegates within a larger social
~aggregate. Distinct concepts of education can have
‘readily evolved from both traditional sources and
.learned éxperiences within the school systems (féderal
or public). These concepts, whiigpthey may be expressed
in a vernacular that is shared by the larger society,
havé;histofically been understood in a different
reference frame (e.g., the contexﬁ of the boarding
school experience).

It should not be surprising that the domain of
education and its conceptual referents might generate a
distinctive "cognitive map" for American Indian peoples.
Edﬁcational planning and change, then, should be
develbpeé within the context of unique cultural angd
cognitivé systems, where motivations toward educational
.opportunities refer back to tfibal identity,

| Beqinning in the 1960s, varticularc iséues have been
focused oni such as school texts and the American Indian
stereotypeis Textbook materials portraying Indian people
'inaccurateiy, or classrooms that ignore Indian
children®s distinct cultural experignces, are being
opposed by Indian educators and other leadership
(Deloria & Lytle 1983: 244; Costo & Henry 1970). The
importance of ﬁative teachers is emphasized, in their
roleé as "cultural translators" (Revhner 1981) and as

active participants in the communities they serve
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(Rohner 1965). o

The networks that have evolved to resoive problemé
.in Indian education today are centered on inter-tribal
organizations or iﬁteractions. éays Demmert (l97f: 32),
the goals and perspectivesof American Indians and
Algékan Natives "vary as much as tribes vary," and no

single philosophy encompasses all Indian groups, nor is

§
4

it éought.
The creation of Indian—controlledlschools has been
an importaﬁt departure from the decadeg of Bureau-
domination. In the native schools, experiments in
education for ;ndian children'is taking place. Many
Indian parents choose to have fheir children remain in
the'public school systems, in'their concern for
'n"survival“ in the White society as well as in the Indian
;COmmunity. Roger Buffalohead (Ponca)(Indian Voices
1971) states that American schoels may "teach something
about Indian éulﬁure, but...cannot teach Indién_culture.
'That’s something that tribal/;;ople do; that’s their
:life; that’s their way." Multiculturalism is a popular
¢onéept in education at present (Maye&s & Walter 1981),
" but in American Indian educatioﬁ, the concept will
likely be fruitfﬁl only if it invdivés a negotiated and
_coopérative effort of the Indian communities and native
educators with other educational personnel.
A The Gaiiléo methodology, which has developed out of
the field of communication science, is adaptable to the
j
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i'structUre of field ethnography and 'éppliéd

,anthrdeLQgical'work, as it offers -definition of

community concerns and "facilitation" of community

goals. Eliciting and interviewing techniques can be the

»prpduct of coordination of researchers and native staff,

- where possible. In the case—0of education, the

investigation of the cognitiveée domain (perceptions of

the community members) can be mapped and evaluated for

potential improvement in tribal educational efforts.

- The following chapters (Four through Six) relate the

application of the Galileo technique to Oneida

educational Qlanning.
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4. ONETIDA NATION RESERVATION

4.1, Commuﬁ%ty Life

Since the 1820s, Oneida Indians-have been living in
Wisconsin, the reservation land located on the southwest
ofrthe town of Green Bay, and within the boundar.ies of
two state countfes, Brown and Outagamie. A brief
summary of the Oneida chmunity and its history is
presented_here in order to demonstrate the unique
cultural traditions ana lifestyle that have developed
over time within the tribe. The researcher acknowledges
the,necesséry constraints on writing history, and social
and éducational descriptions, in order to protect the
p:ivacy and anonymity of tribal members. The research
'coﬁtracted»with the directors of the Oneida education
programs, and discussed with the Oneida Tribal Council,
is the focus of this document (original revort in
Robertson 1982a). | |

The original homeland of the Oneidas is in New
. York state, where they were once part of the powerful
Ifoquois Confederacy. The -Oneidas, Mohawks, Onondagas,
Cayugas, Senecas, and later the Tuscaroras (1722) were
members of this confederacy of. tribes in the Northeast,
and were some of the first native peoples to come into
- contact with the Europeans in the 16th century. Mithun

{1979: 133) writes that Iroquoian was probably the first
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Native American language to be fecorded by European

travelers. Contacts with representatives of the

growing White populations had important effects on the

‘social, politiéal and religious systems of the Iroquois,
inciudihg the Oneidas. The Rqu%gtionary war marked the
end of the confederacy among the tribes in the
Northeast. Social disorganization and displacement by
White settlers, and pressure by the New York staté and
federal governments resulted in land cességhs by the
Oneidas and other tribes in, the region.

In the 17605,-the Presbyterian minister Saﬁuel
Kirkland bégah his forty year mission among the Oneidas

(Pilkington 1980: 40). As with other missionaries of

>this;period, Kirkland participated in and mediated in

the treaty process that dispossessed Indians of their
ltréditional territories. However, Kirkland received
somé support through the Oneida Chief_Shenandoaﬁ to
~continue his missionr§ By 1791, Kirkland had drawn up a
"Plan for Education for the Inaians," in which he
proposed a central school with both Indian and White
children in a fundaﬁental education program. A school
building was erected in 1792, later to be the campus of
Hamilton College (Pilkington 1980: 192).

In the 1800s land éressure was such that a movement
to the territory of the present-day state of Wisconsin
was debated. This move was led by one of the Oneida

factions, known as the First Christian Partyv, with the
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aggressive support of the then Episcopalian missioner

Eleazar Williams (Oneida Tribe of Wisconsin ms.: 16;

also Ellis 1908). Treaties drawn up between the

';Menominee and Winnebago tribes in the Northwest

territory, and the Oneidas and Stockbridge from New York
- - - 7

(1822-1838) led to the eventual settlement on the

reservation land near Green Bay. Only a small ovortion

of the original four million acre grant remain. The

Treaty of Buffalo Creek reduced the size in 1838 to

65,426 acres. By the 1840s, the original tribe was

scattered iﬁ three localities: on the Wisconsin
reservation, "in Ontario, and in New York.

. Although originally, attempts were made to farm the
Wisconsin reservation lands, the majority of land was
lost in the allotments of 1877 (Dawes Act or General
Indian Allotment Act). 1In the 1930s when the Indian
Reorganization Act (1934) created a "Ngw Deal" for
Native Americans, the Oneidas designed a new
QQnstitution and cﬁarter (U.S. Deoartm;nt of the
Interior 1937; approved December 21, 1936).

The Oneida community exists on what is called a
checkerboard reservation: Indian land intefspersed with
White-owned farms and residences, within the boundaries
of the 65,000 acré tract. Members of the trite
recognize general geographic and social relationships
with White neighbors, but the definition of "community"

is strongly related to tribal membership. Primary
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political, social, economic and religious ties are

defined within the context of the tribé.

'The policy—seéting body of the Oneidas is the
Generél Tribal Council, consisting of all members Qf the
tribe (on the tribal rolls). E%E}S the General Tribal

Council whdich elects the members of the Oneida Business

Committee, who in turn conduct the day-to-day tribal

business.q A Chairman, Vice Chair, Secretary, Treasurer
and five Counp%l(persons are elected to three-vyear
terms, and they supervise the activities of the Tribal
programs and standing committees (e.g., Education
programs, planning office, land office, Commission on
Ageing, Cannery, Kalihwi-saks Newsletter, TLibrary,
Oneida Nation Museum, Nursing Home and Health Center,
and the Bingo and Tobacco enterorises).
Approximately 2,000 Oneidas 1live on the
Reservation, while over 8,000 appear on the tfibal
rolls. A number of Oneidas work f%r the Tribe in its
various programs (probably less than 10% in the

community), and many others work in offices, factories,

iapd schools in the adijacent towns, especiallv in the

Green Bay area. Few Oneidas fafm the lénd, as much of
the good farmland was lost Aduring the allotment veriod.
However, ties to this land base are an important vart of
the Oneidas basic values and tribal identitv. Other

aspects of community life reflect the Oneidas”™ distinct

value system, 1in contrast to the surrounding social
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groups, White or Indian: there is exclusive membership
(by ascription) on the tribal rolls} a ﬁnique history,
1anguage) cefemonies and belief system.

| The Sensé of community is also based on strong
kin ties. Oneidas recognize and name fifth and sixth

' 7 -

‘cousins in their extended kin network. The concept of
the "clan mother" inherited from the originally
matrilinealAIroquoian pattern, has not entirely
disappeared although clan names in Oneid@ are no longer
retained or in many cases known. A great deal of
respect is accorded the eldest female member of the
family, as well as a recognition of her authority in
vfamily affairs. The Oneidas have elected in the past a
'femalé tribalVChairperson, and had a female doctor on
the Reservation, 1ong before "women’s liberation" found
its way into contemporary White society.

Inter-community ties are maintained especially with
other tribal groups, within Wisconsin and elsewhere,
: 4
‘including ties'to the Oneidas in Ontario and New York
state. These networks, both organizational and
péfso;al; again reflect the emphasis on common kinship
and shéfed perspectives with other tribal entities.

Social activities in the community also generally
- define the boundaries between the Oneida and White
social groups. Pot-luck dinners and lunches are

frequent events, and Oneida elders gather weeklv at the

Methodist church for "Senior Citizens" social meetings.
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The Oneida %ingers continue the tradition of singing
hymns in the»Oneida language, both in thé churdhes gnd
for social events, on and off the reservation. The
rloggida Dancers also perform for tribal ceremonies and_in
public events outside of the Indiqg:gommunity.

Athletic clubs, such as baseball and basketball
Eeéms, cémpete'with White teams in the adjacent towns,
and Oneida youth attend school and social functions, to

-some extent, with other young people on and off the

reservation. Growing up in Oneida means participating

in all of these community affairs, and at the same time, |

- learning the responsibilities of tribal membership.
While many young Oneidas leave the reservation in their
late teens and early 20s, a great many also x, ufn,'
because, in their perceptions, Oneida is home, and
family (see Chapter 5, below).

Whereas a number of years ago, in the 1960s and

1970s, Campisi (1974) found eight identifiable

neighborhoods or subdivisions of the Oneida community,

these are not so evident today. Tribal housing projects
have redefined several areas of the reservation, and
" som? Oneidas have returned from urban areas (Milwaukee,
Chicagq) to live in these projects. There is some sense
 of separateness between urban Oneidas and those who have
lived all their lives in the community, and there

appears to be some difference in degree of involvement

in the community between these two grouos.
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Additionally,-~the Methodist and Episcopal congregations
define important subgroups in the éommunity. The
locations of the two churches coincide with earlier
neighborhoodedesignations'tﬁat Campisi (1974) wrote of,
and there is some recognitiogfgf these today. One
Oneidé elder who attended the Methodist church referred
to "over that side" for the northern seément of the
resefvation that includes the Episcopai church (Holy
A

Apostles) A group of Oneidas who are traditionalists
and adhere to fhe Longhouse religion live on the
A Reservétion, and again constitute another element in the
community ?ﬁat draws distinctions between Oneidas.

It is this complex organization of community that
was the éoncern of the educational planning survey: how:
to discover overall perceptions of education and of the
tribal edﬁcation programs. It is useful, consequently,
to determine the nature of aggregate beliefs about the
educational process, using the Galileo interview and
QUestionnaire techniques.: The distinct communitv
structure and tribal cohesiveness on the whole suggested
that the domain of education would take-on a uniquely

Oneida character.



4.2. - Oneida Education b

Relates Campisi (1974: 491), "it isAét the level of
community thét the structural distinctions beg@een White
soclety and Oneida communities are maintained.... ~The
social system of the community'sggggné and revalues the
symbols of the dominant society by making clear the
difference betweeen the groups. Behaviors may be the
same; it is their interpretations that make for
distinctive boundaries." A concept, ;Qch as formal
education, is essentially the product of Indian-
EuroAmerican contact; There are obvious benefits the
educational:process can bring, but as the Oneidas”
Aresponses to interviews and questionnaires of this
research indicate, there is, in fact a re-evaluation of
the educational experience within their own cultural
céntext. The domain of education includes concepts of
beinga Indian, and Oneida, learning one’s cultural
heritage and language. This reference frame is not
shared by the White community,rnor by the teachers and
administratorslin the schools that serve the majority of
Oneida studeﬁts.

The reservation is divided into four school
districts: Freedom, Pulaski, Seymour, and West DePere.
Oneida childfen are separated into theseidifferent
school settings, and also attend schools in the town of

Green Bay, nearby Appleton, and the Oneida Tribal School

(23% of the Oneida children in school, comouted for
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1982).  The relative numbers of Oneida and White
students in these schools for 1982 is shown below.
Overall, Oneida children constitute approximately 8% of

the school population in the area.

# Oneida — Total Student
Students Population
Freedom 114 1499
Pulaski 43 3136
W. DePere. 208 2095
Seymour 192 ) 2297
- Tribal School = 164 164
Totals - 721 9141

(Figures: Oneida Education Office, Wisconsin)

In the earlier part of this century, the Oneida
Reservation contained a boarding school on 80 acres of
land in the center of the reservation, one government
Day School (No. One) leased from the Methodist Chufch,
the Episcopal Mission Day school, and an Adventist
school (Aﬁonymous ms.: Section 1). Historical notes on
the day schools show that the Oneida involvement with
federal school bpbrograms was very similar to the
experiences of other WNative Americans in the late 1800s.
The children were shipped to of f-reservation boarding
schools, and forbidden to speak Oneida. The reservation
day schools, and the use of the public school svstem was
growing in the early 1900s.

By 1919, it is recorded (Anonvmous ms.: Section 35)
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‘that 217 Oneida students were in non—réservation
schools, 141 in five district schools, 154-in theIOneida
' boarding schooi, 34 in mission day schools, and finally
7352 children (éfrschool age) not in school (élmostﬁéo%).
'Fo}ty percent also, at this time, were in" the public and
non—reservétiqﬁ schools, in contrast to the present day
- épproximately 75% (based on 1982 figures). A strong
‘tradition of separate educational facilities and
instruction have influenced the direction of Oneida
education., Coupled with the survival and persistence of
the tribe and the commﬁnity in Oneida, committments to
eaucation based on Oneida values and beliefs should be
evident in the educational planning survey,

The Oneida education programs include a Bilingual
Education project, with its origin dating to the WPA
projects of the 1930s (see Lounsbury's work on the
-  Oneida language from this period (1976)). The Oneida
- Education Office directs special programs such as:Job
Training, higher education counseling, and the Johnson-
»O'Malley con#racts to coordinate Indian education
activities between the public schools, Home-school
coordinators, and parent committees (LIEC, or Local
Indian Education Committees). The Oneida Tribal School
consists of eight grades at present, and its current
plan is to expand the school into the secondarv level
_ within the next few years. The Oneida Headstart Program

is the preschool component of Oneida education,. and the
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" G.E.D. coufses (Graduation Equivalency Deg;ée; or édul£
'eduéation)ralSO;operateron the reservation.
The:summa#y'of exiséing programs here is not meant
'£o be comp;ehensiyeiof Reservation life and educational
ex?eriences.' It is iptended‘to give<f>general skétch of
'Coﬁmﬁnity,life to demonstrate théﬁexistence of a strong
and functioning cultural entity.{ The history of Oneida
'éducation (see also Orie, ms.) shares much pf the
distinct develééﬁéﬁtuéf'education for other Wative
Americahs, In the following description of the Oneida
survey it 1is poséible-to see the perceptions of the

~ Oneidas themselves concerning the position of education

in their cultural reference frame.
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5. ONEIDA EDUCATIONAL PLANNING SURVEY: PHASE 1

5.1. Introduction

The vurpose of the community at;%gude survey was to
aéSess the curreht understandings and concerns of the
Oneida people regarding education in general ané Oneida
education 1in particular. The Galileo methodology
(Woelfel & Fink 1980) is the basis for the survey,
utiiizing a metric mulfidimensional scaling instrument
that has been developed as a set of computer programs.
‘Central to the Galileo survey method is the notion that
"the information conveyed through the medium of the
intervieWé and questionnaires is a record of an on-going
communication process between the Oneida community and
the tribal education staff.

Eduqation, then, 1is defined &das a conceptual

-domain which can be "mapped" or recorded as the Oneidas

B 'Seefit, including all those associated ideas or conceots

WhiCh are important to them, aﬁd which thev will
consider when making decisions concerning education. To
. view education ,as a multidimensional concept is to say
that all of the associated ideaé constitute a reference
- frame: they are interrelated (such as teacher - school -
learning - books - grades, etc.), and it is just as

important to measure these interrelationships as it is

to ask the meaning of any single idea. A change 1in
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beliefs or attitudes about one educational concept (such
as the capability of teachers) may infiuence é change in
another (such as the increased desire to be taught in
SChool).
The survey was conducted in two phases: the
: — .
preliminary non-directed interview, and the Galileo
structured questionnaire. These phases are séquential,
and the results of the first set of interviéws became
the content of the following questionnaire. Seventv—ﬁwo
~Oneidas were interviewed, 69 cases being used in the
final results. Each of these phases, and their results,
will be discussed in turn. The educational survev is
intended to complement other planning information
accumulated by the tribal education staff, and the
‘results are intended to be a preliminarv and initial
assessment of education in Oneida, as it is viewed by a
sample of tribal members.
In terms of achieving specific educational goals,
- such. és increased involvement of Oneidas in the tribal
.educational programs, the survey technique has a message
component which identifes potentially useful messages to
move closer to the goal(s).- Since these méssaqes are
derived from the Oneidas resvonses to the interviews and
questionnaires, they are consistent with Oneida beliefs
concerning education and the educational goal itself.
These messages are discussed in the results of Phase 2,

and also appear in Table TITT.
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Equally impo:pant in a planning survey is the
ability of the instrument to report on change and review
possible results over time. The Galileo téchnique is
espécially adapted for iongitudinal stuaies, 1t is
poséible to "map" changes iptgttitudes toward tribal
programs over time, and evalua£e the changing
relationships between education and other related
'cdncepts such as "jobs," or identify the effects of new
educationéirpolicieé. This,survey serves as time-zero
for_any future planning surveys.

The analysis of the information from the
inter}ie%s and qééstionnaires was conducted utilizing
the University of Wisconsin-Madison MACC computing
facilities (UNIVAC 1100/82) and the Galileo program
tapes from the Department of Rural Sociology and
Departmentbof Joﬁrnalism.and Mass Commun%cation at the
:university, as well as those at the State Univefsity of
New York at Albany. The storage of the original data is

on IBM punched cards and tape.
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5.2. Phase l: Preliminary Interviews

" '5.2.1. Methods and Materials

The first phase of theAsurvev involved selecting a
reputational or "Snoball" samp;%pof 24-Oneidas, eaghiOf
whom responded to a series of seven questions. fhese
questions (see Appendix B) were designed by the
researcher and tribal education staff, and concerned
education and community planning, with an emphasis on
the Oneida school programs. The interviews lasted an
averagé of 35 minutes, ranging from 15 minutes to an
hour.

'The questions were prepared in order to discover,
inra nonQbiased and non-directed way, the most
frequently used words, ideas, or concepts referred to
when Oneidas discuss tﬁe chmunity and tribal education.
In this way, the respondents provide a_descrio;ion of
the educational programs as they see them, and elaborate
'on the issues and problems that concern them most, not
those directed or emphasized by the interviewer. The
Oneidas” answers to each quespion (considered an
"epiéode“ in their interviewj were recorded as
faithfully and completely as possible.

The contents of: these interviews were then
subjected to a content analysis, to produce a count of
the frequency with which diFEeré%t concepts occur in

people”s conversations. The orimarv result of the
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initial interyiews is a list of the most frequently
occur;ihg concepts, and the additionai words or ideas.
that”élﬁster with them. The Oheida interviews produced
é;seffbf 7,130 words or conceptsrin 201 episodes (an
ihdividual question or section Qﬁ:g question). Of these
7130, 1337 were identified as unique - aDproximatély 19%
of the interview content. Thus, the other 81% content
wasrrépetitive of these concepts. O0Of the 1337, also, é
large percentage consisted of concepts with a frequencv

of occurrence of one or two times.

5,2.2. Results

Sixteen concepts appeared to be central to the

Oneidas” perception of education in their community. A

discussion of these concepts follows, in order to

‘elaborate briefly on words or ideas associated with

'them. These related ideas are useful in analyzing Phase

2 results as well, pvarticularly in constructiﬁq
potential messages to move toward goals in education
(see Section 4.4.4.). The inclusion of direcf auotes by
individual Oneidas illustrates the content of the
interviews, identifies élternative words or phrases that
refer to each of the sixteen concepts, and portray some
of>the qol1ective and unigue concerns of Oneidas which
weré expressed. Demographic information requested

during the interviews aopears in Appendix A.
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Concept l: Tribal School

The Onéida Tribal School is frequently referred to
b?lOneidas as an alternative, an opportunityAfor Oneida
_children to leérn their culture and their lahquage, as
well as a.place to teach them tfe "3 R”s." Says one
bneida man: "If I would see it ideally, I would think
it is the repository of basic survival knowledge for the
tribe and for the children that attend it. And I would
see it as performing the functions in a modern, present
context, providing in an orderly way the skills and
knowledgej the children need as they assume
respons%bilityu.and as leaders of the tribe."

The same person commented that, as the Tribal
School is still a "new" school, its philosophy is not
yetrwell—established. This perception is reflected 1in
the comments of one or two other Oneidas. A number of
;people whose children have already been attending public
school in the four sufroundinq school districts were not
inrtohch with the goals gnd programs of the Tribal

School and other educational programs on the

-4

K

Reservation. - One Oneida parent remarked, "I don’t know
what’s different there from the public school... 1
think they’re just Indians. So tbey get social
problems,...I don”t think the social problems are ending

when (moving) from the Tribal School to the oublic
P -

school..." And another comment: "Whatever direction

¥
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the school sees it (its role) as being, it only goes up

‘ i
to the 8th grade, so that means. thev (the students) have

- to be educated in the same manner as others (to continue
on to public séhoolLﬂ
One Oneida teacher felt that the Tribal School:

_program was "one of t@e most suegessful schools" in

relation to the public schools. An educational

consultant had also noted that the language program in

the school was more extensive than that available in
dther schools, public or Indian. The importance of
learning about Oneidardhlturé, history, Oneida language
and traditions, was repeéted again and again, by éarents
and non—oareﬁés. Said.one Oneida: "That should bé a
strong role, not just the basic 3 R’s; and T think
that’s what thev’re doing (the Tribal School)."

,LearningAabout their own culture is seen as having
positive survivgl value, a part Qf the children’s
fundamental education. But there is also a concern that
the educational programs be Structured for‘éurvival in
the "White world." One 62-year-old Oneida man stated,
"I feel the attempt here is to teach the children to be
bicultural. They have to compete in the real world, and
vet they’re beinq taught their heritage and what it
should mean to them..." Thus there appears the
ambiguity in the Tribal School”s relationship to the
public school system in the Oneida area.

There 1is resistance to discrimination by Whites
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agaihst Oneidé childngn, and concerhlforrthe lack of
presentation pf Oneida culture and history in school.
One 39—yeér—old Oneida man commented on the potential
aifficulty of making the transition from Indian to
ppblic schoo¥:' "I went. to a school heavily.in the
majorify of Inaians, very few Whi%ﬁﬁ. Then when we went
~to high school, we were in the minority.rbThé cultgre
shoék was tremehdous."' Anotherroneida man adaed, "If aﬁn%m
Indian goes to school iﬁ another ﬁlace,'they pick on
ghem.' ".bqg here (in Onéida), vou’re in as a group;
© of goursé;»thevae got White childrén, (but) thevy don”t
feel like an outsider. And that”s what the Oneidas
need, tovcémmugicate with one another and helo one
" another." Said an Oneida woman concerning the Tribal
School,'"It’s offering them (the children) a chance for
identity, community identityﬂ'rIts small size is seen
‘as a very positive asvect, including'the individual
attention given éach student, and the rapid resolﬁtion
. of discipliﬁe problems.

Education, in the comments of manvy Oneidas,. is as
much learning ‘about 1life as it is 1learning formal
.educational ;kills. Oné man remarked that experience is
more important than education, and more than one parent
indicated that thev particivated in educating their
children, within the family and in the ﬁome. This 1is
one of the places Oneida ghildren learn about their

roots and their identity, as well as in the Tribal
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School. The school progggﬁs become important especially
: { ' \

for patrents who feel that they have not had the

opportunity to. learn about being Oneida, nor learned

the language themselves.

Concept 2: Headstart L =

The Headstart program in Oneida seems to be
generaliy regarded as important in helping socialize
Oneida»children, and beginning to teach them aspects of
their culture and nativé 1anquage. Said one Oneida man
who had a child in the program, "It”s probably the most
mfffﬁpgzgépt tping that’s goinq{on in the education area.

5..,It$ }géz;fél;izijn; function is extremely
'importantn.kids learn a‘idt-in,there, I think it’s
well—fun." When one mother shi%tedhﬁérwsonifrom an
urban Headstart program to the Oneida Droq:aﬁ;Aéhe
~remarked, "He was just frightened. But when we came to
Oneida, that all changed. I hate to sav it was being
arodnd Indians, but it seeﬁs,to work."

Some Oneidas interviewed felt that Headstart
brought the children into the schoolrenvironment too
early, and this was often {elated to the feeling that
parents might be abrogating their responsibilitv for
raising and teaching the children themselves. Said one
72-year-o0ld Oneida man,%"The home 1life alwavs has

something to do with education."” One Oneida

acknowledged the economic necessitv of two-job families,
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and>haVing an early qhilahood program in which children
could be placed. Those individuals involved as parents
in the Headstart program, however, feel very positively
aboﬁtrfheiriability to participate in the program

themselves, and about their corresponding role at home

‘to help "educate" their childrem aRd support them in the

learning process.

The adult education program in Oneida (G.E.D. -
Gréduation Equivalency Degree) is seen as a useful tool.
in upgrading educational ski}ls for older people as well
as the younger generatién Oneidas who have not completed
hi;h school. One Oneida woman described its wvalue:

"Being out here {(in Oneida);>you‘fe .among your own

people.,«There's still shame connected with not having

an education, and out here, there’s no feeling of being
uneasy. You're with your own people..." Said one 24-

year—oid Oneida woman, "I like to see the older peopnle

éo bagk“.because (then, other) people say, hey, it’s a -
daéduthihq.”-\l feel very proud."

The G.E.D. program is seen generally as béing more

¢

practical in orientation, a program in which individuals

can work "at their own pace." It provides "something a

~high school diploma o can V give

you...opportunities...Requirements for most jobs require

: %
a G.E.D. or high school equivalency of some sort,"” one
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A
"heritage, although reference to the Troquois and other

Oneida man related. He also added, "I’m not saying a

high school education is that great, bdcause it isn”t."
!

et

A less positive aspect of the program, as seen by a

~number of people, was the possible abuse of the

financial aid opportunities given G{E.D. studehts.
Commented one Oneida woman, "I thiﬁﬁﬁéomé people{were in
it for the money,rjust to go as long as thevy could.”
But this perception is counterbalanced by comments such
as one Oneida offerea: "There”s a lot of good peoole in

the program you -just don’t see; they come in and leave,

but others stay.”

Concept 4: Oneida

The concept of Oneida or being Oneida is frequently.

associated with being Indian and coming from an Indian

tribes in the New York Confederacy is not frequent. Two

qualities consistently associated with being Oneida were:

pride, or "being proud" to be Oneida, and being

"different"” from other peopble. "Just Dbeing Oneida,,
being Indgan, makes you different," says one Oneida man.i

)

This feelfmg of being different has its negative as well

as positive aspects, especially for Oneidas who have

-attended White schools or grown up in Whiteé towns. Says

one Oneida woman concerning "being Oneida:" "For a good

many years, it wasn’t a very good feeling, because T

went to a White school, and their feelings there were
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made known to us. When I was young, I didn“t like being
Indian, but now I don”“t mind, because of all the
attitudes that are prevalent.” Another Oneida woman of
35 said, "Discrimination. VThatfs what it (being Oneida)
means to me, growing up in the Green Bay area."

One Oneida man addéd, "I+%s being idéﬁtified as a
‘group,...being a wvart of something. Being unique.”
Family ties and having roots in the community, and in
the land, are important aspects of being Oneida, in the
words of the people interviewed. Also mentioned
frequently was the concept of "home," being home, coming
back to Oneida, which is the place one can alwavs return
to, agai% and again. It is a sense of "belonging,"
"togetherness,"” banding together in difficult times.
Many Oneidas at some time in their lives leave and
return to the community, and one Oneida man who was away
approximately 30 of his 62 years said, "".well,vthis is
home. I was born and raised heré, and I alwéys wanted
to come back here, ...T felt, andrI think with other
people as well, they leave home to learn, and c;me back
to share."”

Oneida is a "éense of nationality, a family," said
one Oneida woﬁan. "It goes back qenerations.f Another
Oneida brought all of these things together in the
céncept of Oneida: "It”s all the interlocking things,
this community, good or bad. You (interviewer) probablv

don“t éven know who your second or third cousins are,
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but here, people know who their sixth cousins
are;j...being Oneida is being involved: in all that whole

complex.“

Céncept,éi Indian

One 2l-year-o0ld Oneida womagpremafked, "T feel a

lot about being Indian but not just being Oneida. I

think all Indian people are equal, all the tribes are
the sgﬁe." Another woman stated, "I don”t think it”s a

fee;ﬁng of being Oneida, but it’s a feeling of being

7 Igéian," distinguishing between the two concepts.

/érowing up in a White community and being "Indian" has
been this wogan’s experience, rather than having a sense
of being Oneida, with Oneida culture and language. The
more explicit éontrast is, of course, between Indian and

White people. One Oneida man notes in reference to

ZIndian history, "...of course, Indian people lived

- differently than White people. They had different laws

i

and everything else." 1In general, the occurrences of
the concept Indian (=79) was as frequent as references

to being Oneida (=72).

Concegtréi White people

References to the concept of White people also
occurred as "White man’s ways," "the White world." The
terms~"non—1ndiahs,“ and "outsiders" were also used, as
well as’?oE%er people," "other cultures,” "other

B
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communities.” 8Said one Oneida man in~§ discussion of
the community, “We have non-Indians 1living in our
community and I consider the reservation Oneida; and I°d
rather:see all the non-Indians moving out. Then the
government would be'oq%sﬁ

In reference to educationy—pne man commented, "I've

heard of kids going to Seymour (nearby town), and

‘they’ve got an Indian-White problem. At Pulaski, it’s

not so bad. ...I wish we could teach the vyounger ones
to be more proud..." At the same time, an-Oneida woman
suggests that "this Indian thing (by young people),‘(of)
:you did this to my ancestors, so now you take care of
us,” I thlnk this is a detriment." Adds an Oneida woman
who lives in Green Bay, "Im not sayvying the White
schools are bad... I cant blame it on, “They don’t
like me because I"m Indian.” You can do it (get
eduéation) if you have your own self-fortitude."e

As described above in the comments on the Tribal
School-concept, White people and thus public schools
appear to be frequently viewed as an integral part of

the Oneida educational process. Said one Oneida,

"Indian society has changed to such an extent... T

don”t think the society will survive without being
educated in the White man’s way." But the individual
also added, the Tribal School”s role is to educate the
Oneidas, "the Oneida children, so they can become

productive members of the (Oneida) communitv."

110



Concept-7: Public school

Public school (also frequently referred to as "high

school" or just "school") was a concept referred to
" approximately 154 times in the interviews. The

individual public schools were named, but only
infrequently {(Pulaski, West DePere, Sevymour apd
Freedom), and were occasionally identified as "tﬁe four
districts.” All these worlds or ohrases refer to the
public school-concept. Both older and vyounger Oneidas
made reference to the punishment of Indian children in

the public school systems. Said one 36-year-old woman,

"In public school, they punish them,... Theyv're (Tribal
School) trying to keep Indian heritage... I think
that“s a good idea; they don”“t do that in public

schools."

One teacher remarked that discipline is carefully
atﬁended to at the Tribal School, but, "thé kids in the
public school outside of the coﬁmunity, they are more
apt to get into trouble...; there’s gang fights, racial
fights." One 4l-year-old Oneida woman added, however,
"I guess I would like my granddaughter to be going to a
regular school, and would like her to grow up knowing
theré are good Whites as well as bad ones, and good

Indians as well as bad ones."
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Concept 8: Education
Theréoncept of education ocgurred approximately 79
times, along with references to 1ideas such as
information, knowledge, intelligence, the Enstitution,
Vand learningA(=45 occurrences). Teacher and to teach'
were closely associated ideas, a;tggll as students, and
thp classroonmn. The notions of administrative
organization, supervision, or "the principal," &ere not
referred to frequently, nor‘wére fundamental education
topics: the 3-R’s, the A-B-C”s. As noted above under
the section oh the concept Tribal School, education is
discussed frequently in contrast to learning about life
and coping with the larger society. Remarked one Oneida
han, "No matter where you go, that”s what they ask, “how
much éducation do you have?” But the people with
experience are more valuable,...so I would sav,
educatién and experiepce q; toqethegﬂ
| Emphasis én grades and reference to-them include
concepts such as tests, transcripts, qualifications,
report cards. According to one Oneida man, this aspect
of education is overemphasized: "It seems to be what a
person is graded on. That”s what they look at when vou
go for a job. They look atrthe 3-R”s... What a person
is graded, (it’s) a very small vercentage of educatiohﬂ
Another Oneida mén identifies thre; important areas
'in education: "school, parents, and students."

Ideally, says one Oneida woman, education should be
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"more family—orienggd”. I guess it first startsrin'the
"“home. If you put too much emphasis on the institution
and the school, all the emphasis is on the status. I
think peopge are losing the reality of what edugation
really is. I see it more as a community-based tfpe Of
affair. I think...our kids (shouofd be) proud of what
they are, able to hang onto themselves and what they
are." 4

There was littEe?direct reference to higher
education and goals toward college in the Phase 1
in;erviews. One Oneida woman expressed a concern for
Oneidas to "try for a little bit higher goéls iny
education,...it would be better for the Indiaﬁ Beople as
arwholeﬂ' One 39—year—6ld man presented his views on
Oneidé education: "...without education, you don't have

a choice. Teach them (children) both cultures, then

you're giving them’a choice." Choices are sometimes
limited, sometimes expanded, by economic factors,
however, as was pointed out by one Oneida man: "...some

people come back here from other areas, Xnowing it's
going to be a factor in getting education more readily,
because of how the funding is set up, reservation-wise

and government-wise.'
Concept 9: Jobs

The concept of Jjobs covers all economic aspects of

educational planning, but was selected as the central
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_concept of the cluster, as the most frequently occurring
concern. Related to "jobs"™ in importance are the
concepts of economic survival and self-sufficiency (of
the tribe asrwéll as of the individual), funding and
financial aid, as well as employment and relief programs
such as R.N.I.P. (income maintenapgg) and C.E.T.A. (job
training programs).

The basic bppértunity of acquiring housing on the
Reser'vation has been a factor for a number of couples in
the survey, in being able to live in and participate in
the community. One 23-year-old Oneida woman came from
Milwaukee, and stated, "We would have never been able to
buy a house. ?We're buying this and I think this is just
right." The influence of economic pressures and the
Oneida ties to the land were commented on by one Oneida
man: "I have yet to talk to an urban Indian who says,

"Tf it wasn't for the economic situation, I'd be back on

the reservation." It has always been economics
that...force us...to sell our 1land. People have to
eat."

i

As noted eaﬁlier, one Oneida man observed that the
availability of funding in education - economic
resources and some financial aid - are factors in peoole
returning to the Reservation. Thus the economic concept
is indicated as a significant one in relation to
education, by Oneidas. Said one Oneida man, "We have a

lot of programs here that are doing good and a lot of
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people that have received jobs from the training that
they got oﬁt here." Péople referred frequently to a
desire for the tribe to be more self-sufficient,
independent. Said one Oneida woman with a child in the
Tribal School, "People go elsewhere to work...there's
 nothing to'do'here, except live here." This documents
again the feelings Oneidas have about their ability:to
survive economically as a major considerationm in their

plans, including educational ones.

Concept 10: Cultural heritage

Refergnce to Oneida culture subsumes a number of
.ideas or reiated concepts for the Oneidas: "heritage,"
"history," "the past," "to have roots," "ancestors,"
“beliefé” or "values." There is only one reference to
;the Iroquois Confederacy and the treaties as a part of
édneida history. The Oneida language is a strong
}component of the cultural heritage, and references to
the native langquage and native speakers was of equal
frequency as reference to one's "culture." Said one
young Oneida woman, "in this community alone, a lot of
‘people are learning their language. 1In Headstart and
the Tribal School, they need that language and Indian
culture, background, to be able to know their own past
and still, thev're also learning that they need a
regular education to get anything in this world. They

need to be able to cope with who they are and what they
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are."

Elderly Oneidas still recall the educational
programsﬂwhen they were young. - "When I went to
(boarding) school, they used to punish us if we spdke
Indian," said a 72-year-0ld Oneida woman. These
Vmemories and feelings have been ggglied down to the next
,generétion, as one 4l-year-old woman remarks "...I
missed out on learning the language ..the histéry about
my own people. The only history I know was what was
taught to me in my home. But théy (my parents) were
shamed into not teaching history... My mother and
father both:spoke Oneida but (not so much) in front of
us kids."”

The tribal education programs are an alternative,
an opéortunity to remedy this. Another Oneida woman
notes, "I think everybody believes that education is
important. However, I don'a know if all of them agree
that public school, pa}ochial school, ié the answer...
But they want to teach their traditional values, the
ﬁIndian" way, the "Oneida" way."

Added an Oneida man, "I'm proud of the Oneida
people because the policies and government that is in
the United States is based in the Iroquois confederacv."-
A 62-year-old Oneida man also said "In spite of the
traumatic times, they've (Oneidas) survived. I think
they've always managed to survive well and are known

for wanting to get along with their neighbors. _...I
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guess it gives yoa a good feeling, too,...that our
people were so influential. (They) took a real active
‘part in the development of American civilization." And
another comment, "I think we're a biculturél people, and
~we can go out and compete Qith the non-Indian, and go
back home and be Indian. I think that'sy the name of the
game,"

From the interviews in the survey, different views
0f the conéept of “traditional; appear to exist. One
62-year-old woman remarked, "there's so much out in the
world. This "traditional," I just heard about it last _
week, You can't go backwards and live it." One 72-
year-old Oneida3man noted the differences of opinion:
"I'd l1ike to see the Oneida people know of their
traditions; but, éctual1y, if I was asked to be a

“traditional person,iI'd say no." Another Oneida said,
"I think traditionalism is great, but I think it has to
‘be uqderstood. ...I'm not sure they (the younger
generation} ones up to 30 years o0ld) understand it...I'm
not sure they're on the right track. I don't think you
"have to give up your telephone, (or) go back'to
buthouses..."

| | One component of tradition is acknowledged equally
by all respondents: language. Remarks one Oneida manf\
"I think the efforts to revive the language have been
one of the greatest things to happen in my generation.”

In the demographic questions (see Appendix A), Oneidas
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Were‘esked ebout the number of speakers in their
familfes, and those individuals' relationships to
themselves (parent, sister, etc.). Nineteen of the 69
Oneidas interviewed stated that there were no native
speakers ih their families (occasionally because
grandparents who were native speakers were deceased).
Thisris less than 30% of the sample. Over 20 of the
respondents identified:themselves as speakers, varying
in degree of fluency with the language. One pattern
that has developed in Oneida is the existence of
speakers in the grendparent and grandchild generations,
notable in the:families with children in Headstart and

the TribaIZSchool.

Concept 1ll: Life experience

As noted in the discussion of the Tribal School,
and of the education-concept, "life experience" ("1ife,"
"learning about life") is something viewed in contrast
to the acquisition of formal education. Concluded one
24-year-old woman, "I think people think it's more
important to learn about life and how to survive rather
than college, because they don't teach you about life."
And again, "I'd teach my children myself, if there
wasn't a law against it,...because you went through the
experieyces and you know what to expect.”

‘Ohe 72-year-old Oneida described life and education

this way, "I was talking to a professor (who said)
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"which would you rather be, an educated person or a wise
man?" He always used to get into conversations with me,
because I told him I was "uneducated." ...I told him,
"I'd'ljke to'bera wise man. An educated man knows a lot
but ﬁé'has to be told what to do; but a wise man
 knows." -

Another side of the educating process that 1is
'"learning about life" or "experience" as Oneidas refer
to it, is the involvement of the families and learning
-in the home. Said one Oneida, "I think the parents
themselves have tb work along with the children when
they'rergoing to school." A

VA Trigal School teacher acknowledged the school's
role in acquiring skills for living, in addition to
providing fundamental or baéic education: "It's a
- school of léarning (how) to deal with things outside the
community, with differentVSOCieties." The importance of
discipline, self-discipline, and respect of others was
also referred to in formal education and home learning
environments. One Oneida woman comments: "I think
there should be some way to teach the kids that self-
discipline...rather than the iron-hand, because you're
just emphasizing that "prison" concept. Rather, you
should be teaching a person at home what is right and
wrong... (If) it isn't being done in the home...I guess
the teachers (can't) do it."

Areas of learning that need recognition, bevond the
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"3-R's," says one Oneida man, are "a person's
creativity,—leadership{ communication. I think you can
flunk_mathematics and English, and still be a good
leade;ﬂ' The value placed on education, as these
comments illustrate, is influenced by a person's
experience in life, one's@bility to cope in two
societies, in a "bicultural" world, and by one's "self-
discipline." A 45-year-old Oneida man felt that "the
best way to educate your children is to really behave to
the best Qf your ability at all times...by personal
example...if vyou're talking about socializing.
.“(ChiIQren) will learn formally, and will (also) not
learn wﬁat they are indoctrinated with unless it's

estéblished in the home."

Concept 12: Parents

Parents and the family as a part of the educational
ptocess are frequently referred to by Oneidas, as noted
inrthe above discussions. An important theme is that of
participation and involvement with the school:
teachers, parents and students. Said one Oneida about
the tribal programs: "(Now) the parents (are) helping
out at school, tbgy need that togetherness with barents,
:teachers an® students, and schools are really doing that
now." One Oneida man of 25 described the best way to
educate his children: "I'd teach them myself at home.

And as they got older, I'd give them an opportunity to
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learn what they wanted to learn. ".They'dAhave to be
more disciplined“." In view of the many negative
experienceé of Oneidas with the public school system, it
may be that comments such as these point to a general
p;eference for strong parent‘roles in the educational
r'process. —

Another Oneida man, father of eight children, said
that "I have always seen that parents don't play what I
consider...the ptoper role in educating their children.
Especially the.younger generation, I think they leave it
up to the teachers,rand I believe they should do (more)
at home." Added one Oneida man, "...I don't think
there's enodgh parental participation, to give it the
kind of education that the community would like to see.
‘And'educatiénAdoesn't mean A-B-C's, arithmetic,
English... I think it's being able to associate with

people."”

Concept 13: Children

Children as a concept occurs also as the word
"kids," "young people,”" or "teenagers." The importance
of educating children in the community is considered to
be in training them to become "productive members" of
the tribe, and to learn the "Oneida" way, to maintain
their family ties and their traditions. There are many
ways this is expressed by Oneidas, which is evident in

rmany of the above comments.
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Concept 14: Tribe

One Oneida responded in the interview, "What's good
about the community? I could say that we havé our own
tribal government, and our own Tribal School."”
Community is ‘a word often Use€d interchangeably with
"Tribe" by Oneidas. More than one person viewed their
work for the tribe as "participating in the
tribe,...trying to ao something for the tribe, to help
make the tribe better," as one Oneida woman described
it. "There's a unity with all the tribal members I
like.”a;comaraderie that's always there between older
and younger," she added.

Said a 72-year-old Oneida man, "I'm proud of the
Oneida tribe. ...we don't have any swear words in our
language; you can't swear in it. And the Oneida
people, they're progressive, not going backward." When
asked about changes they would 1like to see in the
community, Oneidas referred at times to the divisions in
the community. "People have been working together for
hundreds and hundreds of years, and the government comes
in and...people divide themselvés (into) higher-ups
(who) control the community, where everybody should
ﬁEontrol the community." This Oneida man also noted that
the ties between the older and younger generations are
strong among Oneidas: "What I see is more people trving

to work with the young people, trying to work with them

122



(in) f£inding themselves..." Educating the younger
peqple has .consequences for the tribe and :sthus the
coﬁmunity,,said dne,Oneida man: "Education plays a
sighificant part in community awareness Or
: chsdiodéness;” Educating the children is providing for
ghe ﬂbaéicrsurvival knowledge" of the trige. The
,ébncébt:df the tribe and community including t%e tribal
goverhment,,its membérs, the Tribal Council, ogéurred'86

times in the interviews.

'*Concépt 15: Good

This concept is self-explanatory, and appears 61

‘times in the interviews. Additional referents used by

'fAdnéidas'are "good thing " "good idea," "good concept,”

bf"excellént program,” "well-run," "the best," "a great
job," "tremendous," "valuable," "successful," all a part
_of this general concept of good associated with the

“'educational domain.

z Concept 16: Yourself
By far the most frequently recurring concept (I,

‘me, myself), the self-concept occurred 754 times in the

' ?fiﬁterviews. Oneidas also refer to themselves

'. ;1661lectively with great frequency (we, ourselves, our),

§°afﬁotal of 131 occurrences. The communication theory

that is the basis of the current survey 1is a self-

j’ﬁcohcept—based theory (see discussion in Chapter 2). It

ihvolves a notion that behaviors (expressed here as the
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job," "treﬁendous," "valuable," "successful," all a part
of this generai concept of good associated with the

educational domain.

Concept 16: Yourself

By far the most frequently recurring concept (I,
me, myself), the self-concept occurred 754 times in the
interviews. Oneidas also refer to themselves
collectively With great frequency (we, ourselves, our),
a total of 131 occurrences. The communication theory
that is the basis of the current survey 1is a self-
concept~based theory (see discussion in Chapter 2). It

involves a notion that behaviors (expressed here as the
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relationships between concepts: beliefs, attitudes)
that are close to the self-concept are moré likely to be
performed than those that are considered far from the
self (Woelfel & Fink 1980: 165). Perceiving a concept
to be close to the self is not necg%égrily an indication
of favorability or "perceived benefit," but rather
illustrates a "goodness of fit" between the two concepts
that are considered close together (Green, Maheshwari &
Rao 1969). Consequently a special relationship exists
between those concepts or behaviors and.the "self." If
én individual sees "alcoholism" as being close to the
self—concept,?it may be an indication that this behavior
is one frequently performed, or closely linked to that
individual. It is not evidence of the favorability of
the behavior. It is useful to remember this point when
examining the results of the Phase 2 Questionnaire.
When identifying goals in educational planning, the
point toward which these goals move is the self: the
Oneida who is in a sense the central actor in the

educational process, as well as the recipient of the

educational programs. y
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6. ONEIDA EDUCATIONAL PLANNING SURVEY: PHASE 2

6.1. Galiieo Questionnaire: Methods and Materials

The second phase of the Oneida survey was conducted
by asking a sample of Oneidas to ;gg;ond anonymously to
a paired comparisons gquestionnaire. The questionnaire
was produced usihg the sixteen most frequently océurring
concepts for the Phase 1 interviews (see Section
4.3.2.). A reputational sample of Oneidas was drawn,
interviewing 45 individuals (demographic data is in
Appendix A). To reduce interviewer-bias in thé
responses, five sets of interviews were divided among
the educational staff and the researcher. Individual
éuestionnéires required an average of 25 to 35 minutes
to perform, including the demographic questions.
Several interviews took approximately an hour, because
of nedessary interruptions in the home.

In answering the questionnaire verbally, an Oneida
respondent was asked to provide a numberdfor the
distance between any given pairs of concepts, indicating
their closeness, conceptually, by a small number, or
their distance or greater difference by a larger number.
An initial criterion was offered by the interviewer:
"An average distance is 100." this criterion provides
the reference frame against which the respondents might

anchor their own scale of values. It was suggested that
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a small number would indicate that they felt the two
things were closer together, and a zero would mean they
saw them as identical, the same, most similar. A largef
number as 1afge as they wished to name, would indicate
that they saw the two things as being further apart, or
more different, unlike. The Galileo metric
mulfidimensional scaling technique allows for a
continuous scale of values to be recorded, focuésind on
the relative concéptual distance that people identified
between educational concepts. By pairing each concept
with each other, the interrelationships between all of
the concepts are recorded, in addition to their
relationship to the self, "Yourself" in the
questionnaire. To compare each concept with the other
fequired 120 respoﬁses or distance-numbers given, the
formula being nin-1)/2, where n = number of concepts
(16).

The Oneida respondent then reporﬁed how far the
Tribal School was from himself or herself, how far apart
(in conceptual>distance) the Tribal School is from the
Public School, how close either of these are to "Jobs"
or to "Education," and so on; for each of the 16
concepts (120 pairs). As all of these concepts
rcollectively form the domain or "neighborhood" of
education in Ehe view of the Oneidas iﬁterviewed (Phase
1), theimeasurements given can provide a

multidimensional map of their relationships. 1In shorter
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or longer term studies of educational planning, the
Galileo survey is a weli-structuréd, comparative

instrument for dJdetecting the dynamics of changing

attitudes and beliefs, tracing them over periods of

“hours, days, or years. The Galileo technique is also

s
useful in making static-group comparisons, such as

subgroups within the Oneida community baéed on specific
demographic characteristics. The current:survey is
recorded as a time-zero set of responses, with which
additional interviews can provide a more comprehensive
statistical ;ample of the Oneidas between groups, or
over time

The results of the Phase 2 Galileo Questionnaire
are discussed in the following sections: 1) . the Means
Matrix (Table I); 2) the Galileo plot or map, to allow

a graphic representation of the relationships between

the educational concepts (Maps I and II, derived from

the normal solution in Appendix D); and, 3) the

meséage component, derived from the Automatic Message
Generator (AMG), to identify potential messages to move

the self toward goals in tribal education (Table III).
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6.2. Results
6.2.1. The Means Matrix (Table I)

The table of mean or average values is thercentral
product of the Phase 2 Galileo Questionnaire, and‘the
basis for all additional calculagzg;s. It presents the
collective or average of the distance numbers given by

Oneidas as those distances between pairs of concepts.

Mean values ranged from 10 to 245, with a grand

(overall) mean of 71. In examining Table I, it 1is

possible to see that the two concepts that are perceived

.as being the-closest (most similar) are Headstart and

Children The two concepts that are furthest apart

(most different) are Headstart and the G.E.D. program in

Oneida. It is notable also, that the Oneidas report

Public school as 234 units from themselves, which is a
very high number compared to the others, considering
that a majority of the respondents' children were in
public rather than tribal school programs (15% of the
Phase 2 respondents reported children in the tribal
séhool programs).

In comparing the values of the three tribal
programs, Oneida Tribal School, the Headstart program,
and G.E.D. adult education program, the distances
between them are marked, suggesting that the tribai
programs do not function in Oneida perceptions as a

unified set of programs. Examining their relationships
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to other educational concepts in the table also
illustrates their divergence in other areas. For
examplé, G.E.D. is seen as 157 units from Oneida
‘cultural heritage, further even than the Public séhéols
are (144). The Tribal School and Headstart are seen as
Much closer to the concept (and/ggﬁociated ideas) of
their cultural heritage, as is the self—céncept. t
"Education” is.seen as closest to Headstart (23
units) and also'vgry close to Good (25), but is furthest
from, or most different from Life experience (98). The
-Oneidas participating in the second phase have re-
iterated, in precise magnitudes such as the
Questionnaire records, the substantive comments from
Phase 1 interviews, placing life and "learning about
life" in contrast or opposition to "Education," The
‘means matrix can be examined carefully for many
different patterns in the answers., It is important to
'remembe: that values are'relative to one another. There
is no absolute scale of values that Oneida educational
' concepts are being measured against, thus its usefulness
in examining cultural processes, and attitudes and
beliefs of distinct cultural groups. The
relationship of Jobs to all other concepts, for example,
indicates that they are relatively close to Good (55),
but further from the self (77), from the Tribe (219),
from Oneida cultural heritage (243), from Oneida people

(88), and from Indian (151), all of which are closer to
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the self. Jobs are seen as rélatively unattainable, and
in terms of thefeducational programs, are closest to the
(LE.D.'program, and ;qually far from both Tribal School
and Public school. -

In a further examination of—the self and other
identity concepts, such as Oneida and Indian, it is
interesiingéto note that "Indian" is somewhat closer to
the self than "Oneida," and one's cultural heritage lies
even further. One Oneida man has described an "identity
.crisis" that many Oneidas are going through,
partidularly the large numbers who leave and refurn to
the reservation; such might be an explanation for the
results in the survey While Oneida culture and
lénguége are viewed favorably in the preliminary
interviews (Phase 1), it is apparent that they are still
at a distance from many Oneidas, who feel they have not
had access to their history, or were not given the
opportunity to learn their native language.

Table II is also a table of the mean values, in
which only the specific school programs have been
Vselected for easier comparison. A comparison of the
attitudes of Oneidas toward the educational programs
shows that théﬁLE.D. values are all higher; that is,
G.E.D. lies further, or is perceived as more different,
than any of the other educational programs. Closest to
Parents (and associated with them, participation or

involvement in education) is the Headstart program (35),
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‘where Tribal échool and the Public schools are not
significantly differenﬁ in the relationship to the
Parents (77 and 76 units respectively).

The Tribal School is perceived as being closest to
Children (37), to Good (38), to Indizn (39), Oneida (45)
and Education (46), but further from White people (167),
Public school (112), and Jobs (89). All of the tribal
educational programs are seen as closer to Education
than the Public schools, and Oneidas also place
themselves close to Education (35).

An additional statistic that is of interest in the
survey is the:warp factor, or degree of inconsistency in
the data. The factor for the sample was 2.563, a
relatively high value In conjunction with the broad
sp;éad of values for the percent error (calculated for

each paired-concepts), this is a good indication of the

presence of subgroups in the data, and thus in the
pépulation sampled. Potential differences may be found
among groups of Oneida on the basis of their length of
residence in the community, religious affiliation, or
their degree of participation in the various school
programs. Additional research and more extensive

~sampling might identify and analyze these differences

more effectively.
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6.2.2. Galileo Plot - Oneida Map of Educational
Concepts

The Galileo plot is produced from the factors or

. dimensions discovered in the responses (Appendix D).

Oneida education is conceptually a map of eight

dimensions. Since no more than two or three dimensions
can be portrayed visually at a time the Galileo maps
serve only as "helpful aids" or sources of ideas and
intuition bu£ are not the best representations of the
relationships between the concepts. For the precise
measure ofnthe distances between concepts, as provided
by the Oneidas, the means matrix (Table I) is the most
important source of information. These values can be
examined and cdmpared over time, if desired, to note the
changes in relationships between process. It is this
aspect of the Galileo methodology that most fruitfully
examines processes of culture change.

In Map I, the first two dimensions (first principle
axis) are portrayed. This cross-section representation

accounts for 60.43% of the variance in the responses.

'Because it is most accurately portrayed as an 8-

dimensional map, the plot appears to distort distances
between concepts within the educational domain of the
Oneidas. Distances between Headstart and Good are
misrepresented in the first principle plane, as can be
seen by examining the values in the means matrix. The

map does demonstrate graphically that White veople,
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?ublic School, and Jobs all lie at an opposite end of
the conceptual map for Oneidas,?and this is true also
when the fi;st and third dimensions are plotted (Map
II). The maps éerve as "snapshots" of the Oneida
educational domain - taken at diF¥ferent angles. The

source of the plotting procedure is the table of

‘coordinates (normal solution), whichrarrays‘all the

values for the eight dimensions (*ppendix D).

6.2.3., Messages to Move toward Goals in Education

| Produced from the means matrix also is a message
componeht. This represents the potentially best
persuasive messages that might move the various
éducational programs of thg tribe toward the self-
concept; that is, to encourage participation in the
programs bkaneidas. The message generator that
computes thereffectiveness of these programs relies
éssentially on the input from the Phase 1 and 2
interviews: given the Oneidas understandings and
beliefs about education, only certain messages or
communications will be convincing. The message
component of Galileo programs extends the examination of
culturai processes or culture change. It is possible
not only to observe processes of change but to
implgment them. One of the goals of the Oneida survey

has been to determine planning strategies, to improve
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community participafion in the tribal education
programs. The message component of Galileo provides a
highly structured means of doing so.

The educational concepts (in multidimensional
space) are interrelated such that they do not move
independently of one another/?%ee discussion of
cognitive processes, Section 2.2.). To attempt to
effect a change in attitudes toward education,‘or inﬁa
specific example, toward the Tribal School, involves an
"estimation of the probable effect on other associated
ideas, and the likelihood of any significant change
being effected at all, given the strength of beliefs;
The message component of the survey offers a prediction,

given optimal conditions, of the best combination of

concepts (=message) that might move or be moved in order
to achieve a certain goal, and what the probablé effects
might be (how much closer the Tribal School can be moved
toward YourselfL

Table III lists the potential messages for four
different goals: the Oneida Tribal School, the
Headstart Program, the G.E.D. Program, and Education
generally. The messages should not be considered simply
as advertising aimed "at" the Oneida community. The
original source of these messages is the Oneidas, as
respondents to the survey. The messages are the
Oneidas' communication to the educational planners

concerning the direction toward which they might move.
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In the taSle; oniy those messages with a percent value
of 20% 6: less (with minor exceptioné) are included.
The percent column indicates the "percent of distance
remaining," given'thab the persuasive message'isa
sucdessful. So, for example, Eggporiginal distance of
89 between the Tribal School and Yourself may
potentially be reduced to a 9.6, if message 1 were
utilized (computed 10.8% of 89). A meésage with a
percent-value of 0.0 would be a "perfect" message: no
distance remaining between the twogeoncepts. A message
with a value of 99.9% would not affect the relationship
between the two concepts, in all probability.

The best message in Table IIi(A) for the Oneida
Tribal School is one that includes or brings together
four ideas: Oneida - White people - Life experience -
- Good. To emphasize the participation of Oneidas and
Whites in the Tribal School, and the presence of
programs that teach or encourage 1ifé experiences, makes
the Tribal School a good place to send Oneida children
to school. The optimal consequence in elaborating on
these aspects of the Tribal School would be to reduce
the distance currently perceived between the School and
the self to all but 10.8%. To calculate each remaining
distance for each of the messages, one need only
multiply the percent given, by the current distance
beﬁween the two concepts.

For the Tribal School, messages 2 through 9 were
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increasingly less effective, but still very good

m_essages. In the Table, all but a couple of the percent
values are under 20. This means that nearly all of the
listed messages have the probability of moving toward
goals in education by at least 80%. The .concepts might
be considered "key words" or ideas that might encourage
involvement in the p%ogram (and they are already key

words in the conceptual domain of education for

V,OhETdhs), and would indicate that the school may be

reflecting Oneidas' interests and concerns as they have

outlined them for the survey. A comprehensive planning
strategy will include a consideration of the best
channels by which to communicate information about the
school to the community. There is, of course, no
peréuasive message that can move people in their

attitudes or beliefs if corresponding changes in the

- educational programs are not apparent to them. The

, meséage component of the Galileo technique operates as a

part of any planning strateqy, for the purpose of

changing or communicating goals, and can provide an

 efficient and precise way of mapping and observing these

chénges.

For the Oneida Headstart program, the best message
is one that includes its relationship to the Tribal
School énd the Tribe, and the teaching of Oneida

cultural heritage to the children, as well as learning

"about life. The percent remaining is 9.9, which
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potentially moves Headstart toward the self from 51 to
Sﬁl48 units, The G,E.D. program as a goal in education
pgoducesa higher number of probable messages,
iilustraﬁing the potential for a great deal of change in
the perceptions of this program. The greater distance
of G.E.D. from Ehe other educatiomdl programs and from
the self may be seen partially as a function of the lack
of,informatfon concerning the program, rather than
negative attitude (Robertson field notes 1981, Ad Hoc

Education Committee). The most effective message with

percent value of 8.3 (to potentially move the G.E.D.

program over 91% toward the goal) is one that includes

Headstart, Indian, Education, and Jobs. A tentative

example might be, "Oneida G.E.D., like'Héadstart,is an
edﬁcapional‘pgogram for Indians and will train them for
jobs." :

The concept of Education, and involvement in

education by Oneidas, might potentially be moved toward

" the self (by over 91%) when its relationship to the

concepts in message 1 (Table III (D)) is elucidated:

Tribal School, the Headstart, Jobs, and the Tribe.
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7. SUMMARY AND CONCLUSIONS

The Qneida educational planning survey has been
designed to record as accuraggéy as possible the
perceptions of the Oneidas of their educational and
related community concerns. The coordinated efforts of
the tribal education staff, the Oneida community, and
the field researcher made it possible to produce the
Galileo report on tribal education. Practical benefits
of the social data ére (1) to give information on
attitudes and beliefs about education (describing that
conceptual "domain"), and on the best direction in which
tribal education programs should move (messages in Table
I11), and’(2) to provide a technical gnd‘descriptive
report with which educational staff could shape requests
and proposals to governmental agencies.

As an applied anthropological monograph on
"education as well, the Oneida study offers first an
oppog}unity to understand the importance of cultural
beliefs in motivations toward education, with the
experiences of the Oneidas as a guide. Secondly, it
investigates the usefulness of the Galileo methodology =
the metric multidimensional scaling instrument - in
representing cultural processes. Tyler (1976: 186)
states that the cognitive anthropological approach

requires a rethinking of the "culture concept, the
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comparative method, and ethnography." It is possible,
in hisrview, to discern the logiéal principles
under lying "mental phenomena" by using formal methods of
analysis, "similar to those of mathematics and logic"
(Tyler 1976: 187).

—

In general, ethnographic field methods involving
,participatioh and observation in the community or social
group can combine more formal modes of analysis, such as
.fhe Oneida éducational planning project, to form a
qualitative-quantitave "mix" of field methods (such as
 the ecléctic approach espoused by Pelto and Pelto 1974).
While the Galileo instrument is a quantitative research
tool of high precision, each phase of the project relied
on the qualitative evaluation of community needs, i.e.,
insights/derived from day-to-day interactions. The
initial phase of designing and administering the
preliminary open-ended interviews is a process of
éxchanging information and eliciting qualitative
judgements from individuals interviewed.

A study conducted in Oneida a few months following
the planning survey centered on an evaluation of the
‘Johnéon-O'Malley Indian education programs(federally
funded tribally run), and Title IV (federally funded,
run by school districts). This needs assessment
(Robertson 1982) made use of a blend of dichotomous-
choice séales and open-ended gquestions in a roughly

twenty-five minute interview schedule. Since the
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purpose of the interviewing was to acquire approval, or
discover diéépgxoval, of certain Indian education
prgérame a “yes-no" format was required. The
qualitative data were complementarily designed to
idéntify and rank (using frequency count and clustéring
techniques) the concerns about égizational programs and
opportunities by Oneida parents, Oneida stud;nts, public
lschool teachers and administrators.

While the Galileo MMDS method is presented here as
a useful in modeling human behavior, community research
.will inevitably involve that "eclectic" approach. It is
Vthis flexibility in research design along with a strong
fcommitment to facilitation of community goals that gives
applied anthropological work a future in social science
research./

Galileo theory and method emphasizes the individual
‘actor (the self) as the focus of attention, as well as
the importance of symbolic communication with others in
establishing or defining experiences. This perspective
allows us to identify cultural aggregates and their
unique frames of reference. These reference frames,
roughly-equivalent to "cultural subsystems"” in the
anthropological literature, are an essential element in
understanding cultural process and ethnic identities.
Cross-cultural research is a natural source of

comparative data for the communication science

methodology proposed here. It is possible to discover
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emic "¢atégofies" and discuss them as conceptual domains
with a precise representation of the conqépts, ideas, or
perceptions that are meaningful to the social group.

The_educational experiencesrof the Oneidas placé
éducation and tribal identity c%gég to the self. But
the grgét distance seen between Oneidas and public
Schools%and White people attests to the facts of their
distinct educational history, and thg problems of
prejudice and separateness that studentsvsometimeswface
in thewséhoql environment. |

The capacity to identify and analyze process has
been most elusive in the social sciences, including
anthrqéology. The Galileo study has a high potential
for longitudinal attitude research. That is, over time,
changes @ay be noted in the conceptuai "distances"
Vbetweeﬁ the various ;ducational perceptions - by
conducting additional educational surveys in the
community. In planning educational programs, it is
dseful~to map the per;eptions of the Oneida community at
different points in time, especially as new programs are
initiatéa, or others changed. It is also possible to
inve;tigate further the reference frames of the
educational personnel in the four school districts
surrounding the Oneida reservation, or members of the
adjacent White community, to understand more effectively
where viewpoints may differ, and by difect comparison

(on the Galileo scaling i-nstrument) what the most
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important similarities'an%(iifferences in educational
 goa1s are.

: ‘A fundamental'goal in the fesearch has been to
'assist in,imp{gving the quality of education for
 Oneidas. TheﬁOneidé communigztgs a'disﬁinct cultural
~and social unit defines meaningful experiences for its
ﬁembers’and their‘children. An essential fpnction in
the Galileo methodology to shed 1ight‘on the nature of

these beliefs and goals, by means of a cognitive model

" of cultural processes.
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ONEIDA EDUCATIONAL PLANNING SURVEY:
TABLES, APPENDICES AND MAPS
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TABLE I. TABLE OF MEANS (MEANS MATRIX)*

Pairs of Concepts: 01 02 03 04 05 06 07 08 a9 10 11 12 13 14 15
01 Tribal School - - - - - - - - - - - - - -
02 Headslart 61 - - - - - - - - - - - - -
03 G.E.b. 127 245 - - - - - Vo= - - - - - -
04 Oneida 45 36 60 - - - - - - - - - - -
05 Indian 39 25 60 26 - - - - - - - - - -
06 White people 167 86 80 146 211 - - - - - - - -~ -
07 Public school 112 , 170 101 82 137 24 - - - - - - - -
08 Education 46 23 33 40 73 55 60 - - - - - - -
09 Jobs 89 88 50 88 151 33 77 61 - - - - - -
10 Cultural heritage 56 26 157 58 59 130 144 64 243 - - - - -
11 Life experience S0 40 111 36 50 a8 9 ag 52 44 - - - -
12 Puarents 77 35 99 35 31 102 76 46 59 34 28 - - -
13 Children 37 10 126 29 24 76 70 51 125 32 37 30 - -
14 Tribe 82 46 63 30 34 228 143 38 219 51 165 66 65 -
15 Good 38 18 54 27 30 97 75 25 55 19 50 28 23 48
16 Yourself 89 52 120 25 19 89 234 35 77 40 23 38 29 50

$ The senns malrix reports the distances perceived between the concepts, averaging all answers of the

respondents (n = 45). The Oneidus measured the distance between 120 unique pairs of concepts. Grand mean is 71.
3  The two concepts with the moximum distance (the most differeul)
$4% The two concepls with the miniwum distance (the most similar) . (




TABLE II. COMPARISON OF ATTITUDES
TOWARD SCHOOL PROGRAMS¥

Public - ~ -Tribal

Yourself School School Headstart G.E.D.
Tribal School 112 - 61 127
Headstart 52 : 70 61 - 245 xx
_ G.E.D. 120 101 127 245 xx -
- Omeida : 25 82 45 36 60
Indien ’ 19 137 39 25 60
White people 89 24 167 86 - 80
Public school 234 - 112 70 101
Bducation 35 60 46 23 33
Jobs - ™ Yl 88 50
Cultural heritage 40 144 56 26 157
Life experience 23 79 S0 40 111
Parents 38 76 77 35 99
Children 29 70 37 10 *=xx 126
Tribe 50 143 82§, 46 63
Good = 27 75 38 18 54
Yourself - 234 89 52 120

%  Values are selected from Table I (means matrix). To read: a value that is |
smaller indicates that the Oneidas place the two concepts closer conceptually
" (more similar); a value that is larger indicates that they are considered
further apart (more different).
% The two concepts with the maximum distance (most different).
xxx The two concepts with the minimum distance (most similar).
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A.

TABLE III. POTENTIAL MESSAGES TO MOVE
- TOWARD GOALS IN EDUCATION
Goal: ONEIDA TRIBAL SCHOOL
Start: Tribal School
Target: Yourself
Distance: 89 - )

1 Oneida -~ White people - Life experience — Good

2 Oneida - White people ~ Life experience - Education
3 Headstart — G.E.D. - White people

4 Headstart - G.E.D. - White people - Oneidn

5 Oneida -~ White people - Parents ~ Children

6 Oneida. - White people —~ Life experiemce

B.

-t
OWOVNNEWN s

b
LN

7 Oneida - White people - Life experience — Parents
8 Oneida - White people ~ Education - Parents
9 Oneida - White people - Education - Good

Goal: ONEIDA HEADSTART
Start: HBeadstart
Target: Yourself

Distance: 52

1 Oneida Tribal School ~ Cultural heritege - Life
experience — Tribe

2 Oneida Tribal School - Education - Jobs — Tribe

3 Oneida Tribal School — Opeids - mwu.

Goal: ONEIDA G.E.D.

Start:  G.E.D. Progrem
Target: Yourself
~ Distance: 120

Headstart — Indian - Education - Jobs

Indian - Cultural heritage - Life experience - Children
Oneida - Cultural heritage - Life experience

Oneida ~ Indian - Cultural heritage — Children
Beadstart — Indian — Jobs - Good

Headstart — Oneida - BEducation — Life experience
Opeida - Cultural heritage — Life experiem& - Children
Oneida - Cultural heritage

Indian - Cultural heritage - Life experience - Parents
Life experience — Children

Headstart - Indian - Jobs - Parents

Headstart — Education - Life experience - Good
Education - Cultural heritage — Children
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Percentx

10.8
11.6
13.2
13.7
13.8 .
17.1
18.6
19.4
19.8




TABLX III. POTENTIAL MESSAGES TO MOVE
-TOWARD GOALS IN EDUCATION -
Percentx

14 Indian - cultural heritage — Children 16.2
‘16 Bducation -~ Cultural heritage 16.8
16 Cultural heritage — Life experience — Good 17.4
17 Oneide ~ Cultural heritage - Life experience — Parents 17.7
18 headstart — Oneida — Jobs ~ Children - 17.7

- 19 Oneida - Life experience - Parents ~ Children 17.7
20 Oneida - Cultural heritage ~ Children: ) 17.7
2] Hemdstart - Oneida ~ White people — Good 17.7
22 Opeida Tribal School — White people -~ Cultural hentage 17.9 .
23 Headstart ~ Oneids - White people — Parents 18.1
24 vhite people - Cultural heritage - Parents : 18.1
25 Beadstart ~ Bducation - lLife experience - Parents 18.3
26 Oneida - Cultural heritage - Good 18.8
27 vhite people - Cultural heritage 18.8
28 Cultural heritage ~ Life experience - Childremn 18.9
29 Oneida - Children 18.9 s
30 Indien - Cultural heritage - Childrem - Tribe 19.1
31 Indiem ~ Cultural heritage — Parents 18.2
32 Headstart — Oneida — Indiem — Life experience 19.6

- 33 Oneida - Cultural heritage — Children -~ Good - 19.2 -
34 Headstart — Indien ~ Life experience - Good 19.7
‘35 Indian — Cultural heritage — Parents - Children 19.8
36 Indian - Cultural heritage - Parents - Good 19.9

D. Goal: EDUCATION

Start: Education
\/Iarge H Yourself
. - Distemce: 35

1 Oneida Tribal School ~ Headstart — Jobs — Tribe 8.1

2 Oneida Tribal School - Headstart - G.E.D. - Life 6
experience

3 Oneida Tribal School - Cultnral heritage — Life 14.9 °

- experience

4 Oneida - White people - I.ife experience — Good 27.6

5 Oneide — White people -~ Children - Good 28.9

%Percent column identifies the percent distance remaining
between the goal and the self-concept, given the persussive
message would be successful. E.g., the original distance
of 88 between the Tribal School and the Self would potentially
be reduced to a 9.6, if Message 1 is utilized.
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TABLR III. POYENTIAL MESSAGES TO MOVE
£ : : TOWARD GOALS IN EDUCATION ~ :
: : Percentx

14 Indian - cultural heritage - Children 16.2
156 Bducation ~ Cultural heritsge 16.3
16 Cultural heritage -~ Life experience - Good 17.4
17 Oneida - Cultural heritage ~ Life experience - Parents 17.7
18 hesdstart — Oneida — Jobs - Children —_O 17.7
19 Oneida - Life experience - Parents -~ Children 17.7
20 Oneida -~ Cultural heritage — Children: - 17.7
21 ﬂeadstart Oneida ~ White people — Good 17.7
22 Oneida Tribal School -~ White people — Cultural hentege 17.9.
23 Heedstert ~ Oneida — White people - Parents 18.1
- 24 ¥White people - Cultural heritage - Parents : 18.1
. 25 Beadstart ~ Education - Life experience - Parents 18.3
26 Opeida - Cultural heritage - Good 18.8
27 White people - Cultural heritage 18.8
28 Cultural heritage — Life experience - Children 18.9
29 Oneida - Children 18.9
30 Indian - Cultural heritage - Childrem - Tribe 18.1
31 Indien ~ Cultural beritage — Parents 19.2
32 Beadstart ~ Oneida ~ Indien - Life experience : 19.6
33 Oneida ~ Cultural heritage — Children -~ Good - 19.2
34 Headstart - Indisn -~ Life experience ~ Good 19.7
35 Indian - Cultural heritage - Parents — Children 19.8
36 Indien - Cultural heritage — Parents - Good 19.9
D. Goal: EDUCATION
Start: Bducation
\/—T et: Yourself
— ] Distance: 35
1 Oneida Tribal School ~ Headstart - Jobs - Tribe 8.1
2 Oneida Tribal School — Heedstart — G.E.D. - Life 6
experience -
3 Oneida Tribal School - Cultural heritage — Life 14.8 °
experience
4 Oneida - White people - I.ife experience - Good 27.8

5 Oneida — White people — Children -~ Good 28.9

*Percent column identifies the percent distance remaining
between the goal and the self-concept, given the persussive
message would be successful. E.g., the original distance
of 89 between the Tribal School and the Self would potentially
be reduced to a 9.6, if Message 1 is utilized.
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APPENDIX A: DEMOGRAPHIC INFORMATION
PHASE 1 AND 2 INTERVIEWS

1. SEX Male

Female
No Answer

2. AGR Range:

18 - 20
21 - 30
31 - 40
41 - 50
51 - 60
81 - 70
71 - 80
No Answer

3. OCCUPATIONS

Homemaker

Laborer

Service Worker
Operative/Machine Operator
Craftamen & Foremen

Retail Sales & Office Work
Manager/Self-Employed
Business Bxec./Professional
Student

Retired

Unemployed

No Answer

YEARS HESIDENCE IN ONEIDA

Range (YRS in Oneida/AGR=X)
Average ¥ of Life in Omeida

0 - 102
11 - 25%
26 — 50%
51 - 75x
76 - UPx
No Answer
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APPENDIX A: DEMOGRAPHIC INFORMATION

. PHASE 1 AND 2 INTERVIEWS

5.

6.

PHASE 1

PHASE 2 TOTAL
p——
MARTTAL STATUS
Married 15 23 38
Single. 5 14 19
Widowed 2 2 4
Divorced/Separated 1 6 7
No Answer 1 1] 1
NUMBER OF CHILDHEN
Range 0-14 0-14 - 14
Average (WITH Children Only) 4.3
Average (W/WO Children) 4.3 3.1 3.5
No Answer 1 1 2
RELIGIOUS AFFILIATION
Assewbly of God 1 0 1
Church of Christ 1 1 2
Episcopalian 6 9 15
First Congregational 0 1 1
Longhouse 0 3 3
Lutheran 2 0 2
Methodist 5 9 14
Mormon 1 1 2
Other Protestant 0 1 1
Roman Catholic 1 1 2
None 5 14 19
No Answer 2 7 9
NIMBER OF ONBIDA SPRAKERS IN FAMILY
Range 0 - 6+ 0-10 - 10
- No Speskers 8 11 19
1 - 2 Spesakers 9 17 26
3 - 5 Speakers 4 6 10
6 or more Speakers 2 2 4
No Answer 1 6 7
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APPENDIX A: DEMOGRAPHIC INFORMATION
PHASE 1 AND 2 INTERVIEWS

PHASE 1 -~"PHBASE 2 TOTAL
(8.) SPEBAKERS:
Self 5 10 15
Parents 5 15 20
Siblings 4 4 8
Aunts-Uncles 7 1 8
Cousins 0 1 1
Spouse 4 2 6
Children 9 6 15
Grandparents 6 6 12

9. RESPONDENTS’ EDUCATIONAL EXPERIENCE

HIGHEST EDUCATIONAL LEVEL:

Range 6th-DOC 8th—DOC 8th-DOC
Less than High School 4 11 15
G.E.D. . 3 2 5
High School 6 10 16
Less than 2 Yrs College 2 6 8
2 Years College 4 7 11
2+ Years College 2 8 10
Bachelors’ Degree 1 1 2
Masters Degree 0 )] 0
Doctoral Degree 1 1 2
No Answer 1 0 1
NIMBER SCHOOLS ATTENDED:
: (PRIOR TO H.S. GRADUATION)
: Range 1-7 1-10 1-10
Average 3 3 3
Lapses in Attendance 6 6 12
No Answer 1 15 16
-10. RESPONDENTS’ CHILDREN'’S SCHOOLS
~ Oneida Tribal School 5 8 13
‘Oneida Headstart 5 4 9
Oneida G.E.D. Program 0 1 1
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APPENDIX A:

PHASE 1 AND 2 INTERVIEWS

DEMOGRAPHIC INFOBMATION

(10.) Seymour
Puleski

West DePere
Freedom
Green Bay

Out-0f-Town/State
College

None

No Answer

PHASE 1 ~ —PHASE 2

TOTAL
7 9 - 16
1 1 -
1 14 15 -
1 5 6
7 5 12
6 17 23
0 16 16
0 11 11
1 4 5
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APPENDIX B. SAMPLE - PRELIMINARY INTERVIEW
PHASE 1

1.
2.

4.

¥What does being Oneida mean to you?

Why do you live in Oneida (the Oneida ares)
(or, Why would you)?

What would you like to see changed sbout the commmity?

...What is good about the commmity?
What part does education p}ay in the commmity?

What is the best way to educate your child(ren)?

What is the role of the Tribal School in the commamity?

Tell me what you think sbout each of these:
.. .Headstart
...G.ET.,D. Progrn

Démographic Questions

Sex

Age

Occupation (kind of work)

Educational experience: :

a) highest educational level attained

b) location(s) of schools

c¢) lapses in attendance

Years lived ir Oneida (area)

(Note number of years in prior and later residence,
where appropriate)

Marital status

Number of children

Location of children’s school(s)

Religious affiliation

Are there Oneida language speakers in your family?
...Who are they (their relationship to you)?
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APPENDIX C: SAMPLE — GALILEO QUESTIONNAIRE
L PHASE 2
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Tnstructions

Dlease estimate how di“fterent or ™“ar apar<t™ ecach of the tollowing
worcs br phrases s from each o€ T™he others. The more difterent,
or ‘urther apart they seem to be, the larger the numoer vou should
write. "0 help vou Ynow wha? size number to write, remempmr

AN AVEDAGE CISTANCE TS 100.
-4

=% two words or phrases are pno* di‘ferene at al nlease write
zero (™. 1% you have no idea, fust leave the ace Slank.
Thank wouy very much for yod;t;%Ln.
Dup licate 1=5 %
Carz 001 T=2 Demember, AN AVERARE DISTANCE 25 170.

Ol =mececer e cec e ——————— - . —————
01C2 09-17 TrRIZAL SCHOOCL and HEADSTART ———
0103 13<28 TWISAL SCHOOL _ and GED —
01C4 TT-35 TroIBAL SCHOOL and DONEIDA e

. 3105 I6=44 TRISAL SCHOOL and INDIAN -
0106 45-33 TPIRAL SCHOOL and WHITE PEOPLE
2107 5462 TRIBAL SCHOOL and PUBLIT SCHOOL ———
SIC< 83-T77  ToIMAL SCHOOL. and ESDUCATION . ———
010% 72-827 TRIRAL SCHOOL anag JOBS ——
puo licate 1% .
Sard 322 7T-2 Remember, AN AVEIRAGE DISTAMCE IS 1CTC.

COLO - ——— —— o — T S e S s s i W Sy
110 02%=17 TRITAL cCHDOL and CSULTURAL HSRIT:GEZ -
0111. 18=26 TRIBAL SCHOOL and LIFE EXPEZRIENCE —
0112 27-35 TRISAL SCHOOL and PAPEINTS e
0113 3So=44  TRIPAL SCHDOL and CHILDREN —
D114 45-52° TRI%AL SCTHOOL and TRIBE ——
01795 5&-62 TRIZAL SCHOOL and Go0OC ——
116 63=-71 TRIBAL SCHOOL and YQOURSELF -
3203 72-30 HEZADSTART and GE&?

S . C—— —— ——— — - ———— —-———

Suplicate 1-% }
card 003 7-~% vemember, AN AYERAGE DISTANCE IS 100.

. TN e =mme———————— ——— e e e e o e s e

5204 Q05-iT  HEADSTAD and ONEIDA ——
0205 1E8-26 HEADSTART and INDIAN —_—_
3206 27 =I5° HEADSTAPT ang WHITE PEooL: ———
G207 36-44 HEADSTAPT and PURLIC SCHCOL ——
0208 45-33 HEADSTART and EDUCATION

G209 54-62 HEADSTART and Jo®us

0210 63-71 HEAPSTART and CULTURAL HERITASE —
0211 T2-80 HEIAISTAPT and LIFE EXYPTRIENCS

Duplicate 7 =4
Care 204 T =8 Rememper, AN AVERAGE DISTANCE I5 122

C':L‘ - ——— e cam— —ma

0212 39=17 HEALSTART and PAFENTS e
0213 12-26 HEADSTART anc CTHILCREN ——_———
C214 27-=32S5 HEADSTART anag TARTI®E R
0275 3Jo0-ewd MTADSTART anc  GCCO S
£216 4L5-53 HETARSTAFT anc  YOURSEILF ——
£334- 54-62 &ED ang ONEIDA
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23nf 43~ GED ar7  INDIAN
2306 72-3C 62D and WHITE PEQOPLE o
puplicate 1=%5
Card 27 T~% femerper, AN AVERARE DISTAMCE IS 170,
?4 - C "L. D EDED SHAR G S YR P YD W D G A D W - S S W 0 S D G e S— --;-..---.--c
£035T 09«17 §Tp ana  PURLIC sCHOOL- ——
S 230~ 18-24 GED and EDMCATION ——
nI0¢ 27-15 GED and J0°S —_
310 ZTo=&é 53D ang CULTURAL HERITAGE
0211 435332 _g=o —ape LIFE EXPERIEZNCE ——
232 54-62 GED and PAPENTS ——
031 43-7T1 G%D and CHTLDREN
G314 T2=-8C G=p and TRIBE ——
puplicate 1=£ :
Carcg J06 7-2 Pemember, AN AVERAGE DISTANCE IS 100.
CRL, - -— —— —— ——
0315 23917 GED and 300D ————
CI14 18-24 GTD and YOURSgzLF ——
0405 27-35 OHETDR and INDIAN ————
D4D6 36=4L OQMEZIDA and WHTITE PEOPLE ——
0407 45-35T QNEIDA and PUBLIC SCHOOL ——
60T 54«82 ONEIDA and EQUCATION —_—
2405 43-71 ONIZDA and 108S e
3410 T2-2C ONEIDA and CULTURAL HERITAGS ——

" nuplicate T4 .
Card 007 “ =2 Remember, AN AVERAGE DISTAMCE IS 1C0.

LOle =emccecm e cm—ece—- e e- ——— et m——————— e e e e = e ———
0491 09=57 ONEIDA and LISE EXPERTIENCE e
f0at2 182<=24 OMEIDA and PAPENTS

G132 27-35 ONEIDA and- CHILDREN !
D414 ThelLL ONEZIDA and TRIEBE

D815 &5-37 ONEIDA and GOOD . e
0416 54=42 " ONEIDA and YOURSELF ——
0506 £3-71 INDTIAN ] and WHITE PEQPLE e
0507 T2-80 INDIAN ’ and PUPLIC SCHOOL

suplicate 16
Card $08 T-3% 2emembper, AN AVIRAGE L ISTANCE IS 100,

:?Lo D R S S - — ~ .-—--.———-———-----—-—-—-—-———-———--
508 09-1T I™MDTIAN and EDUCATION ———
2509 18-26 INDIAN and JO@©S —
0310 27=3I5 INDIAN anc CULTURAL MERITAGE A
G311 36=«d INDTAN and LIFE EXPIRTIENCZ —
£512 45=-5T INDIAN ana PARENTS ——
£5%3 Se=62 TINDIAN and CHTILDREN —_———
C5%4 &I~77 INDIAN and' TRISE -
2515 T2-3C INDIAN and 600D _

nuyp licate 71-%
Cars 209 T =R 2ememder, AN AVERAGEZ DISTANMNCE IS 102.

I e ——— ————————— e e e e
03146 29-1" INLDIAN an<d  YQURSELF —
neQT 18-24  WHMITE PEQPLE anc PUPLIC STHOCOL —_—
NeC 2 27-3IS WHITE 2£0PLE ard ZTDUTATION
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DELT To-ed
081 &5-87
08671 TL=6?
0612 £1-7T1
0813 Tlezr

putlicate =4

Card 290 ~=*
C.
08146 Q¢=17
gecl1s 1z=2¢&
Dole 27-3°
3708 Te=al
G70%  &5-57
0710 Ca=62
0711 43-71
712 72-89

puplicate 1=%

tard 011 -2
COLe.
G713 03-17
0714 1824
n?1s 27 =3¢
271 6 : 6;'0.‘
329 45=-327
0810 Sa&=43Z
£9%1 4371
pg12 TZ-82
DuDL{cate T =k
card 12 T2

crL.
0811 129-17
0814 1g5-25
0215 27.-I%
0816 Is-ui
0910 65-53

0911 fa-o2
ge12 42-71
913 72-8C

pup licate -5
Card 273 -2

~y

.
0e14  39-17
0915 tg=-2¢
916 7 -I5
1091 TL-dl
1012 L3587
1913 4 =42
107 £3=-7%
1015 7“i-5C
puplicace 7«3
Carc Jle T=%
CO .

- e e e e - -

ENUTATION
EDUCATION

CEDUTATION

EDUCATICN
JOBT
JOES
JOET
JOABS

and
and
and
and
and
anc
and
and

CHILDREN
TRIBE
600D
YOURSELF

CULTURAL HERIT2GE

LIFE SYPERTIENCE
PAREMNTS
CHILDREN

dMI=: pEooL T an2 Joe°s

WYITE pEQOLE ana CULTURAL HERTTAGES -

WHITZ PEOPLE and LIFE EYPTRTINCT —

4MITE PZOOLE and P©BAPENT® e

WHMITE PEDOLE anc CHILOREN ——
emember, AM AVERAGEI DISTANCE T3 17C,

‘WMITE PEABLE and TRTSE

WHITE PSOPLE “ahd 300D —

WHITE PEQOLES and YO!"RSELF -

PUBLIC STHOCZL anc TCUCATION e

PUBLIC SCHOOL and Jo0°©s —

PUBLIC SCHIOL and CULTURAL HERITAGE -

PUBLIC SCHOOL and LIFE SXPERTIENCE e

PUBLIC SCHOOL and PAPENTS e
Remember, AN AVERAGE DISTAMCE I3 1730.

PUBLIC SCHOOL ancd CHTILDREN -

PUBLIC SCHOOL and TRI3S —

PUBLIC SCHOOL and GOND ——

PHSLIC SCHOOL anc® YOQURCELF

ZDUCATION and JOPS —

EDUZATION and CULTURAL HSRITAGE —

SOLCATION amd LIFE EXPERIENCE

EDUCATION and ARENTS ) L
Cemember, AN AVERATE DISTANCE IS 170,

Remember,

AN AVERAGEZI DISTANCE IS 12C.

TRISE
GCTD
YOURSELF
LIFE EXPERIEZNCT
CHILDPEN

TRIBE

SCTOh

JOBS ano
Jnas and
JOEBS ang
CULTURAL MERITASE and
SULTURAL MYECITAGE ard
CULTURAL HEFITARE and
CULTUPAL MEFRITAGE and
CULTUFRAL MERITACE and
Pememper, IN AVERAZE DISTANC
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Fhmseprin

101¢ 7%=17 LULTUFAL WEERITaR: and YQURSELF ——
412 “<.e2& LIFET EXPEFLENCE ang PAPENTS ——
41913 2T-I% LIFE EXPISIENMTE and CHILDAZN N
1119« Ioeit LIF® EXPERIENCE ar¢ TRIBE ———
1113 &3-37 LIFE EMOERIENCE and GaCoO o
111¢ Se=tl LIFE SATEAIENCE and YO'RTELF e
12192 4AT<TT  PARENTS ana CHILOREN e
1214 T2-g" PARENTS ane TRIBE R
nup Licate =4 -
Card 215 T-2 Pememoer, AN AVERAGEZ DISTAFCE IT 17C.

C"L! - - e —— — - . G AP WP R G SRR G S A -
12195 260=17 PAEINTS and Geond ———
1216 18=24 PARENTS and YOURSELF e
1316 2737 <CHILDFEX an¢ TRIBE ———
1315 34=ih CHILDFEN ana 600D R
1716 &45-57 CHILDFEN . amd VYOURSELF e
1415 S4=-62 T@oIBE and GOCO

1418 A3=T1 TPIRE
1516 7T2-8C G&QO0D

pun licate * =%

card 217 T=3

PLEASE CHECX THE SCHOOLS /PRQ
DR OANYIRE IN YOUR HJUSEHOLD

oneida gducation Ofc
“JITPA (TETAY

TeZfels

nNneida meadstart
Cneifa Language Progs
Onejda Trihal School

YOUR SCHOQL 2ISTRICT?
{1) Freegom
(2) =ulaski
(Z) Seymour

- ——— e e g

and YOURSELF
and YOURSELF

mRAMS BELOW IN WHICH YOU
ARE NOW INVOLVED:

public Schools:

—— Freecomn
—- Pulaski
Seymour

, W."ePere
Green € ay

(L) Seymour
(S Sreen %ay

ADMINISTPATCR: PLEASE CIRCL

TO RESPONDENT: 174 like O
apout vourse
statistical

I W S T - A - WV — S

T KPPROPRIATT NUMSER FOR ANSWER

ask you several auestions
1f, which we use for

pursoses. .s tnat alrighz?

ot

P SEX () male

{2) MUMETEIP LIVING IN

(2) Female

HOUSEH"LT?

(") one (5) 7 %0 1°
(2) twe (£) pver 17
(7)) DNA

() three
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td
2

43

D]

1€-P]

MIMZES AF SIHNQL=AGZ ZTHILD
in ore=gchool

i~ Yetnrough=?

in frages 3 =1¢
N

]
"
Zz
3o
[
=3
»
t
n
3

b T )

(S I I3

AGE MEMaEOS QF HOUS EHCOL™

(7) AlL Oneidas R

(2) Oreida ® non=Inrian

() Cneida ®* other Indian: —

(L) Ormeida, non-Indian % otrer Incdianc

=) prn

HOUSEMOLD GPOUP INCLUDES (CHECK ONES THAT APPLY, IN
THZIR RELATIONSHIP TO YCU):

Great=grangoares rts v Coustns

__ Grandparents — Zhildren

—_ Parents ——w MNieces/Nephews

o hunrs/yncles eewe Frandchilaren

—_ Sisters/Brothers ——_ Grandnieces/nechewus
Cther:

pp—— o T . —— ——— —————— ——— ——— - -

HAT I35 YOUR ™ARZITAL STATUS?
(1) marriec

2) Livina as a couplke

C) wioowea - -

(%) diverced/separated

(5) never amarried

(%) o4&

WHAT IS TUE MIGHZIST GRADE YNU COMPLETEID IN SCHOCL?

(1) below H.S. : (%) Masters
(Z) HeleG™a"/GED (A) Phube
() som= cla/tech sch (3) puA

() Pachelors

what s the highest grade your FATHER conpleted
in sTchool?

wha+ is the highest grade you~s ™UCTHER comcoleted
in school?

YOU® YEAR OF SIRTH? (4L digi<s)

DO T WOk

(") Fuil=*ime () cevired
(2) Pare=vime (5) nisacled
(T) wor¥ in rone (7) Tzuaen<

(i) Unemp loved/taid p**% () nNid

TYRI nfF WORK YQU D0 (3R DID Of) - _
(*) _scorer () llerical/Perail’/Sales
2) Lervice wor¥/Transpor?® (¥) "anager/Jdwn Business

(") irac~ine crerator (7)Y Professnl/Technical/Sus.Ixec.

170



(7

(9
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11

~ o~

(&) f2rm
RESI0INTE
e mARNY
INCLUpS
) 1 to
Y &t
)y 7 to
8y voU LI

IS “YOUR LEeND/PROPERTY:

1) triha
(2) dinmciv
(Z) fee-o
WHAT

(1) zoisc
(2) matho
() Lucthe
(L) Reman
WHAT I3

vorker

vE

¢y aN

(9) ane

*he Reservation (6552C

() OFF the keservation

U trust
icual
wned

apalian
dist
ran

’I'.UST

() faxahL&
(5) rental unit

(5) DNA

RELIGSINN DO YOU FOLLOW?

(5) Longhouse
8) Other:

Latholic

YGUR HNUSE

(1) Less than $S50CJ

(2) 55579
<)

THER

~
~N
~
VI QN

"1.4,.4'-«9

£,000

g ONEIDA

s T

WHAT

Sy
reat/Grandparent
a

1

ouplicate 1=% -~

zard

AD¥ IN

c1s

7-3
ISTIATCPR:

ILEASE
vour in

ime of
Length

(92 DNA
HOLD INCAOME (BT FORE TAYES)?
4y £3r-4C,05C
r7Y t4c-5C,20
(3) £30,0G60+
(9) 2t
SOEAKERS TN YCUR FAMILY?

HERE

rant/Aunt/Uncle
ster/Srother/Cousin
ildren/niece/nephew

RELIRN
jrials

THE

Date of Interview in

(5) =

S ATINNSHIP TO YOU?
randchilcren

acres)

{non=-tribal)

6 randniece/nephew

r5) 2

ther:

S f9) INa

FILLSWING

YT %% 50

format

- s e g Sunns

Interyiew in HH™Y format .

0f Tnserview
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APPENDIX D. GALILEO COORDINATES OF 16 CONC‘BPTS IN A METRIC HULT[I)IHBNSIONAL SPACB
NORMAL SOLU’IIOIX (8 REAL DIMENSION&) ‘

Dimensions: - 1 2 - 3 4 5 6 7 8
‘01! Tribal School ' - -26.126 1:846  7.895.  —40.200 6.566  46.412 -2.391 -0.209°
© 02 Headstart -24.485  -99.689 8.234  -38.937  -20.743 -10.060  ,-0.134 ~  -1.463
03/ G.E.D. 41.322  123.085 0.149 33.498 6.183 0.259 0.017 0.164
04 Oneida - -18.190 17.489 3.913  -17.993 9.044 -8.794 . 15.053 -9.443
05 Indian - -64.064 29.446 -3.99  -34.139 36.861 -7.618° ' -3.165 13,790
06 White people 107.634  -40.933  -14.558 64.127 _ -16.423  2.126 0.757 - .. 0.626
07 Public school ¥ 66.690 -9.218  106.361  -4.971 5.081 -4.804 0.485 -0.008
08 Education - - 9.858  12.830 5.784 - 6.496  -46.113 6.891 -0.759 -2.336
09 Joba 113.969 12,672  -37.710  -62.320 -6.555 -0.533  -0.828 0.112
10/ Cultural heritage  -81.040  -38.070 13.112  -67.467 15.043 9.934 -3.546 -4.050
11 Life experience 28.215  -30.732  -21.024 10.476 57.390 -3.607 0.975 -2.916
‘ 12 Parents . -L.749 -4.451 -.910 ~3.396 6.057  -26.871  -10.601 . - 0.125
e 13 Children -13.693  -22.455 ' 8.629 12.965 4.134  6.447 " 10.803 13.601
N 14 Tribe - ~102.285 43.835 27.992 -2.496  -36.345 .-12.368 1.482 0.757
15 Good ‘ -2.027 8.512 0.662 20.787 . -5.043 5.064  -10.555 -1.582
16 Youraelf -34.129 -4.166  -104.536 10.210 . -14.136  -2.478 - 1.806 .470
X Variance: 37.838 22.595 17.342 12.736 6.467 2.394 6.402 0.227
,»:«L"
2
-
.(Q




MAP I. Conceptual Map' of Oneida Education

gTwo-Dimgnsional,Créss-Seccion)

Tribe
L ]

Indian g
’ Oneida '
Tribal ® JEducation : Jobs
School -8 ‘ :
b4 ~» Good
[ J
Yoursel{ Parencs -~ ®Public School
Children
o tife ,
Cultural .experience ®White people
heritage
: Heédstart
[ ]

a@e e, P T e

source: Galileo plot of normal solu;ion,elst principlé~plane {appendix D has values).

NOTE: 60.43% of variance is accounted for by these first two. dimensions. The re-
" lationships of the concepts are much like a photograph:some values are mis-
represented . because of. the angle of the "picrure,' whith is 8-dimensional.

For accurate distarces between the concepts, refer to Table I.(means mactrix).
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MAP II. VConceu:ual Map of Oneida Zducation

(Dimension 1 and 3 Cross-Section)

Z
Fublic School
:—}\“ . 1
Culctural
heritage Headstarc zd .
. . Oneida ucation
x Tribal School® 4 1 & G.E.D.
j } Parents-"~ o .
| Indiad o Good JFhite people
‘ , | Tribe, Children *Life '
- experience .
; - ov0OUS
®
Yourself
B .
: ) R
Ve

source: Galileo plot of normal selution, dimensions 1,3 (see Apvendix D for values).

- YOTE: 355.18% of variance is accounced for in these two dimensions. ‘The relation-
-  ships of the. concepts are much like a photograph: some distances are aisrep-
L

resented because of the angle of the "picturs,” which is S-dimensional.
For accuratae distances-between the concepcs, refer zo Table I {means matrix).
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