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ABSTRACT

Native American education has gone through many phases from the agsimilat
practices of removing Native children from their homes, family, and cudtutiee way
up to Native Language Immersion schools where the curriculum is taught in bd#hEng
and the Native tongue. Throughout all the educational changes one thing remtaes; Na
American students are dropping out of school at an alarming rate. In order to improve
education for Native students there must be a change in pre-service {gaplaeation.

The problem addressed in this study is that instructors of pre-servicereaekd to
understand the educational histories and experiences of successful echidd&bngse
American students in the K-8 environment in order to learn how to better prepare
undergraduate education majors. This qualitative multiple case stugsefbupon
effective educators of Native American students. The following questintsdythe
inquiry: What is the formal educational (academic) history of successfoatas of
Native American students? What is the informal educational (non-acadestary of
successful educators of Native American students? What experiencas dwthe
classrooms have teachers identified as contributing to their success wélireglhative
American students?

This research included a questionnaire and interviews with 32 teacheragvorki
elementary schools located on reservations in Montana. A combination of whole staff
focus group and individual in-depth interviews took place. The results of theritbaadsc
and coded interviews were grouped under the main themes which emerged out of the
three research questions and a few unique questions asked of the individual interviewees
Out of the four main themes; Effective and Successful Educators of NativéacaAmer
Students, Formal Education, Informal Education, and Classroom experiences, 17
subthemes emerged. The findings resulted in the following recommendations for new
teachers of Native Americans: mentors; real life applications and dufttegration;
community involvement; relationships; high expectations; self reflection. Also
recommendations for Higher Education were presented: new class cretarorgpf
tribal college collaboration; utilize Native Americans as a resourceidachformation
on teaching in low socioeconomic areas; student teaching/internships on aim@serva
My hope is that these recommendations will improve education for Native America
students.
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CHAPTER 1

INTRODUCTION

Overview

The early phases of Native American education in the United Statesdtresse
separation of the student from family, culture, and traditions. Native Aameeiducation
from the late 1800’s up to the Indian Self-Determination period of the 1970’s was based
upon assimilation policies. The White settlers, teachers, and governmeiaioffici
believed that education was the only way to “civilize” these Native people. The
education of Native Americans in the late 1800’s focused upon forced separation through
vocational training in boarding school settings (Bill, 1979; Agbo, 2001). Teachers in
these boarding schools believed that Native culture and tradition was a naghiemce
on the student’s learning abilities (Brown, 1979). Compared to their White coutderpar
educators thought that Native American children could not learn and prosper in school
(Agbo, 2001). Even after the boarding school period ended, school practices which
assume that the experiences of the dominant white culture are the norm continued to
enforce a de facto separation of Native students from their home culturen@reye
2002; Agbo, 2001; Sobol, 1990). Pewewardy (2002) goes one step further in stating that
“most United States federal and state initiatives focused on changingitae Without
allowing for cultural differences” (p. 30).

Researchers in the field of Native American education have noted the ongoing

problem of Native student’s high dropout rates (Faircloth & Tippeconnic, 2010; Powers,
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Potthoff, Bearinger, & Resnick, 2003; Zimmerman, 2004). According to the National
Center for Education Statistics (NCES, 2008) in 2006, the national high school dropout
rate of Native Americans was 15%. Jeffries & Singer (2003) state that when
comparisons to other minorities, Native Americans have the highest dropoudfralle “
U.S. racial and ethnic groups” (p. 41). Educators are looking for the reasons behind, and
ways to address, the problem of high dropout rates of Native American students.

For the state of Montana, these issues are particularly salient. Acctwrding
Montana’s Office of Public Instruction’s (OPI) statistics for the 2005 - 2006d year
Native Americans make up the largest ethnic group in our schools at 11.4% of K-12
enrollment representing 16,715 of 146,788 total students (Enrollment by REO, 2006).
Many of the state’s school districts have over 50% Native American populatomdar
to other national statistics, Montana’s Native American dropout rate statewi
substantial: “On average American Indian students drop out of grades 7 and 8 at a rate
more than 6 times that of white students and out of high school at a rate of more than 2
times that of white students” (Montana Statewide Dropout and Graduate Report, 2008, p.
10).

Montana law makers recognize the historical struggles of Native America
students in conventional educational environments. Montana has come to the national
forefront in Native education due to the passage of House Bill 528 in 1999, commonly
known as “Indian Education for All.” For 38 years, the following wording has been
included in Montana’s Constitution of 1972, Article X, Section 1(2): “The state

recognizes the distinct and unique cultural heritage of American Indians eodnsitted
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in its educational goals to the preservation of their cultural integritght&ha Indians,
2004, p.82). The Indian Education for All bill codified this constitutional statement
the educational policy of the state of Montana. In 2005 Governor Schweitzer and the
Montana State Legislature set aside $4.4 million to fund the law for therfiestrt its
history. Indian Education for All (IEFA) requires every school to exposeuaglénts,
both Native and non-Native, to the unique culture and contributions of Native Americans.
This is accomplished through curricular enhancements integrated into eveot avkge
and across all grade levels.

Culturally sensitive teachers and curriculums are a first step in cluptig
classroom environment to include diversity and reduce stereotypes (Starnes, 2006).
Schools that respect and support their students’ cultures have shown positive gains in
both student achievement and lower dropout rates of Native American studentss(Jeff
& Singer, 2003). Not only do culturally sensitive curricula have an impact upon student
success, but teachers that have been educated to work with diverse populations also have
a strong effect.

The majority of teachers in schools with high native populations are White (Agbo,
2001; Hjelmseth 1972; Garmon, 2005) and unfortunately, many of these teachers have
not had enough training to be able to effectively incorporate Native culturdrin the
classrooms. Researchers agree that teachers must be aware ofithkandtvalue
differences that will affect the educational process (Agbo, 2001; Jeffriesgers2003).

With a background in the cultural similarities and differences of the Nativentinity,
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teachers are better able to create relationships with both the students rapar émes
which will benefit the educational process.

In order for teachers to be more culturally aware, institutions of higheataiuc
need to take an active role in the dissemination of Native American tradifionglues.
Pewewardy’s (2002) research concluded that the “lack of understanding is esgardyg
the fault of the teacher. Many teacher education programs do not provide the kind of
experiences that allow prospective teachers to develop the skills necesdantity and
address the learning styles of American Indian/Alaska Native studpnt4).

Teachers gain knowledge about their practice from many different avenues.
Formal (academic) educational experiences such as their collegei@iueaicher in-
services, and professional development classes inform their practice. dhfoom-
academic) educational experience such as interactions with parents, comenahit
knowledge gained from observations and personal insights also influences the
curriculum. Lastly, teacher’s hands-on experiences and knowledge gained firom the
own classrooms and learning from experience cannot be overlooked. Currentresearc
suggest that in order to decide what institutions of higher education need to teach to
prepare future teachers for diversity in their classrooms, there is a need totlomk a
educational histories of effective teachers (Hollins & Guzman, 2005). Hollins and
Guzman (2005) state the following after their review of current literatugreparing
teachers for diverse populations:

Instead of starting with questions about what good teacher education ought

to be, we should start with good teaching and ask research questions that

work backward to teacher preparation. There is a significant gap in the
literature in this area. Although we know a great deal about effective
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teaching practices for diverse students, not much is known about how
teachers who are effective with diverse students acquired the skills,
knowledge, and dispositions needed. Examining the practices and teacher
preparation history of effective teachers could provide insights into what
candidates need to know (p. 513).

Statement of the Problem

The problem addressed in this study is that instructors of pre-servicergeach
need to understand the educational histories and experiences of successfotediicat
Native American students in the K-8 environment in order to learn how to bettergprepar

undergraduate education majors.

Purpose of the Study

The purpose of this multiple case study was to explore and describe the
educational histories, perceptions, and experiences of successful educattirgeof N
American students in the K-8 environment which in turn can inform pre-servicetteache
education in this area. For the purpose of this study, successful educatory®f Nati
American students will be defined as those individuals identified by theirigala@and

peers as being successful.

Research Questions

This study focused upon effective educators of Native American students. The

following questions guided the inquiry:
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e What is the formal educational (academic) history of successful educators

Native American students?

e What is the informal educational (non-academic) history of successitdteds!

of Native American students?

e What experiences in their own classrooms have teachers identified as cowggribut

to their success with educating Native American students?

Literature Review and Conceptual Framework

Much has been written about multicultural education of diverse groups, but due to
this researcher’s focus upon Native American students the literaturenitas ko issues
directly impacting these students and their education. The conceptual framewuosk of
research was based upon several theories of how mainstream curriculum, lack of
knowledge of Native history and issues, and teacher dispositions impact Nativieakmer
students’ learning. With these issues in mind, chapter 2 Literature Reviedesthe
following: historical background of Native American education; calls foiaue
change to reverse high dropout rates and apathy; formal and informal educational
experiences of teachers; teacher classroom experiences; teapbsitidns; and
effective practices. In order to improve education for Native studentsthi of
aforementioned components must be discussed and analyzed.

Powers’ et al. (2003) “Cultural Discontinuity Theory” explains the apathy and
high dropout rates of Native students. According to Powers et al. (2003), “cultural

discontinuity theory is based on the axiom that behavioral, communication, instryctional
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and curricular expectations of the school contradict and undermine those of Native
youths’ families and communities” (p.24). Cultural differences between Native
American students’ home life, traditions, and values and the school environmeint affec
learning.

Garmon’s (2005) research of pre-service teachers found that thenre factais
that influence whether a pre-service teacher will change their aleod diversity.
Garmon (2005), states that one’s “dispositions (referring to a person’s eharait$ and
tendencies) and experiences” are key in changing pre-servicertedatigudes and
beliefs about diversity” (p. 276). Garmon’s six factors for changing attitosesds
diversity highlight the importance of teacher’s attitudes and dispositions wfiicérice
classroom culture and the teaching/learning process.

Lastly, the theory of the importance of culture to “meaning making” is ceatral t
how teachers integrate Native issues into their curriculum and classrodiogsa&ince
culture plays such a central role in meaning making (Agbo, 2001) its inclusion in the
curriculum with culturally relevant standards will address Native Agasis feelings of
isolation and lack of relevancy. In order to include culture in the classroomreaeke
to have background knowledge of history and best practices with teaching Native
students.

These three theories emphasize the importance of both a culturally sensitive
curriculum and teachers who are aware of diverse populations and how this impacts the
learning process. Teachers come into the profession with varying prior exesrand

beliefs. Since the majority of teachers in high Native population schools are White
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(Agbo, 2001; Hjelmseth 1972; Garmon, 2005) teacher training programs need to provide
all pre-service teachers with the knowledge and skills necessary tovefietdach these
students.

The literature describes numerous factors that have an impact upon tagoeduc
of Native American students. At the heart of this study are the teacherBadent
their principals and peers as being effective educators of Native studéeis. T
educational histories’ including formal and informal academic experigogepled with
reflections upon classroom interactions was the basis of this research. athesedre
shown graphically in Figure 1. These concepts provided the conceptual framework for
this study.

Significance of the Study

With the passage of IEFA and similar legislation in states with higlvé\ati
American populations, higher education institutions need to prepare pre-seaciverse
to address the educational needs of this unique population. Hollins and Guzman (2005)
suggest we need to study effective educators of Native students to ascertdieynow t
acquired their skills and what education led to their success. In order to improve pre-
service education we must discover what effective teaching of Nativeigamgtooks
and feels like through the experiences of successful educators. This siondgezkthe
experiences of effective educators through a combination of focus group and individual
in-depth interviews, coupled with written responses to an educational history

guestionnaire that included demographic information. With the findings of this study
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Figurel. Conceptual framework consisting of literature rewtepics and researc

categories examined
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instructors in pre-service teacher education programs can revise thiewlauo better

prepare teachers for diverse populations.

Research Methodology

This is a qualitative study of effective and successful K-8 teacheratfeN
American students. | chose the qualitative research paradigm in order to amduct
depth study and to learn from the participants experiences. Qualitativehegeanides
a window into what the participants know, what they think, how they feel, and what they
learned through this process. Glesne (2006) states that “qualitative staediestaat
contributing to a greater understanding of perceptions, attitudes, and proces26%” (

This multiple case study enabled the researcher to learn from thdserséac
experiences and insights in order to inform pre-service education in this arban thi¢
instrumental case study involves looking at several cases..., it becomeegeti\eoltase
study,” and allows you to investigate a phenomenon, population, or general condition”
(Stake, 2000, cited in Glesne, 2006, p. 13). Qualitative research is focused upon the
experience of the participants and includes their attitudes and beliefs aboaidbatior
phenomena studied. This research lends itself to data collection methods that include
observations, interviews, and document analysis.

Access to schools was gained through a gatekeeper who had personal contacts
with K-8 principals and superintendents in high Native population schools. | conducted a
purposeful sampling of teachers identified by their principals as beingssict

educators of Native Americans. Teachers were selected from schools crdkeir f
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high percentage of Native Americans students. The data collection methodd utilize
included an open ended questionnaire of teacher educational histories, focus group

interviews, and individual in-depth teacher interviews.

Definitions

For the purpose of this study the following definitions were used:

1. Native American/Indian: Refers to the original or indigenous inhabitants of the
Americas prior to European arrival (Historical Society of Pennsylvania, n.d.)
The terms “Indian”, “Native American”, and “Native” are used interchangeabl
throughout this document.

2. Multicultural Education: According to Banks & Banks (1995) "Multicultural
education is a field of study and an emerging discipline whose major aim is to
create equal educational opportunities for students from diverse raciat, ethni
social-class, and cultural groups” (p. xi).

3. Culture: According to Merriam-Webster Online Dictionary culture fseéd as
“the integrated pattern of human knowledge, belief, and behavior that depends
upon the capacity for learning and transmitting knowledge to succeeding
generations, Ithe customary beliefs, social forms, and material traits of d,racia
religious, or social group” (2008). Oliver & Penney-Howley (1992) expand upon
this definition by stating that culture “governs how people share information and

knowledge, as well as how they construct meaning” (p. 1).
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4. Successful Educators of Native American Students: Teachers identifie€iby
principals and peers as being successful with Native American students.

5. Formal Education: This includes college degree and minor, any additional
coursework taken, teacher in-services and training, and ongoing professional
development.

6. Informal Education: These learning experiences include involvement in the
community, Native mentors, parental involvement, and observations and
understanding gained through personal contacts in the community in which
teachers work. This may also include information gained independently by the
participant such as visiting museums, reading, or watching documentaries.

7. Classroom Experiences: This includes the classroom environment, curriculum
changes and enhancements, observations and interactions with Native students,
teaching and learning styles, and lessons learned through their dailpahassr
contacts.

8. Teacher disposition: According to Garmon (2005) refers “to a person’'stdrara

traits and tendencies” (p. 276).

Limitations

The following are limitations of the study:
1. The research was conducted at a small number of K-8 schools and therefore is

limited to the experiences of the teachers in those schools.
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2. The study was limited in the fact the individual teachers interviewed \wesen
by their principals as effective and successful educators.

3. The study was limited by the skills of the researcher to pose relevant questions
and by the willingness of the interviewees to be open and honest with their
responses.

4. Due to the small sample size the researcher chose multiple data $ources
triangulate the findings.

5. As with all qualitative studies, the ability to generalize the findings beyuond t
sample investigated is limited; however the knowledge gained here is ofintere
to all educators involved with improving education for Native students.

6. As the researcher, my own biases and views on the research could be a limitation
due to interpreting interview responses through my own lenses. To avoid this, |
journaled about my own thoughts, feelings, and perceptions during the data
collection process to limit the imposition of meaning or individual bias into the
research.

Delimitations

The following are delimitations of the study:
1. The teachers interviewed for the in-depth interviews are ones identfitheip
principals as successful educators of Native American students and padicipate
voluntarily, so could have limited access and information from all teachers at

these schools.
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2. The researcher was limited in the contact with these teachers and involved one
interview per participant.
3. Due to limiting the research to K-8 schools the study focused upon these grades

and did not include high school teachers.

About the Researcher

| have been involved in teaching for more than 14 years with over 8 years in
higher education. For over 30 years | lived in states with Native American popsla
Research both formally and informally into Native American education, sigtuend
customs have informed my interest in this topic. | have conducted both qualitative and
guantitative research of the current state of Native American educatiodimghiews
of pre-service education students’ knowledge of and perceived ability to inderpora
Native culture into their future curriculums. | believe that in order to improve geduca

for Native students a change must take place in the K-12 schooling environment.

Chapter Summary

The purpose of this multiple case study was to explore and describe the
educational histories, perceptions, and experiences of successful educatiirgeof N
American students in the K-8 environment which in turn can inform pre-serviceteache
education in this area. Before transformative models and teaching sisatagibe

initiated, we must first discover what effective teaching looks like and li&elfrom the
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reflection and interpretations of successful teachers. | gained tigistirem the
retrospection on experience these teachers divulged.

Chapter 1 provides the reader with an introduction to this study as well as the
statement of problem, purpose of the study, and the questions investigated. | have
presented the conceptual framework, significance of the research, dedinitmitations,
delimitations, and my background. The remainder of the study is broken into chapters
that present the following: literature review; methodology; results; andusions.

Chapter 2 presents literature detailing the following topics: history tvé&American
education; problems with apathy and high dropout rates; current review of teachers’
formal, informal, and classroom experiences; teacher dispositions; andrefteathing
strategies to improve education for this unique group of students. Chapter 3 presents
methodology including the design of the study; participant selection and infonmati

data collection and analysis procedures; and timeframe. Chapter 4 introduces the
participants and defines the four main themes and 17 subthemes that emerged from the
research. The final chapter, conclusions, reviews the entire study and presents

recommendations and suggestions for further research.
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CHAPTER 2

REVIEW OF THE LITERATURE

Introduction

In this country, the inclusion of culturally relevant Native American issues i

school curriculums is virtually non-existent (Williams, 2005; Whitbeck, Hoyt, Stubben,

& LaFromboise, 2001). The extent of exploring Native American culture in the
classroom consists of making paper bag vests and headbands to “celebrate”
Thanksgiving. Students graduating from high school know more about European rather
than Native American history. Ignorance of cultural differences resutgsiieotypes

that hurt all Americans. For Native American youth not experiencing amgiof t

traditions and cultures in the curriculum the result is apathy and the highest daipsut

of any minority (Powers, Potthoff, Bearinger, & Resnick, 2003; Zimmerman, 2004). lItis
clear a change must come in order to address this pervasive problem. Montana has come
to the forefront in this educational change due to the passage and funding of House Bill
528, commonly known as “Indian Education for All.”

Indian Education for All (IEFA) comes after 38 years of the following wayd
included in Montana’s Constitution Article X, Section 1(2): “The state recogrtiees t
distinct and unique cultural heritage of American Indians and is committed in its
educational goals to the preservation of their cultural integrity” (Montashans, 2004,

p.82). The passage of the law, MCA 20-1-501, clarifies the objective of the

constitutional amendment of 1972. From this declaration has grown the codification of
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this statement into the educational policy of the state of Montana. In 2005 Governor
Brian Schweitzer and the state Legislature set aside over 4 millionsdolifund the law
for the first time in its history. Not only does the law call for curriculum erdraeats,
but addresses the training of teachers to be aware and sensitive to the culéneslodi§f
of the Native American students in their classrooms.

Now that the law has been funded and teachers are expected to know about Indian
Education for All and its subsequent standards and benchmarks, what experiences do
effective educators of Native Americans identify as leading to succédss classroom?

Do they credit their success to their formal education, informal educatioassraom
experiences? The purpose of this multiple case study was to explore and describe
educational histories, perceptions, and experiences of successful educatiigeof N
American students in the K-8 environment which in turn can inform pre-servicetteache
education in this area.

Chapter 2 presents a review of the literature relevant to this study. Thestheme
consist of Native American educational history, current educational ifestieg Native
students, and the review of effective teaching strategies and curriculngesha

reverse apathy and soaring dropout rates.

Criteria for Selecting the Literature

An effort was made to review the most current research in the field afeNati
American Education. Journals, articles, dissertations and thesis, nationasestainal

new literature were reviewed in order to gather information. Montana OfficebitP
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Instruction’s Indian Education website was very helpful in gatheringrdutiega and
learning background information on the state’s tribes and history. Some of thariera
reviewed was up to 30 years old, but was invaluable in the depth of information reported
and used to compare to current issues that are still at the forefront of the probhlam of

to best teach Native American students.

Native American Educational History

Native American education has followed a very rocky path spanning frommghe f
encounters with non-Natives to the present. Long before this continent was “tisicove
Native Americans have schooled their children in the practical skills negéssairvive.
These skills were taught by elders of the village in open classroombtsitf hands-on
learning. Women taught their daughters how to gather berries, nuts, plants) hiatsa
Men taught their sons the art of hunting and warfare. Artisans handed down their crafts
of quillwork and pottery to the next generation. Besides skills, the elders thaght t
history of the tribe and passed down oral traditions, customs, and stories.

Missionaries were interested in educating Native youth since the ititdat.
Mission schools were the first to set up boarding schools to educate Native America
and by the 1870’s and 1880’s were the main educating force. The major change in
Native education came in the laté™@ntury. Once Native Americans were forced onto
reservations and became the wards of the government, many treatiegynesidlsat
included Indian education. Once the government started opening federahfoardi

schools the funds to the mission schools dwindled.
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Native American education in this country from the late 1800'’s up to the Indian
Self Determination period was based upon assimilation policies. The WHegessaitid
instructors believed that besides Christianity conversion, education was thebdst
“civilize” the indigenous peoples. The education of Native Americans in th&38@s
focused upon forced separation from cultural influences, and vocational training in
boarding school settings (Bill, 1979; Agbo, 2001). The teachers in these schools believed
that Native culture and tradition was a negative influence on the studemisdear
abilities (Brown, 1979). Other educators thought that Native American children could
not succeed in school as their White counterparts (Agbo, 2001). Through the early
phases of Native American education, separation from family, culture, arttbtradvas
stressed.

As mentioned previously, Missionaries were the first to educate the mabrity
Native students. Once Native Americans were forced onto reservations ireth@"lat
century, mission schools were the primary boarding schools to educate thearchildr
Many of the mission boarding schools were federally funded with an annualeitotm
limited to keeping the facilities open and running (Marr, 2004). These missions were
located on the reservations to aid in tribal conversion to Christianity. Many of the
mission schools were unique when it came to language. Bowker (1993) revealed that
“missionary groups who had been given the responsibility of education of native yout
supported a bilingual instructional policy” (p. 31). This was very differemt tiha

“English only” instruction policy stressed in all the other federal boarding sthool
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In 1893 the federal government passed the “Compulsory Attendance Law for
Indian children.” This law stated that Indian children on reservations musd atthool
or supplies and food rations were withheld from their immediate families. Whgalze
the reservation Indian agents the right to the following:

...prevent the issuing of rations or the furnishing of subsistence either in

money or in kind to the head of any Indian family for or on account of any

Indian child or children between the ages of eight and 21 years who shall

not have attended school during the preceding year in accordance with

such regulations (Montana Indians, 2004, p. 80).
To prevent from starving to death or the threat of jail, parents were forced to prove thei
children attended school. Since most of the reservations did not have schools many of
these children were shipped off to federal off-reservation boarding schools athever
country.

Education of Indians in the late 1880’s to the 1920’s included a curriculum of
assimilation. In order to “civilize” this “wild race” of people the governirigelieved
that transforming the Natives to resemble White children in looks, mannersng|ahd
values was crucial. “Until 1926, Indian education was viewed as a ‘civilizing’ o
‘assimilation’ process. The ‘assimilationists’ saw the non-reservatiawlingsschool as
the best way to make young Indian children accept white men’s beliefs aed val
systems” (American Indian Education Foundation, 2004, p. 1). Assimilation began in the
mission schools and continued in the federal boarding schools. Recognizing the number

of Native American children needing an education the government realizexdfthat

reservation boarding schools were necessary due to the poor conditions on many
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reservations. Most reservations were road-less, sparsely populated, dolé tmt a
support a school and the necessary personnel.

Another major factor in the off-reservation boarding school movement was to
separate the children from their relatives. Marr (2004) pointed out that “the policy
makers believed, young people would be immersed in the values and practical keowledg
of the dominant American society while also being kept away from any inflsilence
imparted by their traditionally-minded relatives” (p. 1). According toadM&004),
many Native American parents had to sign a “3 year contract to not contachilt¥i
and then these children were sent to off-reservation boarding schools across the count
The idea was the further away from their family influences, the moreitgsithninto the
white culture. Mann continued by stating the government said that the “Indian tiad t
as an Indian to live like a man” (Mann, 2004). Off-reservation schools emphasized a
curriculum that included Basic English and mathematics, and also taughidbsetsta
practical skill such as carpentry, blacksmith, farming, domestic serndeyther
vocational training.

Children in the off-reservation boarding schools were very lonely, felt isolated,
and homesick. Diseases were also prevalent in boarding schools due to the lack of good
medical care and cramped conditions. Many children ran away or their faentpers
came and took them back to the reservations (Juneau, 2001). With so many children
running away from off-reservation boarding schools the Indian Policy turned to building
and funding federal reservation boarding and day schools. These reservation schools

were funded and administered by the Bureau of Indian Affairs (BIA). 8hols were
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placed in an area that could maintain a settlement for teachers and school pefSoane
curriculum at most of the BIA boarding and day schools “stressed farming and
homemaking, English, and the three R’s. Speaking the native Indian language was
commonly forbidden” (BIA, 1973, p. 55). BIA day schools were also started on
reservations where there was a large enough local Native population to attend.

Due to changes in several government policies towards Native American tribes
throughout the 2Dcentury, funding to reservation schools decreased causing most
schools to close. The closing of federally funded reservation schools resulted/in man
Native American children pouring into public schools with unique educational needs.
Some governmental programs were enacted such as the Johnson O’Malley Actcapprove
in the 1930’s which allocated funds to help educate the growing Native American
population in public schools. The Johnson O’Malley funds were originally meant to be
used “for supplemental education programs that identify with Indian childreA; (BI
1973, p. 47). These programs could be for counseling, hiring of Indian aids, and
enrichment programs that emphasize Native cultures. Studies have reveateel tha
federal aid given to state public schools from 1928 to 1973 did not help the population it
was targeted for (Juneau, 2001, p. 33). High dropout rates and poor attendance remained
the norm for Native American students attending public schools through most of'the 20
century.

Bill (1990) stated that “a significant legislative development occurred in 1865 w
the passage of the Economic Opportunity Act, which gave Indians the opportunity to

participate in, and to control their own programs” (p. 9) Other new laws wereanacte
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that gave the tribes more control over education on their reservations. Tied tta era
of Self-Determination where some Native American tribes began to take aairitnel
education of their children. Native Language immersion schools began opening doors on
reservations and many Native educators demanded that culture be integrated in the
curriculum. During the Self-Determination era, two items became veay il
improving Native American education: they need to have their culture, traditrahs, a
language included in the curriculum; and they need to be in control of their own schools.

From the 1990'’s to the current era in education, Montana has stressed the
importance of recognizing Native American tribes and cultures in the schoots. As
1991 the mission statements for each tribe puts an emphasis on education which includes
a curriculum that reflects their own unique Native culture and traditions. Molat&na
makers recognize the difficulties that Native American education has eacmiand

also realize there are current struggles that need to be overcome.

Need for Improvement in Teacher Education

Even with the changes in Native education the statistics are still dismal.
Educators are looking for ways to address the ongoing problems of apathy and high
dropout rates of Native American students. Researchers in the field of NatergcAn
education have noted the high dropout rates of Native students (Powers, Potthoff,
Bearinger, & Resnick, 2003; Zimmerman, 2004). According to the National Genter
Education Statistics (NCES, 2008) in 2006, the national high school rate of Native

Americans was 15% compared to 7% for White students. Jeffries & Singer (2003)
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declare that comparisons to other minorities “recognized American IndéskeANative
students as having the highest dropout rate of all U.S. racial and ethnic grodds’ (p.
In Montana according to the Office of Public Instruction (OPI) Native Acaas make
up the largest ethnic group in our schools at 11.4% of the total K-12 student population.
Many of the state’s school districts have over 50% Native American populations
According to the 2006 — 07 OPI statistics, Native American junior high dropout rates a
six times that of White students. Similar to other national statistiddahee American
high school dropout rate statewide is over 2 times the rate of White student$\&ti2eo
to 2.3% White dropout rate (Montana Statewide Dropout and Graduate Report, 2008).
Educational researchers have attributed the high dropout rates to “cultural
discontinuity” (Agbo, 2001; Powers et al., 2003). According to Powers et al. (2003),
Cultural discontinuity theory is based on the axiom that behavioral,
communication, instructional, and curricular expectations of the school
contradict and undermine those of Native youths’ families and
communities. Recently, schools with high Native student enroliment have
begun to address the issue of cultural discontinuity by infusing Native
culture into the curriculum and instructional processes (p.24).
Cultural differences between Native American students’ home lifetitnaslj values and
the school environment affect learning. The emphasis on the individual and competition
goes directly against most Native American’s cultural understanding®(2601;
Hjelmseth, 1972; Brown, 1979; Whitbeck et al. 2001; Pewewardy, 2002). When Native
students enter a classroom and do not see anything that represents their cuitire on t
walls, in the texts, in the classroom materials, this leads to a lack obsétlence and

self esteem (Whitbeck et al., 2001; Kelting-Gibson, 2006). With the lack of

representation in the curriculum Agbo (2001) states, “White education does not give
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American Indian children any avenue to dignity, honor and pride nor does it ensure their
mutual interest, American Indian children are bound to fail in school” (p. 11). With the
lack of relevance to Native American heritage or culture, this leads to aasadre
dropout rates and apathy (Powers et al., 2003).

To change this trend in Native American education many educators ang &ali
a more culturally sensitive curriculum (Liston & Zeicher, 1996; Peweyy2@0D2;
O’Neil, 1979; Agbo, 2001). The idea of “Multicultural Education” has been around since
the 1960’s. Forbes (1979) commented that “multicultural’ means, really, mémy, pa
many roads” (p. 4). For the Native American community, multicultural educateans
the return of traditions, values, and language into the teaching and learning.process
Since culture plays such a central role in meaning making (Agbo, 2001) its inclusion i
the curriculum with culturally relevant standards will address Natmercan’s feelings
of isolation and lack of relevancy. Researchers agree that a more cutelealgnt
curriculum have increased academic success and lowered dropout rates &latiwgs
American students (Whitbeck et al., 2001; Powers et al., 2003; Zimmerman, 2004,
Starnes, 2006). Jeffries & Singer’s (2003) findings conclude that “schools thettres
and support a student’s culture demonstrate significantly better outcomes innggducat
American Indian and other marginalized students” (p. 53).

Culturally sensitive teachers and curriculums are a first step in clupting
classroom environment to include diversity and reduce stereotypes (Starnes, 2006).
Schools that respect and support their student’s culture have shown positive gains in both

student achievement and lower dropout rates of Native American studentegXeffri
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Singer, 2003). Butterfield (1994) asserts that research has shown a “hightioarrela
between educators’ sensitivity, knowledge, and application of cultural awarene
information and students’ successful academic performance” (p. 3). SIE¥8), (states
that “students who are not achieving and succeeding may require bridges between the
backgrounds and the schools to make the curriculum more ‘user friendly™ (p. 53). Not
only do culturally sensitive curriculums have an impact upon student success, but also
teachers that have been educated to work with diverse populations are another important
element of a successful learning experience. Research has found thajottity of
teachers in schools with high native populations are White (Agbo, 2001; Hjelmseth,
1972; Jeffries & Singer, 2003). Many have not had enough training to be able to
effectively incorporate Native culture in their curriculums. Reseasclgmee that
teachers must be aware of the cultural and value differences thaffedtl thle
educational process (Agbo, 2001; Jeffries & Singer, 2003).

In Hjelmseth’s (1972) study of teachers across Montana he concluded that “many
teachers of Indian children possess little knowledge of the cultural and lée styl
differences of the Indian learner. Because of this, teachers may dewelbarbor
attitudes toward the Indian learner which decrease the ultimate effexds/oef
instruction” (p. 10). Teachers today still face these same issues includirgf lac
background knowledge of Indian culture. Most teachers have an educational background
that does not include Indians except for an occasional mention of a famous chief or a
“massacre.” Warren (2006) reflected that “even a growing emphasis oouttuitl

education often overlooks Native voices and perspectives” (p. 199). With a background
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in the cultural similarities and differences of the Native community, exacre better
equipped to create relationships with both the students and their parents that in turn wil
benefit the educational process.

As of 2005 school year there were 16,715 Indians in public schools in Montana
representing 11.4% of total enrollment (Enrollment by REO, 2006). The passage of
Indian Education for All law in Montana is a bold step towards a culturallytsensi
curriculum for the state’s Native American and non-Native Students. Aogaalthe
OPI website:

Every Montanan...whether Indian or non-Indian, be encouraged to learn

about the distinct and unique heritage of American Indians in a culturally

responsive manner. ...all school personnel should have an understanding

and awareness of Indian tribes to help them relate effectively with Indian

students and parents....Every educational agency and all educational

personnel will work cooperatively with Montana tribes...when providing
instruction and implementing an educational goal (Indian Education for

All, 2005).

Distinct IEFA standards and benchmarks have been created across mantyareate
including Social Studies, Reading, Literature, and Science. All of the staraards
benchmarks are based upon what is calle@then Essential Understandings Regarding
Montana Indianghat are the underpinnings of all IEFA materials (IEFA, 2005). The
following is a listing of theSeven Essential Understandings

e Essential Understanding 1There is great diversity among the 12 tribal

Nations of Montana in their languages, cultures, histories, and governments.

Each Nation has a distinct and unique cultural heritage that contributes to

modern Montana.
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Essential Understanding ZThere is great diversity among individual
American Indians as identity is developed, defined and redefined by many
entities, organizations, and people. There is a continuum of Indian identity
ranging from assimilated to traditional and is unique to each individual. There
is no generic American Indian.
Essential Understanding 3The ideologies of Native traditional beliefs and
spirituality persist into modern day life as tribal cultures, traditioms a
languages are still practiced by many American Indian people and are
incorporated into how tribes govern and manage their affairs. Additionally,
each tribe has its own oral history beginning with their origins that ardids va
as written histories. These histories pre-date the “discovery” of North
America.
Essential Understanding 4Reservations are land that have been reserved by
the tribes for their own use through treaties and was not “given” to them. The
principle that land should be acquired from the Indians only through their
consent with treaties involved three assumptions:

|. That both parties to treaties were sovereign powers.

Il. That Indian tribes had some form of transferable title to the land.

lll. That acquisition of Indian lands was solely a government matter not to

be left to individual colonists.
Essential Understanding 5There were many federal policies put into place

throughout American history that have impacted Indian people and shape who
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they are today. Much of Indian history can be related through several major
federal policy periods. Examples: Colonization Period; Treaty Period,;
Allotment Period; Boarding School Period; Tribal Reorganization;
Termination; and Self-determination.

e Essential Understanding GHistory is a story and most often related through
the subjective experience of the teller. Histories are being rediscovered an
revised. History told from an Indian perspective conflicts with what most of
mainstream history tells us.

e Essential Understanding 7Under the American legal system, Indian tribes
have sovereign powers separate and independent from the federal and state
governments. However, the extent and breadth of tribal sovereignty is not the
same for each tribe (2006).

OPIl is working on creating curriculum guides according to the standardsigb as
teachers in integrating Indian issues into their curriculum. Educators #uecstate are
asking for teacher training to prepare their faculty to incorporate |BteAheir different
subject areas. Messinger (2006) concluded that “high-quality professionamlaeeak
for Montana educators must be one of the top priorities if we are to implement IEFA

effectively” (p. 203).

Effective Practices

Cleary & Peacock’s (199&}ollected Wisdorbecame a great resource and

inspiration for my research. This book includes interviews with 60 teachers both
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American Indian and non-Indian on or near reservations all across the Unies] Stat
They also interviewed 50 teachers from Australia and Costa Rica that iradiglbhous
students. Besides interviews they observed in the schools to gain a betteandaeyst
of the issues facing both the teachers and their students. The authors interviewe
experienced and inexperienced teachers; some positive about their work in tloete sc
and others that were frustrated in their situations. After these intervieresnanscribed
and coded, each emerging theme became a chapter. Cleary & Peaedttiastdlany
American Indian people learn their way in life through stories. So in being canisona
with our topic, much of our material is introduced with stories” (p. 2). Through stories
that included teachers own words, the authors illustrated issues facing Nid@rican
education and revealed many effective classroom practices.

While much has been written on educational teaching practices that support
diversity in the classroom, we are just beginning to share best practibesative
learners. This unique group includes an educational history that has not supported their
needs in the past. While we must not stereotype the Native learner, resedocimtias
the following strategies effective in the classroom: cooperative legimamds-on
learning; oral and visual teaching techniques; and holistic approaches. ddusrg
strategies can enhance learning and create a classroom environmefritiasatcess
for all students.

Cooperative learning groups are an excellent way to include Native leariaers
informal and flexible learning environment that is not based upon competition

(Butterfield, 1994; Starnes, 2006). Competitive classrooms that focus upon individual
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achievement go against many Native American cultural norms (CleBga&ock, 1998;
Agbo, 2001; Hjelmseth, 1972; Brown, 1979; Whitbeck et al. 2001; Pewewardy, 2002).
The following is a definition of this type of student group work:

Cooperative learning is a successful teaching strategy in which small

teams, each with students of different levels of ability, use a variety of

learning activities to improve their understanding of a subject. Each

member of a team is responsible not only for learning what is taught but

also for helping teammates learn, thus creating an atmosphere of
achievement (Cooperative Learning, n.d.).

Cooperative learning helps student develop their communication and social skills, and by
working together to achieve goals students feel a sense of belonging and
accomplishment. These types of teaching strategies are conducive to student
achievement and learning regardless of ethnicity or culture.
Cleary and Peacock (1998) mention that many Native American children will not
try something new until they watch the activity many times. Native stsidiennot want
to be “put on the spot” and will not try something until they are confident they can do it
(Fox, in Zehr, 2007). White children will often jump in and try something several times
in order to get it right, where Native students may prefer to observe longer before
engaging. In the classroom teachers need to be aware of this needrigrdeefident
and do not force students to be involved in an activity unless they feel comfortable.
This learning by observing also may be that many Native students are highly
visual learners (Starnes, 2006). Cleary & Peacock (1998) concluded thatdfribay
American Indian students were visual, image-driven learners” (p. 158). When the
teachers noted this, they adjusted their classrooms and teaching environnrexhisléo i

various visuals such as maps, graphs, pictures, and outlines of subject matter. Inclusion
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of the visual arts also allows Native students the opportunity to express liresnsa
manner that is comfortable and more culturally relevant.

Oral learning is also a very powerful tool to utilize in classrooms with hagivél
populations (Starnes, 2006). Storytelling is a great way to incorporate cottutbe
curriculum. Cleary & Peacock (1998) noted that “teachers also believedahg stal
tradition of American Indian tribal groups remains a potent influence on the veays m
of the students learn” (p. 160). This was especially true for students from more
traditional Native backgrounds. Including reading aloud, group oral presentations,
discussions, and storytelling in the classroom can address this type ofdestrategy.

Another teaching strategy that works well with Native learners is thstioli
approach where students are presented with the big picture first, before thgtc®nc
broken down into small segments (Starnes, 2006; Butterfield, 1994; Cleary & Peacock,
1998). Teachers need to assess their own learning and teaching preferencesan orde
determine what changes they can make to address the needs of Native studeints in t
classrooms. Integrating culture, creative expression, cooperative andondedsAaing
opportunities all aid in “bridging the gap” between traditional mainstrédassrooms and
Native ways of learning. Cleary & Peacock (1998) remark that “classrdmahadopt
active, project-based experiential learning address learning frangiéls and all

learning styles” (p. 164).

Backlash to Cultural Integration

Some educators believe that too much emphasis has been on multicultural
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education (Liston & Zeichner, 1996). They believe that teachers have to bessdnsiti
some difference in culture, but it would be ridiculous to understand the differences in
every ethnic group represented in a classroom. These educators believertbed we
return to the basics. “All of this attention to the nuances of multicultural elféerneed
not diminish the need to highlight a core set of common understanding and experience.
Certainly a democratic nation needs to prepare its citizens for parbaipathat
society” (Liston & Zeichner, 1996, p. 91). Educators and Native community members
agree that although culturally relevant curriculum increases studeatssuthe students
also need to be aware of the society around them. Agbo (2001) found “that confronting
two cultures, children need a level of proficiency in each culture in order to nhiakega
in present-day American society” (p. 26).

With all the attention in the schools on the No Child Left Behind Act, many
schools are returning to the basics to improve their test scores and achievéeadequa
yearly progress (AYP). Ben Chavis, a former principal of the Americdian Public
Charter School and keynote speaker at the 2007 Indian Education Summit in South
Dakota said that Indian students are better served by a return to theamemes such
as math and language arts. He turned his school around from holding one of the worse
academic records to the best by eliminating daily “Native talkirgjesit and moving
cultural electives to after school programs (Zehr, 2007). Many of the attendees a
conference stated their focus upon reading, math, and after school programs focusing
upon homework and tutoring skills have increased Native American student’s

participation and overall test scores.
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Even with Montana’s new IEFA law and the push for cultural infusion into every
subject, their own research includes some interesting findings. According t@tiend
Statewide Dropout and Graduate Report:

Policy implications that were identified by research studies as ttitica

the effectiveness of dropout intervention strategies included: The choice of

teachers is more important than the choice of curriculum; the high school

level may be too late to begin implementing intervention strategies: and

data is needed to design appropriate strategies to prevent students from

dropping out (2008).

With such a high rate of Native American dropouts there is still much work to be done to

address these issues.

Teachers’ Educational Experiences

Formal Academic Education

There is also a call to make changes in teacher education programs to aid in the
implementation of IEFA. It is the job of the Montana University system to provide
training for pre-service teachers, and those in the field, in order to gain knowleitige
local tribal customs and traditions. All of the state’s institutions of higher edncae
to include Native American Studies departments and teacher preparation prsgriams
include Indian issues in their curriculums. A review of the curriculum for &heany
Education undergraduate programs across the state do show at minimum a requirement of
either one multicultural class or a 3 credit class in Native American stu@igrrently at
Montana State University education students are encouraged to take cla$sge
American Studies, and required to take a Multicultural Education class resgaofikbeir

major. The University of Montana offers an “American Indian Education” coungeh
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is a “study of modern Indian education to the present; examination of Johnsoney’Mall
funding for Indian education; and a look at the unique needs of the Indian child” (2008,
p.1).

Pre-service teachers need to be exposed to the educational history of Native
Americans in order to understand the current issues facing these studenfsicddhe
assimilation practices of the past have translated to a deep distrust of tatoadlic
system that many Native Americans still harbor today (Powers, 08I3; Pewewardy,
2002). Elona Street-Stewart, president of the National School Boards Assosiation’
American Indian/Alaska Native caucus, states that “we should not be surpaséat t
most Indian families, schools aren’t a very comfortable place to be” éasiciDillon,

2007, p. 22). There are also many Native Americans that understand their children need
education in order to succeed in today’s world. So there is this constant push and pull
placed upon Native children in the educational system. The high dropout rate and apathy
experienced by many Native students can be directly correlated to their unique
educational history (Powers et al, 2003). This history is very important for tedohe
understand and be sensitive to when dealing with Native American students and their
families.

In order for teachers to be more culturally aware, institutions of higheatoni
need to take a more active role in the dissemination of Native American histeuye cul
and traditions. Pewewardy’s (2002) research concluded that the “lack of undexgiandi
not necessarily the fault of the teacher. Many teacher education psogoamot provide

the kind of experiences that allow prospective teachers to develop the skillanetess
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identify and address the learning styles of American Indian/Alaskae\sttidents” (p.
24). Many universities do not include in-depth studies in Native American cultuch whi
would aid the pre-service teachers. Teachers also stated they would have li&ed mor
offerings at their universities on Native cultures to enhance their instryétgbo,
2004). Many stated that the university should be an active partner in collecting
information about the Indian communities, inviting Native speakers, and infusing that
information into teacher education classes.

Some researchers are calling for field experiences where preestrachers go
out into diverse communities where they may teach in the future to get firsthand
knowledge of these educational settings (Coballes-Vega, 1992; Butterfield, 1994).
Coballes-Vega (1992), comments that “prospective teachers can benedittintewith
these students before they enter the field and while they are still able tadialibly
teacher educators” (p. 3). Most colleges of education include student teacbargas
their program of study, but these researchers are emphasizing thatsemsteto be
exposed to classroom diversity before they encounter it in their own classrooms

Montana is not the only state to start implementing changes to higher education in
order to graduate more effective educators of Native students. In 2007, South Dakota
passed the Indian Education Act. This created a permanent Indian educatioaraffice
the “law required for the first time that all teachers take a threestemhour course in
American Indian history and culture to become certified to teach in the sat®’, (

2007, p. 3).
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With the passage of IEFA in Montana teachers are more aware of the issues of
Native American education. Not only does the law call for curriculum enhancerbant
addresses the training of teachers to be aware and sensitive to the diffareaices of
Native American students in their classrooms. In order to be sensitive tolcultura
differences many teachers need to face up to their own deeply held beliefscpladity e
and race. Pewewardy & Hammer (2003), state that “overcoming ethnocertkoiaks is
hard work and must be viewed as an ongoing process” (p. 2). They recommend teachers
be self-reflective practitioners that constantly evaluate, study, arse ménair teaching
strategies in order to create opportunities for all students to succeed.tiRgilpon
issues of ethnicity and race can be a difficult issue to address in theataskt efforts
need to be taken in order to tackle this element of education which all teadhkavev
to reflect upon. Cross (2001) reminds us that “doing something about the dismal state of
Indian education requires that we confront deeply embedded historic, cultural, and legal
biases. These biases have long frustrated attempts to reform Indianaedeatcited
in Juneau, p. 5).

In addition to teachers addressing their own biases, they will have to findavays t
integrate Indian issues into all their subject areas. As mentioned prgyuigshct
IEFA standards and benchmarks created across many content areasgcrgpba the
Seven Essential Understandings Regarding Montana Indmatsre the underpinnings
of all IEFA materials (Indian Education for All, 2005). OPI is currentBating

curriculum guides aligned to the IEFA standards to assist teachers matimggdndian
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issues into their curriculum. A component of the state standards is that each sg$tool m
report annually on how their teachers are satisfying IEFA standards.

Included in Montana’s IEFA Law are the priorities and expectations in place fo
the role of higher education in implementation and dissemination of informatigm In
academic plan for Indian Education for All for the Montana University Sy§60v)
priority number 1 states the following:

All teacher education programs in the Montana University System have an

obligation to ensure that their pre-service teachers have acquired the

knowledge, skills and dispositions to meet the statutory mandate. At a

minimum, that obligation includes instruction in the seven essential

understandings, developed by the Office of Public Instruction (OPI), so

that pre-service candidates are prepared to incorporate that material

appropriately into their classrooms or their work in the K-12 system

(Swaney).

In order for pre-service teachers to integrate appropriate culturas iapactheir

curriculum they require the background knowledge and understanding of this concept.
Sandra Fox, an educational consultant, emphasizes that “the injection of cultgseabrin
reference point, a familiar foundation” (as quoted in Dillon, 2007, p. 25). Fox continues

to state that culturally infused curriculums make learning more relbyaaitowing

Native students the ability to relate educational content to their eyeliyds.

Informal Academic Education

Much of the research has focused upon the formal education of pre-service
teachers and professional development courses for teachers in the field te tadres
needs of Native learners. Many of the new researchers who have had ergarienc

classrooms with high Native populations have expressed informal academicgsarni
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that have contributed to their success (Starnes, 2006; Cleary & Peacock, 1998). Thes
learning experiences include going out into the communities in which one teadimeks t
resources. According to tiNational Indian Education Study:20®y the NCES in
2006, the most common informal academic resources reported by teachers of Native
American students were “living and working in the community and teachers’ own
personal or family backgrounds and experiences” (p. 47). Being involved in the
community, going to a basketball game or community event, will inform teachtrs
issues, values, and culture in which they teach.

Starnes (2006) urges teachers to find Native mentors within their own schools to
help bridge the cultural gap. She writes that this is not an easy thing to do andrtekes t
and patience. The right mentor will enlighten the teacher about the community and
culture, inform their teaching, and aid the infusion of appropriate cultural tradiitmns
the classroom. Other resources include tribal elders who can come in andsfeme st
and knowledge with your students.

Teachers need to inform themselves regarding the tribal histories and
backgrounds of the students they service (Starnes, 2006; Dillon, 2007). There is no
generic tribe or cultural history; they are all unique and different. hBeashould learn
about the community, tribal government, and key leaders in the tribe. Throughligultura
appropriate websites, books, and courses teachers can increase their knowledge to
transfer to classroom activities and curriculum enhancements.

Many of the researchers have noted that bringing community resourcety nam

people, into the classroom is invaluable. Agbo (2004) says that elders are a great
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resource for not only storytelling, but also for gathering information fartep The
inclusion of Native craftspeople to teach beadwork, quillwork, and traditional arts and
crafts is also another benefit of reaching out to the community and making school
relevant to student’s home life. Parental involvement is a big factor in eggsigaents
in their schoolwork and increasing motivation and self-esteem (Olivem&eye
Howley, 1992; Coballes-Vega, 1992; Butterfield, 1994). Oliver & Penney-Howley
(1992), state that “cultivating links between home and school also proved essential” (p.
3). Parents are an invaluable source of knowledge and help in the classroom. Their
presence in the classroom creates a feeling of inclusion and importanceductagonal
process.

Some schools are infusing Native languages into their classrooms in order to
connect to the community and their students. Many Indian tribes have aimdgiastal
their Native language with just a few elders in the community who still she@iaary
& Peacock (1998) caution that “tribal language will survive only if it is tatmbhildren
and if there is a natural use for it” (p. 134). Other tribes are experieacaegnergence
of Native language. One of these success stories is the Piegan Instiizifg$hwahsin
School which opened in 1995 in Browning, Montana on the Blackfeet Reservation. This
school is a Language Immersion school where students learn all theitsubgbe
Blackfoot tongue; Piegan. The curriculum of the elementary and middle schoolds base
upon current “research that shows academic advantages for children who speak tw
languages” (Cameron, 2004, p. 5). It is estimated that out of a tribe of 15,000 only “500

to 600 Blackfeet speak the Piegan language fluently” (lvanova, 2002, p. 2). Language
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immersion schools are a bold statement that culture and the survival of triheldasg
are very important to Native Americans.

Teachers learn informally through experiences outside the classroicin w
inform how they teach. Whether it is attending local events, finding a mentor, or
bringing community members into the classroom to share their knowledge and language
all of these factors will impact learning. According to the literatuidging the gap
between Native students home, community, and school will create an inviting atneospher

where students feel included and recognized.

Classroom Experiences

Some of the most intense and long lasting lessons are those teachers@xperie
their own classrooms through student involvement. Bobby Ann Starnes, an 18 year
veteran of teaching found out she had a lot to learn about Native American students:

| thought | knew enough to teach Indian children. | was wrong, and |

learned new lessons every day, most of them hard, ego-wounding lessons.

Of all I learned in those years, perhaps two facts are most important. The

first is how very little we know about the ways Native American children

learn. We don’t recognize the chasm that exists between their needs and

our traditionally accepted curricula and methods. The second is how

difficult it is for even the most skilled and dedicated white teachers to

teach well when we know so little about the history, culture, and

communities in which we teach (2006, p. 385).

Starnes (2006) urges educators to not over generalize or stereotype Naties leat
has stated there are three main teaching strategies that work gé@tisrooms with high
Native populations. These teaching strategies include a classroom thes waiilix/e

hands-on experiences, flexible and informal learning environments, and one that values

and includes the student’s culture and Native identity.
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Cleary & Peacock (1998) recall an experience an Art teacher hadsahb
regarding symbols. Some of his students wanted to put a snake on their clay pots because
of its symbolism to their tribe. Another student in his class after looking & som
magazines decided to put a cobra on his pot. When the student brought the pot home his
parents were so enraged they wanted to have the teacher fired, and had tcedicene m
man to destroy the pot and the evil it brought. “So now | don’t allow snakes on anything
no matter what clan or tribe | think the students is from. For one clan the snakes are
okay, but for another tribe it's a big no no. So it's very easy to degrade or insult, even
when you're not trying to” (p. 7). These experiences are learned on the job, thrdugh dai

interactions with students and parents.

Teacher Disposition

As stated above that the choice of the teacher is more important than the
curriculum, it raises the question of what type of teacher does well in auttultat
classroom. Teacher dispositions go beyond curriculum enhancements and impact
everyday interactions with students. Garmon (2005) states that a teacsoStatin,
defined as “a person’s character traits and tendencies” (p. 276), and expgen@area
profound effect upon their attitudes towards diversity. In Garmon’s (2005) research on
how multicultural courses affect pre-service teachers’ attitudes, he foairiti¢he are
several key factors to changing these students’ view of diversity.

It is important to realize that a person’s prior experiences, emotions, andestti
affect the learning and teaching process. Garmon’s (2005) study found that &ose pr

service teachers who were open and receptive to multicultural education had certai
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common disposition traits and prior experiences. Garmon (2005) stated the
“dispositional factors are openness, self-awareness/self-refledsyearel commitment
to social justice. The experiential factors are intercultural expesgadacational
experiences, and support group experiences” (p. 276). When teachers are open to new
ideas and viewpoints they can see the world through another’'s eyes whicll k@i
when teaching in a diverse classroom. Being aware of one’s own beliefs, ldng he
assumptions, and reflecting upon these ideas will allow a teacher more insagheir
student’s views and attitudes. “Regular reflection on one’s teaching is ceasater
essential practice for teachers, and it is equally important in developinguttultl
knowledge and sensitivity” (Garmon, 2005, p. 278). Lastly, a commitment to social
justice where teachers act as a change agent to improve student achievemueght thr
their belief in equality was noted as an important disposition in the study.

Prior experience is a major aspect in how a prospective teacher views
multicultural education. Intercultural experiences can be either a pasithegative
influence upon their views on diversity. According to Garmon (2005), teacher education
programs need to offer their students many opportunities for positive intercultural
experiences both in the classroom and in the field. Garmon also suggests that suppor
groups are very important to offering a safe environment where prospectohets can
discuss their views and investigate diversity in a protected and acceptimgnment.
Support groups are very important for personal learning and growth. The experience

factor cannot be understated with Garmon (2005) citing that “teacher candidhtes w
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considerable intercultural experience are more likely to develop positivelagtiand
beliefs about diversity than those with little or no experience” (p. 280).

Teacher attitudes towards diversity may also stem from theindseadif self-
efficacy. Albert Bandura coined the term self-efficacy which is one’s medg of
capability to perform a task or engage in an activity” (Pajares, 2000, pe8khers who
are confident in their ability to teach are more prone to take risks in ordekéoama
change that will aid their students’ academic abilities. Teachingsagiwtudents can be
difficult and if the teacher does not really believe that altering threcalum will make a
change, they may not take that risk. Pajares (2000) reflects upon Bandura'’s theory
stating “unless people believe that they can bring about desired outcomes agtibies
they have little incentive to act or to persevere in the face of diffistilfjge 4). Teacher
attitudes towards diversity and transformative educational experienegly grgact
their teaching and classrooms.

Chapter Summary

The literature review highlighted the challenges in education regarditigeN
American students. The historical content reviewed emphasizes the uniqueiacadem
history of Native Americans which influence education today. Researchexallarg
for a change to existing curriculums in order to reach all students and reduneaamht
dropout rates of Native Americans. These changes need to start at the bediheng, a
university level, so new teachers entering the field can make an impact.

The literature reviewed was a mixture of quantitative and qualitativeestu@if

all the literature reviewed, Cleary & Peacock’s (1998) qualitative studyesf60
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teachers involved in teaching Native American students focused upon the teaainers’
experiences. This research told their stories through interviews that includedabe
accounts of both the teachers’ successes and their failures. These accounts have
influenced my choice of a qualitative study focusing upon teacher’s own expsrience
Only through the reflections of teachers identified as successful eduoaidative
Americans, can one understand how they have achieved this recognition. What
experiences do they believe have led them to being effective educators?ré\thaira
formal and informal educational histories? What classroom practices dpettteyve as
making an impact upon their success? These are the questions | set out to exmpjore i
study. The purpose of this multiple case study was to explore and describe the
educational histories, perceptions, and experiences of successful educatiigeof N
American students in the K-8 environment which in turn can inform pre-servicetteache
education in this area.

Chapter 2 presented the literature concerning the state of education for Native
American students, suggestions for change, and effective teaching sttatélgapter 3

will present methods used to collect and analyze data for this qualitatiye stud
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CHAPTER 3

METHODOLOGY

Introduction

The purpose of this multiple case study was to explore and describe the
educational histories, perceptions, and experiences of successful educatdaigof Na
American students in the K-8 environment which in turn can inform pre-service teacher
education in this area. Before instructors of pre-service teachers cenacrneadel of
effectual teaching strategies for Native American students, we need tstandevhat
successful teaching is from the reflections of effective teachers fielthe Their
experiences and reflection on practice can inform pre-service education.

The focus of this study was to understand the experiences of educators identified
as being effective with Native learners. In order to understand this phenomesen, the
teachers participated in individual in-depth interviews that included thesctieihs upon
education and the Native learner. As these teachers reflected upon theenegsewhat
do they perceive as attributing to their success? Was it their formatieduaaormal
education, or classroom experiences and things they learn daily from tldeintst?

These are the questions | investigated in this multiple case study.

Design of the Study

People view the world around them in differing ways. Some see the world in

absolutes: black and white; right and wrong. Others see varying shades, @ingraye
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drawn to more in-depth understanding of complex issues and situations. Qualitative
researchers want to investigate those gray areas and try to make sers®ofgrta
from the participant’s views, feelings, and reflections. Glesne (2006) whées
“qualitative research methods are used to understand some social phenomena from the
perspectives of those involved” (p. 4). This is why | chose the qualitative aleskssign
in order to conduct my investigation.

The qualitative methodology utilized for this research was a multiple tabe s
Creswell (2007) declares “case study research involves the study ofi@exggored
through one or more cases within a bounded system” (p. 73). The objective of case study
research is to understand a matter or issue by investigating through therusepbé
sources such as interviews, observations and document analysis. Creswell daytinue
stating the case study methodology is a good choice “when the inquirer hbs clear
identifiable cases with boundaries and seeks to provide an in-depth understanding of the
cases or a comparison of several cases” (p. 74).

While investigating these case studies | utilized a phenomenological dppooac
my research. Phenomenology is the study of an event or phenomena from the
participant’s viewpoint. The researcher must be willing to set aside acgreived
notions or assumptions of the subject studied and approach the research with an open
mind and willingness to learn from the participants. The first thing a reseaests to
do in order to truly understand the experience is to commit to experiencing the
phenomenon up close and personal. Patton states that this type of inquiry “leads to the

importance of participant observation and in-depth interviewing” (p. 106). Through both
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focus group and in-depth interviews coupled with recording my thoughts and perceptions
| described these educators’, whom | consider the experts, views on sulcaedsf

effective teaching of Native American students.

Participant Selection, Criterion, and Site Selection

Patton (2002yvrites that one major difference between quantitative and
gualitative research is the use of purposeful sampling. “Qualitative inquicaliypi
focuses in depth on relatively small samples, even single ddses)(selected
purposefully (p. 230). This research was focused specifically upon educators in K-8
schools in Montana that are identified as effective teachers of Native studéith this
in mind my criteria for selecting the research sites were schotbhidigh Native
American populations located on Indian reservations in Montana that were valling t
participate in this study.

| began my selection process by researching schools that had high Native
American populations according to state records. | then utilized a gatekdepesmas
familiar with high Native population schools, and had a personal relationship whth bot
principals and superintendents to recommend my research and gain entry into their
schools. After the superintendent expressed interest in my study, | emgageersonal
phone call followed up with an email detailing my study and what | was interested i
doing. | also attached my questions so they were aware of what | would be heking t

teachers.



49

Once my research was accepted the superintendent contacted the principals to
make them aware of my approval to enter their schools. I then followed up vétmaker
phone calls and emails to each principal. For those who agreed to identifysBulcces
teachers that | could interview, | began with a school visit to meet withritiegals and
discuss my research in person. After discussing my study and lettingtlo@nwhat |
wanted to do at their school the principals identified teachers for me to imteand set
a date for a whole group focus interview during a staff meeting. Thess skr
interviews took place over the spring of 2010.

| then followed through with the teachers at each school either in person during
the principal visit, or by email. Each principal set up the individual interviewsloer ei
the same day as the focus group meeting, or a day adjacent to it so | only had to make one
more trip to each school. As | followed up on a time to interview each of the tedchers,
again explained my research so they had an idea what the interview would entail. All of
the interviews took place during teacher’s prep time in their own classrooms, or on the
school grounds.

The schools visited were all located on Indian reservations with a 90 to 100%
Native American student body representing a few different tribes. Alkeaf¢hools
were either elementary or K-8 grade levels. The research sitesmall rural schools
with student body populations ranging from 100 to 150. Some of the schools had up to
90% of their students bused in from the surrounding areas. One of the schools had
almost a 50% Native American faculty and staff, to another school with less than 10%

Native. The emphasis of the schools visited ranged from focusing upon triba¢ eurltur
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its integration in every subject, to a heavy focus upon academics and attendlhiote
the schools had one thing in common; they were invested in a quality education for their

students.

Participant Demographics

The interviews took place at three schools and included 32 teachers and staff
members. | will firstly discuss the entire group of interviewees lwimcludes both the
focus group participants and the individual interviewees. 90% of the participasts wer
female with roughly two thirds of them originally from the state of Montaftze
majority had an elementary education degree with the minority attainiogdsey
education degrees. The age breakdown is the following: 22% between 20 — 30 years of
age; 9% between 31 — 40 years of age; 41% between 41 — 50 years of age; and the
remaining 28% aged 51 or older. The majority of the participants were between 41 to 50
years of age. Interviewees ranged from first year teachers teravef 35 years in the
profession. The norm was 11 years teaching in general, with an average & 7 year
teaching at the school they were in. 38% had attained or are currently wamkamg
advanced degree. Lastly, of the group interviewed 63% had either Indian Education for
All training or some professional development classes that dealt with Matigacan
issues and education.

The individual interviewees are summarized in Table 1 below. As noted in the
chart, the years of teaching range from four on up to fourteen with almost niag¢hear

average. All but one of the participants were from Montana and 50% of them are
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working on or already have an advanced degree. Two thirds of the individual
interviewees teach at the elementary school level having obtained¢negngéary
education degrees. One third of the teachers have never had any Indian EducAtion for
training or professional development classes that dealt with Native ¢anassues and
education.

Table 1. Demographics of Individual Interviewees

Adv. In/Out | Education: | Prof. Grades Age Years
Degree State Bachelor | Dev. & | Taught teaching
orin Degree or
process IEFA
No In Secondary Yes 5-8 41-60 6
Yes Out Secondary Yes 5-8 41-6( 14
Yes In Elementary Yes K-4 41-60 13
No In Elementary No K-4 20-40 4
No In Elementary Yes K-4 20-40 4
Yes In Elementary No K-4 20-40 12
Instrumentation

Each interview session began with handing out the Informed Consent form
(Appendix D) and reviewing it with the participants. After they agreed to geatecand
signed the form, we proceeded with the interviews. An interview protocol (AppAndix

was utilized to guide the individual in-depth interviews but allowed me titgda to
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follow through on certain themes the participants revealed to me. The foops g
interview guide (Appendix C) was utilized for the whole group meetings andlext|
more general questions addressed to all teachers and staff. Both interviewlprotve
reviewed and revised by my committee members. |then met with a tedehaad
taught at a high native population school to review my questions. | was verytedeares
finding out from this former teacher if my questions would elicit the informatieented
for my study. We worked together to revise the questions and make sure they were
relevant. The interview process on both the individual and focus groups began with an
open ended demographic questionnaire (Appendix B) that | used to gather information on

teacher education and background information.

Data Collection Procedures

Qualitative data collection and analysis procedures afford the readsptimstch
descriptions of the researcher’s findings. To accomplish this | colldutes different
sources of data; individual interviews, focus group interviews, and a demographic
guestionnaire. The questionnaire was used to record demographic information and
educational history. For the interviews | gave the participants therlatbConsent form
(Appendix D) at the beginning of the process which | read over and remindethtitem
their participation is voluntary. Before beginning the data collection prélcess
Informed Consent form was submitted and approved by my university’s Institutional
Review Board (IRB) committee. |informed the participants that thay choose to end

the interview or decline to answer any questions. | insured their confidgriainot
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using their real names and omitting any references that could uniquetifyideem.
The interviews took place either in the teacher’s classrooms or for the focys gr
interviews in the school library. All interviews were recorded at the t€aghermission
in order to be transcribed later. An interview protocol was used to guide theamtervi
but allowed both the participant and myself latitude to investigate areasrefsint |
personally transcribed each interview afterwards and noted my thoughts andigescept
in brackets to delineate the interviewee’s words and my insights during theewter

Once the interviews were transcribed | sent each individual interviewee a
summary of my findings for member checking. Each participant was theerhance to
review the findings, add any other thoughts, and revise any statements @o icheh®
sure | was correct with my conclusions. The respondents agreed the sumraegies w

accurate, with some including additional information or insights.

Verification/Trustworthiness

| verified my findings by collecting a few different types of data. Ui$e of
multiple data collection called “triangulation” increases the trustwaoess of data
(Glesne, 2006, Patton, 2002). | used the open ended questionnaire to collect information
on demographics and educational histories. The individual interviews expanded upon the
guestionnaire items in order to learn from these participants’ rieflegpon their
practice. Focus Group interviews with all the teachers added additéorahation on
the topic of teaching Native Americans. These three types of data collewtthods

support the triangulation of data that adds to its trustworthiness.
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I maintained a journal on my own thoughts throughout the data collection and
analysis process to make sure | kept my own biases out of the research. Mgpgateke
who aided me in gaining access to the schools was involved in a peer review of my
findings to make sure | am interpreting the data accurately and to add thele#tgew
and insights. Member checking verified that what | had recorded acguedtetted
what the participant relayed to me. The collection of data from multiple sciudés! to
the verification of findings. All of these procedures increased the trustwashamel

verification of my findings.

Data Analysis

“Data analysis involves organizing what you have seen, heard, and read so that
you can make sense of what you have learned” (Glesne, 2006, p. 147). To make sense of
all my data collected | looked for patterns and themes. | transcribbdéthe
interviews and then looked for common themes and quotes that described these themes in
the participant’'s own words. The themes were then color coded and grouped under
common categories.

The process of coding involves reading and rereading over all the data collected
and grouping it under common themes, categories, and sub categories. Glesne (2006)
states that “by putting like-minded pieces together into data clumps, you c¢reate a
organizational framework” (p. 152). My analysis process included the use of a concept
map and visual representations of each theme noted. | created a concept map using the

color coded themes mentioned above. Then each emergent theme was grouped with each



55

of the research questions in order to discover those answers. In addition to thé researc
guestions | also had other categories that emerged from the data. Eaclysedsgor
arranged on color coded poster boards with corresponding participant’s quotes for a
visual representation of the data. Once completed, these categoriesnvpiled and
presented in Chapter 4; the findings.

| began my data analysis by transcribing all of the interviews. Thw&imie
guides for both the individual and focus groups followed a distinct pattern which covered
each one of my research questions. With this interview structure | was able the
emerging subthemes as | progressed through the transcription procesco@pteted |
looked for the subtheme threads and used colored markers to highlight the participants’
words that went along with those subthemes and created the concept map and color coded
poster boards. On the computer | compiled all of the participant quotes under each of the
subthemes and summarized the findings pulling out the best quotes that exemglified ea
theme.

Each one of the instruments added to the data collected and was used to cross
reference my findings. The demographic questionnaires described thpaats and
aided my search for commonalities in educational histories. The individual im-dept
interviews afforded the participants the time to ponder each question and to share thei
experiences and perceptions in a personal one-on-one conversation. The focus group
interviews added another dimension to the data collection process by hearing the voice
experiences, and ideas of all the teachers and staff in the schools. All of thgsfindi

were compared to the literature review to look for commonalities and diffetence
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With this analysis process | have described the experiences of mypparsc
Patton (2002) reflects that “phenomenological analysis seeks to grasp addteltioe
meaning, structure, and essence of the lived experience of a phenomenon for arperson o
group of people” (p. 482). It is this “essence” that | set out to discover, analyze, and

create meaning for myself and my readers.

Timeframe

The entire process from proposal acceptance to final draft of my dissettaik
two years. My doctoral committee approved my proposal with some modificatiomg duri
the spring of 2009. Acceptance and entry into the schools took a couple of months,
beginning in November 2009 with final approval in January 2010. Before | could begin
data collection my Informed Consent form and research had to be approved by my
university IRB committee. This final acceptance came in January 2010santeetime |
was given permission to conduct my research at the schools. Onsite visitsimgtpals
took place in late January and early February immediately following regncs
approval. Data collection began spring 2010, with monthly school visits from February
through April 2010. Transcription took place over summer & fall 2010. Data analysis

was completed January 2011.

Chapter Summary

The purpose of this multiple case study was to explore and describe the

educational histories, perceptions, and experiences of successful educatdngeof Na
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American students in the K-8 environment which in turn can inform pre-service teacher
education in this area. Chapter 3 presented information concerning the design of the
study, participant demographics, sampling procedures, and the qualitative ntb#tods
were utilized to collect and analyze the data.
Chapter 4 will present the results of the study, describe the phenomenon

researched, define the themes, and compare the findings to the research questions
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CHAPTER 4

RESULTS

Introduction

The purpose of this multiple case study was to explore and describe the
educational histories, perceptions, and experiences of successful educatitirgeof N
American students in the K-8 environment which in turn can inform pre-service teacher
education in this area. The focus of this study included interviews at three separat
elementary schools located on two reservations and servicing multiple tfibese
results of these three case studies were combined to present a full picture of the
experiences of teachers of Native American students. | wanted to know how these
teachers became successful: was it their formal education; informatieduoa
everyday classroom experiences that they attribute to their effecsvemidr this unique

population.

Participants

In order to investigate my research questions | conducted individual and whole
staff focus group interviews, along with collecting demographic informatiougrthe
use of a written questionnaire. The demographic questionnaire was used to cowripare ba

to the transcripts of the interviews, and also to create a spreadsheet gigrdrtiata.
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Individual Interviewees

The individual interviews included six teachers identified by their princgmls
being successful and effective Native American educators. This group ¢f feosdle
teachers ranged in age from middle twenties up to late forties. Over 80%omer@nd
raised in Montana and half of the interviewees grew up either on a reservatioacenad)
to one. 67% had an Elementary Education degree and three of the teachers had already
attained an upper level degree or working towards one. Together these teachers
represented 53combined years of teaching with 96% of those years in high Native
population schools.

These interviews were longer in duration than the focus group sessions and more
in-depth about the topics | was interested in. Each interview took place pither i
teacher’s classroom or in another room on site. The majority of these teaehersow-
Native, but not all of them. This afforded me the opportunity to include another
perspective to my questions for a richer view of the entire phenomenon studied. One
thing all of these teachers had in common was an unwavering passion for teadhang a
love for the students they taught. Their passion and dedication was so inspiring to me |
considered giving up my current life to join their world which included such unique and
rich cultures, in order to work side by side to improve education for Native éaneri |
left every interview session feeling privileged that these teachexeswilling to open up

their lives and share their distinctive perspectives on teaching with me.
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Focus Group Interviewees

The focus group interviews included all of the teachers at two of the case study
sites and incorporated more general questions from my research. Each focus group
interview took place in the school library after school. These interviewsngavke
chance to hear the views of all the teachers. The focus group interviews dn2tude
teachers and staff members. Of the 26, twelve were Native American arstnégde
46% of those interviewed. The participants were 92% female and 17 of the 26 were born
and raised in Montana.

With such a rich variety of participants | heard all sorts of wonderfwltrib
specific stories which | cannot include because interviewees may beconiiaiolent |
also recorded some unique and very important information from a Native point of view

which | have presented throughout the findings.

Reporting of Results

The results of the study are presented below in an outline form so the reader can
view each of the themes and subthemes that came out of the data analysis.t Mlaéfirs
theme arose out of two unique questions | only asked the individual interviewees
identified by their principals as being effective and successful tesachbliative
Americans. The next three themes centered on the study’s researabngudstch one
of the research questions became a main theme and after analyzing theddaitting
like minded quotes from the interviews in categories, the subthemes emerged. Due to my

focus on the participants as “experts” | have presented the reader with various
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interviewees’ quotes that illustrate and add depth to each one of the subthemes. My goal
IS to give a voice to my participants’ views and allow that voice to be heard in the
research results.

l. Effective and Successful Educators of Native American Students

a. Why were you identified?
b. How became successful?

. Formal Education

a. K-12 education
b. College education
c. Professional development

1. Informal Education

a. Community involvement

b. Parental involvement and contact

c. Native mentors

d. Elders and community members utilized in the classroom
e. Native language role in the classroom

V. Classroom Experiences

a. Poverty

b. Cultural differences

c. Trust/bonds/relationships
d. Transiency

e. Language barriers
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f. Teaching strategies

g. Native learning styles

Effective and Successful Educators of Native American Students

When | began my individual interviews | asked the participants two unique questions
that had each teacher evaluate why they were chosen, and how they becamtilsuccess
These answers will allow the reader an understanding of their self pencapd why
they feel they were identified as effective and successful teachersivd Nenerican

students.

Effective Educators: Theme 1: Why were you identified?

When | began my individual interviews with teachers identified by their prirsgipal
the first question was the following: “Why do you think your principal has idedtifou
as being an effective and successful teacher of Native American stlidéhesanswers
ranged from improving test scores, to personal relationships, to having high expectations
for their students. All of the teachers though had one thing in common. They were
committed to education and improving the lives of their students.

Many of the teachers interviewed discussed improving their studentsde=t as a
reason their principal had me visit with them:

| have proven test scores which have become very important to our school

district. Over last year's class out of 15 kids | had nine in tfle 90
percentile both in reading and math. So | think that has a lot to do with it.
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One interviewee stated that every year when they take the national dizedlar
test “on average | have brought each year my kids up 1, over 1 grade level.”
Another recanted how beneficial it was to teach various grade levels so she had “a
good feel of where they need to head.” A participant felt they were identified by
their longevity and knowledge of the school:
| think | have a broad knowledge of different things. Through the years at
[school] | have been on just about every committee. Retention
committees, those kind of things. So | have kind of a vast knowledge of
where [school] has been, where we are now, and hopefully where we are
headed.

Some of the teachers also stated that they had good rapport with both theisstudent
and their parents. Relationships came up a lot in the research. Not only creating g
relationships, but also maintaining those relationships. One teacher shared her
experiences with parents:

| have a good relationship with all of my parents each year. | keep in
contact with them quite a bit, so | am constantly talking to them and
letting them know what we are working on or what | would ask them to
work on.

Another felt they were identified for their relationship with the students:
Probably because | am able to have a good rapport with the kids. |try to
get through the whole curriculum, and | have had pretty good success
teaching Native American kids....You know, it is still everyday in the
classroom working with kids. Basically that is why [principal] identified
me.

A good relationship with coworkers and staff was also noted as a reason they

were identified. One teacher reminisced about when she first started there and

taught alongside the current principal. “I felt that at that time we both wer
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having a lot of success teaching reading to the early grades.” Thosss&ascard
the close personal relationship she built with her fellow teachers washeffelt
she was identified.
All of the teachers are interested in expanding their education through pnoé¢ss
development opportunities, or advanced degrees. One teacher mentioned “I also
organized a lot of professional development for teachers and | think that is anatbar rea
[principal] would say that | have good experience.” Another stated “laanstantly
trying to better myself, my education....I am always trying to find out more
about..different cultural things. 1 am kind of an outspoken type of person so if | do not
understand something | will just ask you.”
Lastly, a commitment to high standards and a passion for the job is why these
teachers felt their principals identified them. “Well, | guessllye® have high
standards for all my kids and | lay that out for everyone. | demand a lot fyom m
kids and I let my parents know that | demand this.” Another commented the
following:
| think that children are our future, and when | am older these are the
people that are going to be taking care of things in the world that have to
do with me. So | just take my job very serious. So I think that is just
relating to the children and justwanting to better myself education wise.

All of these teachers had one thing in common; they were passionate about their

jobs.

Effective Educators: Theme 2: How became successful?

One of the other questions | asked my individual interviewees was “How did you

get to be successful with teaching Native American students?” Therarisave
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centered on relationships, connecting prior knowledge to the curriculum, and getting to
know the culture. As mentioned previously, relationships are a key component of an
effective and successful educator working with Native American studenteand t
families:

A lot of it is my relationship with my families and my relationships with

my students. | think in order to teach a child you have to get to know
them and have a bond with them. And in order to teach a child you must
have a bond with their parents. Because as much as we say it doesn’t
happen, a child hears what their parents say and the parents are going to
tell their kids if you are good or not good, and it will wear off on how they
feel about you and what their child learns from you. If the parent doesn’t
like you, the kid is not going to learn as much from you. You know, it's
going to cause a relationship friction | guess | would say. And by having a
good strong quality relationship with all my families, it helps me to teach
my kids because then they are more open to work with me.

One of the interviewees brought up the relationship she has with a Native
American aid in her classroom. When she does not understand something she
feels comfortable asking her aid “why is someone doing this? And she is not
judgmental, like oh here is a lady who doesn'’t get it. And she explains it o me;
think that is probably the most helpful thing right there.” Respect also emerged
when discussing relationships:
| think it is a matter of really having respect for students and their familie
and understanding where they are coming from and trying to make a
connection. That is a great question. | think it really is respect, and
understanding, and developing relationships with people. | think if you
cannot do that you better move on. | do think the relationship piece is just
SO important, not just with parents and students, but with your co-workers
as well. Yea, but | think, definitely relationships are the key.

Several of the teachers mentioned how important it is to integrate cultureand pri

knowledge into their curriculum. They achieved this integration by getting to Kreamv t
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students outside the classroom. Whether that is sitting down and eating lunch with thei
students, or seeing them at sporting or community events. Observing theirsitadent
different social settings in order to learn more about them, find out theirsistered
what sparks them. These teachers would then bring that insight into the classroom to
connect to whatever subject they taught:

Connecting and relevance, kind of a constructivist approach. Finding out
the knowledge they have and build on it. You know, even now | spend a
lot of time in the lunchroom or outside with the kids because that is when
you find out “Hey what did you do this weekend” or what they are into
outside of school, and those are the kind of things that yauid.on.

Lot of trial and error, a lot of coming to the realization that even though
these kids have some reading issues, even though they may come to us a
couple grade levels behind, they have a rich wealth of knowledge either
cultural or just social, and they bring that with them to the classroom. And
figuring out how to tie that stuff in with teaching...is kind of what made

me a better teacher. Learning about the culture or what makes the kids
tick and fitting that in with what [subject] | would be doing.

Four of the six teachers shared stories with me regarding cultural norms and
values that are very important to know up front so you do not offend anyone. One of the
cultural norms has to do with relationships within the family and extended faffrtigre
are some members of the family that cannot talk to other members. So wherchgs tea
was trying to pass on messages to family members, they were neveredelive

They lived in the same house and never talked to each other. Yes, and so
you know, she would ask how her grandson was doing and | would talk ...
and | never knew things were not being passed on between the two of
them. | would say, “Well could you let him know,” and nothing was ever
said to me at first and | just assumed we were having this open
communication relationship....Finally someone just said to me “well you
know | am not supposed to be talking with [them]” and this is months
down the road...Yea, and just things like that, and me being the kind of
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personality | [said] “Well why?” You know, it is just because. So | think
it is just getting to know the culture would be overall the biggest thing.

| come from a family that we are just very open and hugs here and so that
was just very interesting. And coming from a culture where a lot of folks
are related here, and this person cannot talk to this person. It just kind of
makes for, you know, you have to find out who can’t talk to who. | just
made a lot of assumptions, and then | go “Why not?” And that is very
rude and disrespectful until it is explained to me.
This teacher said that getting to know the culture was their biggest clealleng
Learning about the cultural norms to avoid offending anyone was a common
theme amongst all of these interviewees. They all though made an effarinto le
and this understanding and respect for their students and families is whyltthey fe

they were chosen as effective educators.

Formal Education

For the sake of this study, | defined formal education as any academiti@uaica
experiences such as college education, teacher in-services, and@nafess/elopment
classes that informed these teachers’ practice. The research quegtogunided this
section of inquiry is the following: What is the formal educational (acadensi©riof
successful educators of Native American students? As | conducted manchesed
created the individual interview protocols | discovered that discussingetes&-12

educational experiences also informed the study so | included this aa séatiquiry.

Formal Education: Theme 1: K-12 Education

During the individual interviews | asked questions directed at investigete

teachers’ K-12 experiences. These questions focused upon the communitieswhey gr
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up in and what experiences they had with Native Americans. | also asked lthem al
remember back to their K-12 education and how Native Americans were depithed i
curriculums.
The teachers interviewed were split down the middle concerning theirezqesri

growing up with Native Americans. Some grew up near reservations, ®parrto
whole blooded Native American. “I grew up with a lot of Indians. And | thought | knew
a lot of Indian people, and | did, but when you actually live on the reservation and work
with reservation kids you are like, | did not know anyone, did not know anything.” This
same teacher reflected on growing up with Native friends and that ttglefevas so
different than her own. She stated that there were four in her family and she hath her o
bedroom, and that was all that lived there; just her immediate family. This w&sk
contrast to her Native friend’s house. “I would go to my friend’s house and they would
be on the couch and grandma and grandpa have a bedroom, and mom and dad have a
bedroom, and there is typical people coming in and cutThese experiences taught her
some lessons about the culture and gave her an inside understanding to the lifestyle

Other interviewees had varying degrees of contact with Native Amsrfoam
absolutely no contact to hardly any, and some even grew up in communities that were
prejudiced against Indians. One teacher recounted her experiences growingomaih a
town:

Coming from [a] very small town, | am going to admit, kind of prejudice

towards the Native American culture. But | have never been the type of

person; my parents raised me that you just accept people for who they are.

So | guess that has never been an issue with me. Other people may be like

that, but | just accept people for who they are. I've never had say a bad
incident, so that has never been an issue.
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When asked how they remembered Native Americans depicted in their own K-12
curriculums, they all agreed there was a lack of Native Americans in theatonal
experiences. One of the teachers stated “I really don't, | remembgeanee had
Native American week and they had dancers come to the gym. That was it, thkt was a
we did.” Another reflected “You never heard much about them except for wars....Even
in [her home town which was on an Indian reservation] we did not talk much about
Native American history.” Another recounted they did not recall much aboweNati
Americans:

In the history books.certainly we heard about Custer....But it was really

not that pervasive in the curriculum at all. Most of the images you would

receive from cowboy and Indians were from movies. | remember

Jeremiah Johnson, that movie. My exposure to Native Americans was

extremely limited until | went to college.

One teacher remembered, “Looking back very inaccurately. The typical, what
pops in to your head when you think Indian, Pocahontas or somebody with a
feather, you know very stereotypical images.” An interviewee said they touched
on it a bit in History, but the Native American culture was never brought into any
other subject like the push is today. She agreed with the move towards cultural
integration stating “I think is a great thing because so many people assume
many things and really don’t know how things are.” One thing they all agreed
upon was the omission of Native Americans in their early education no matter

where they were raised, which included some of them near or on Indian

reservations.
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Formal Education: Theme 2: College Education

Of the individual interviewees, five of the six teachers said that their forma
college education did not prepare them for what they would have to face in a high Nati
population school. These sentiments were also reflected in most of the focus group
interviews but not everyone agreed. | will present the negative cases figjlthese
summaries.

The first sentiments from the teachers about their education degreegyhat th
received at various colleges were that they did not prepare them to facesbessof
everyday teaching. Most of them agreed that their degree gave them a goodbatkg
in how to write and prepare lesson plans, how to connect student learning to objectives
and standards, but did not give them enough hands on experiences in a school setting.
The following teacher’s reflection is very indicative of many of the inésvee’s
conclusions:

No, | was very ill prepared to go into the working world, honestly. You

know | walked out of there thinking, Oh, every job | go to | am going to

have to write a lesson plan or it is going to be all structured and | will

create these great elaborate activities for every little thiegcht and it is

not like that. It definitely is not like that, and | do not feel that my college

classes did justice for what | have to do in the classroom. | feel it helped,

you know, it got me somewhat prepared, it got me to look at objectives, it

got me to look at standards, to be aware of them, but it didn’t show me the

stresses of actually knowing what you are going to do. | was put into all

sorts of practicum, from day cares to preschools to, really you are just

observing and it is totally different from, to observe, especially at lower

levels than it is actually to be placed in it.

One interviewee stated that the best learning experience she enawasre

during her practicum where her cooperating teacher not only made her teact thest

time she was in it, but also acted as a guide. After each of the lessons die led, t
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cooperating teaching would sit down and they would discuss what worked, what did not,
and how she could change things for a more positive outcome the next time. This teacher
stated she learned some valuable lessons during these hands-on experibeces i
classroom:

She would have me create a lesson plan and she said if this is not working,

you feel it is not working, you need to be able to change it immediately.

And | was like “What?” If you are in a classroom and it is not working

you have to be able to switch it off and find something else, you know.

You can't, it is just painful to continue doing something that is not

working and | was not aware that | would have to be switching around like

that. So, that was an eye opening experience.

| asked the interviewees if they had taken any multicultural classeg datiege
that included information on Native Americans. | also asked if they had a multadul
class, did the class influence how they teach now to an almost 100% Native American
population. The comments on this question were interesting in that most of them said if
they learned anything about Native Americans it was not through the Education
department. The respondents mentioned that the multicultural class offered theugh t
Education department either did not cover, or devote enough time to, Native Americans
One teacher declared that “everything discussed in ours was all abouhAfneaican
when they talked about multicultural background.” Another teacher stated:

| just figure when you are dealing with multicultural you should try to at

least, you know a semester long class you have plenty of time to cover a

lot of different cultures. So, include Native Americans. Because when |

got here | did not know a lot of the history, and all my kids tell me about it

and | am just like “Wow, | never knew that and | have taken a lot of
history classes.”
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Some of the teachers mentioned that they had taken very informative classes
through their college’s History and Native American Studies departmenigeha
helpful to them.

Any...education that | received regarding Indian people or Native

Americans in Montana were through courses that were not in the

Education department. | had a Native American class and then | had a

couple of outstanding History classes and that is where | really learned

more of an accurate history. Nothing in my Education classes pertained to

issues on reservations.
A few of the interviewees revealed that they learned more about Indian issudbé
Native people that were students in their college classes. One of the teduhbedw
been teaching on the reservation for a while recounted a class he took and said the
professor “...just kind of relied on me for the Native American perspective eatus
that time | had been teaching for a number of years.” The following sums up the
interviewees thoughts on the subject: “Yea, well, | did not walk away enlightened...but
the Native people in the classroom were a very important part of learning athant In
schools and issues.”

The last subject that was discussed included the overwhelming poverty and low
socioeconomic issues they faced teaching on the reservations. Most of hieestéac!
no understanding of the high level of poverty that existed on the reservations and its
impact upon education:

We did not talk about teaching kids that live in high poverty areas. We

did not talk about that at all either on or off the reservation, | think. That

is something that definitely needs to be covered. It doesn’t matter what

your race is there are a lot of issues, there are a lot of ways poverty
impacts education and | think we need to be more prepared to handle that.
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The consensus was that their college education taught them how to teach in & “perfec
world” and only prepared them for the best scenarios. It did not prepare them tocstep int
the situations they had to face teaching in such an impoverished community.

Not all the teachers felt that their college education failed to reham for
teaching in a high Native population school. One teacher mentioned that their education
gave them the tools to survive:

In my college days | had very good teachers in History that taught me how

to think, taught me how to find what you need to do. So once | started

here | think | had the skill set to pretty quickly figure out where these kids

were coming from....So | would say yes from the standpoint that it

allowed me to learn how to think and do what | need to be successful.
Another teacher said it was not the college’s fault that she was not prépésadh on a
reservation, but attributed it to her own unpreparedness. She was young, and did not
concentrate on her studies as much as she should due to working full time and enjoying
the freedom of living on her own. Once out of school with her education degree she was

hired into a school that included “no books, no textbooks, no nothing. It was quite an

experience. | mean, the college really cannot prepare you for that.”

Formal Education: Theme 3: Professional Development

Professional development courses that addressed Native Americans were ver
beneficial to the teachers interviewed. Four of the six individual intee@swnentioned
they had taken professional development courses offered through their schodl or loca
tribal colleges. All of the four agreed these classes were very behafidiapplicable to
their teaching. 77% or 20 of the 26 interviewees included in the focus group ingerview

had taken some professional development or continuing education courses that focused



74
upon Native Americans. Many of these teachers commented that the professional
development offered through their school “was better training than | had @agive
college. And | think all the training, professional development that | have attdmaies
been more applicable to teaching than the information | received in college.”

One of the individual interviewees shared some great stories about the diasses s
took through the local tribal college. One of the classes was all about the loealnd
through that experience she learned about their past and present history whidihéelpe
understand the Native people she encountered every day. There was also a logbf cultur
information that informed her about the different lifestyles of the tribe:

It broke down lifestyle and it told us historically why grandparents are

raising grandchildren. So a lot of it has to do with history. It doesn’t have

to do with the parents aren’t going to raise them or whatever, it is a very

historical reason, a very cultural reason, cause a lot of parents do not raise

their children since it was the grandparents duty.
Teachers also shared stories about the local tribal college that weremuséfbsing
appropriate and relevant materials for the classroom. Another clgbs Mative
American activities that one teacher incorporated to integrate cirtarker curriculum:

| take them [students] outside and teach them the history of the games and

a lot of the games had reasoning. | do one with my kids when they are

supposed to make a short spear out of a chokecherry bush. We just use

wooden clothespins and we decorate them and make them fancy. What

they would do is that the children would race and they would have to yell

and every time they stopped yelling you had to stick your stake in the

ground. And whoever would get the furthest is the winner. The historical

reason for it was when they were attacked those kids would be able to run

and yell to warn any of the men who were not in camp. They would run

and yell to build up their lung capacity.

Utilizing lessons that address Native American traditions have made @ wuliféein their

classrooms. Not only are the teachers incorporating culture but their stuelsognize
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they are making an effort to include their Native history and traditions. fi¢lission

adds to the students’ feelings of belonging.

Informal Education

Informal education is defined as any non-academic educational expetehce s
as interactions with parents, community, and knowledge gained from observations. This
also includes personal insights gained through the teacher’s own quest for knowledge
such as visiting museums, watching documentaries, and reading about the culture. |
categorize informal education as any learning that takes place outdmefoifral
traditional learning vehicles such as college or professional developmesgsolihe
research question that guided this section of investigation was the followingt i$\the
informal educational (non-academic) history of successful educatostioEMmerican
students?

The themes that emerged under informal education included the following:
Community involvement; Parental involvement and contact; Native mentors; Bhders a
community members utilized in the classroom; and the role of Native language in the
classroom. The first three themes came up again and again in the interviews. The
importance of being involved in the community and Native mentors were agreed upon
unanimously among the individual interviewees. The latter two themes evolved out of
guestions on how informal educational resources were utilized in the classroom.

One main agreement that came out of the interviews was the importance of their

informal education to teacher survival. “As far as teaching Native Aaresi..my
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informal education has been a lot more useful for me...It is a huge benefit, | would have
been loss here without having other resources. | think that is why other people do not
stay.” Many stated that what they learned on their own, informally, wasumsefel

teaching in a high Native population school than what they learned in college.

Informal Education: Theme 1: Community Involvement

Every one of the individual interviewees mentioned they were involved in the
community outside of school and how important that was for them. A lot of the
community involvement revolved around attending sporting events that the school
participated in such as basketball. Also, venturing out and attending cultural events was
very important to their relationships with their students and parents. The conesiuniti
where they teach are very close-knit and multigenerational. By being idvialve
community events it shows the Native Americans that these teacherseegstad in
their culture and want to be included. “You really have to be involved in the
communities. | go to pow wows, | go to basketball games. And you just put yaurself
there, you have to be involved in what you can be involved in.”

Everyone in both the individual and focus group interviews mentioned what a
close-knit Native community they teach in, and how important it is to reach out to be
seen and also to understand the culture.

| think | am pretty visible in the community to my students because | do

go to hand games, | do go to [local fair] every year, | go to Native days.

Make sure | get to the kids basketball tournaments or games. 1 think that

is important to them. It is important for you as a teacher because you get

to know your students in a different way than you do just watching them

in a desk. | think that is very important to understand. You know, what
they do on their own time, and how they interact with everybody. And it
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gives you an opportunity to know their families a bit better. And when

they see you there that helps you in your classroom. They will actually

behave better for you if they know you went to their basketball game. Itis

amazing, all you have to do is go to a basketball game and you have a

couple of kids go “How come you were at my game?” and | said “I came

to watch you”, “You did?” And it is really important and when they see

you at [local cultural events], they know you are interested in their culture.
Many of the teachers agreed that going out into the community is not always a
comfortable thing to do. Being non-Native and going to cultural events wberarg
the minority forces them out of their comfort zone. Even so, they all agreed on the
importance of “putting yourself out there.” One of my interviewees reatlyght this
point home when they spoke of the importance of being involved in the community. This
was very evident in their recounting of going to a pow wow:

Get involved, you know | think it is scary to get involvedince most

pow wows are not getting going until 10 O’clock at night. | am not going

to tell you going to a pow wow you are going to be just fine, since you are

going to be scared to death going somewhere pitch dark by yourself. But

you have to do it, you have to put yourself out there. Once the parents see

you places, and the kids see you places, that makes a huge difference.

Community involvement was a main theme in all of the interviews. Going out into the

community to learn more about the culture and connect with families is very anport

Informal Education: Theme 2: Parental Involvement and Contact

Parental contact and involvement varied quite a lot amongst the three research
sites. When asked about their contact with parents the remarks ranged froittleery |
contact, up to great relationships with their parents. | also asked how involved their
parents were in their children’s education both coming into the classroom and also

helping outside of school with homework and projects. These answers also were widely
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varied depending on the school site and teachers interviewed. One thing wasminsis
agreed upon though by all of the individual interviewees; favorable parental contact and
involvement was key to a successful educational experience for their students.

One of the three schools researched mentioned their parental contact and
involvement was pretty low, with one teacher stating there was “truly no parent
involvement at home.” When discussing below average reading and comprehension
skills in the lower grades one teacher replied that most of her student’sspaeeatnot
reading with them at home. “I would say most are not. You can tell, | would say two or
three, you know they do.” Many of the teachers mentioned that their parents told them
they do not have any books for their young children to read. A lot of this goes back to
the poverty issue that will be discussed later. Many of the teachers agte'pdriat
involvement is huge and you can tell when there is no parent involvement.”

The other two research sites stated their parental involvement was faing. st
“Yea, believe it or not it is pretty good. Considering most of our students come from
families that are living in poverty, and we are out in the middle of nowhere.” $efera
the teachers mentioned that their parent teacher conferences weaé sugcess, but
credit this also to the schools by holding them out in the communities so their parents do
not have to travel as far to attend. One teacher shared “I think it is a mattesdfdloés
making an effort to get out in the community that makes that succegsfaking it] a
little bit easier for parents to participate.”

All of the individual teachers interviewed stated they made an effort tb oedc

and involve parents on every level they could. Many of the parents, or care givers, of the
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teacher’s students do not always feel comfortable entering and participatiregschool
environment. That is why involving the parents whenever is possible was so important to
the teachers interviewed. Every one of the teachers stated they agk fmbe involved
in the classroom helping out with reading, coming on field trips, or just visiting in the
classroom. One teacher spoke of inviting the parents into the classroom for student
presentations and how important that is not only to make the parents feel welcome, but
also to build upon her student’s public speaking skills:

So then by having them [parents] come in we are showing them, and it

works on their public speaking skills which a lot of Native American’s

struggle with. You know cause, it's a very shy community. Unless you

are involved in it they are shy to speak out among other people. So it

really works on that public speaking skills and then they [the students]

own it, and the kid, | mean they are just excited about it. And their parents

are invited here, which is rare to have families in our school.
Communication with parents is also very important due to the rural nature of the
communities in which they teach, and the lack of phones within the home. One school
has utilized post cards as a creative way to communicate. The teachemtedab®ut
this uniqgue communication vehicle that “anybody can read it and you are sending
positive things. | even have the kids write to their parents about something they are
enjoying doing at school.” Finding ways to reach out and involve parents was a very
important component of parental contact.

Another obstacle to parental contact and involvement that emerged was the young
age of many of the parents. Many of the teachers stated they had quié\aelyt

young parents that not only did not know how to help with homework, but also unsure

how to best care for their children. One teacher recounted her struggles teegttipa
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help at home, even sending home instructions and answer sheets to aid the parents. She
lets the parents know if there is something they do not understand to call her. t&o I thi
that is something if the parents are not understanding, how can they help the child. | have
... a couple of parents that are quite young and | do not know what their education was,
so ... these are all things you want to take into consideration.” Another teacheowent s
far as saying she feels she has to take her parents through “Parenting 101":

Oh yes, | will use last night as an example. | have one student that is been
just tired and really sluggish and [to] the parent, | said “So and So, your

kid is smart, he is really a smart kid but he is lacking sleep. You need to
get him to bed, and make sure he falls asleep so he can get all those hours.
When these kids do not get the hours of sleep it is really hard for them to
focus, and not only that you need to make sure he is eating. Breakfast is
such an important part of their diet as in staying functioning and staying
alert in class. You have to make sure he is eating and going to bed early
because he is falling behind. My kids that were struggling have caught up
to him and now they are passing him.” And she said, “Oh my God,” and |
know she is going to school and she is a single parent. But she is young,
and more and more of these [parents] are getting younger and younger
having kids and they themselves do not understanding being parents. That
is what | see, me myself | do not have kids, | am not married. But the first
parent teacher conference | have to take them through 101 Parenting, like
“What are you doing?” ....I am telling them as kids what they need to do
for their kids.

One thing they all agreed upon is if the students are not getting the help and support at
home, they need the support at school.

Another factor to parental involvement is the relationship teachers build with their
parents. Five of the six individual interviewees attributed their good relatpowith
their parents to their success teaching Native American students. By dghaaingst of
their parents they were able to learn more about their students which gained them a

deeper understanding. “I think one thing that is very special about [school] is the sma
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class size and that really gives you an opportunity to get to know the parents of the
students, and understand where each student comes from. Some of the parents were
students as well.” By getting to know the families better one teacher comnigattéuket
parents “really appreciate that, but | also think that it motivates you tolveoder.” One
teacher mentioned sometimes there is a challenge to the familightther families:

You know everybody here so when the kids come in and they are tired,

and more than likely the kid’s parents were probably drinking the night

before, possibly at home. 1 think that is a challenge to try to meet

everybody half way because | know a lot of the parents in the community.

And when the kids come in and they are burned or tired and just having a

hard day and they want to argue with you about something and you try to

meet them along with this other student, and treat them fair across the

board. | think that gets hard because a lot of the time you know what is

going on in the home out there and that gets hard for me.
So building good relationships is a key, but does bring up other issues such as fairness,
and also trying not to excuse behavior due to the inside knowledge of the student’s home

life. Many mentioned it should not be an excuse for the student, but helps you as a

teacher understand their behavior.

Informal Education: Theme 3: Native Mentors

Every one of the individual interviewees agreed that they would have been lost if
they did not have Native mentors in the school, the community, and their classrooms.
These relationships are so important to understanding the cultural norms and values, and
helping to avoid any uncomfortable situations. Some of tribes serviced by thess school
actually adopt non-Native teachers. These Native mentors take teacherhemaeng,
invite them into their family, and help them maneuver in these strange culateakw

they are immersed in daily. The teachers all mentioned this mentoringemas be
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invaluable to their teaching and learning process. The importance of Naht@sn&as
also reflected in the responses from the focus group participants.

Not only did non-Native teachers feel accepted and guided by their mentors to
understand the culture and relationships, they also received help with choosindjultura
appropriate classroom materials. Many stated they had taught fer lyetthis was the
first time in a high Native population school and how different it was:

| think one thing that really helped me informally was the first year that |
was here | was adopted by...our counselor here at the time. And she was
so helpful to me about everything. She really took me under her wing and
| would do something.that was inappropriate or offensive she had no
problem telling me: “You know, we don’t do that” or “we don’t make

jokes about that.” One time | made a joke about little people and she let
me know right away that that was inappropriate. And that meant a lot to
me. And so having her as a friend and a sister was really helpful, and |
know there are others that have had that same experience. It is the family
atmosphere and being accepted and welcomed. And being accepted as |
am and knowing there are a lot of things | don’t know. That has just been
a huge part of my informal education.

One teacher shared that the most helpful experience she had since beginningsvork w
that she found a teacher who had been there for some time and just told her she needed
help. This mentor guided her, and made suggestions to aid her teaching. She mentioned
that “I would have drowned that first year and not wanted to come back if it was not for
her.” Most of the teachers shared stories similar to the following:

| have a lot of people, | have an aid, she was my aid up until this

year...and she was a big mentor to me. She really helped me know what,

“well you can't, or that is their life, this is how it is, or this is how it is

going to be,” you know. She will tell you how you can approach parents.

Oh yea, it really helps you out and that along with being involved in the

community. You are not going to find those people unless you step out
there.
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Not only did these Native mentors teach them about the culture, but invited the
teacher into their homes. “I became very close with her family, am very close
with her family, and | don’t think if not for that relationship | would know what |
know about students.”

One teacher told me a story about her mentor and how helpful she was to review
some “culturally appropriate” activity books she had purchased at a localrteache
bookstore. The teacher bought a set of books that she was very excited to use in her
classroom. She recounted, “And thank God | asked my aid to look through it and really
what applied. And | think there were only two things out of the entire book that really
addressed the true Native American culture. Other than that she was like ‘&vkm’
know where they came up with this!””

Some of the Native teachers actually laughed and joked about helping non-Native
teachers. One reflected about the relationship and why it works so well:

| think the willingness on both parts. The welcoming of the [tribe] people

but also like these ladies who have been here with us, they're open to it

too. And they want what is best for the kids and you sense that about

them, and they show that by what they do. It is kind of on both sides that

[is] what keeps them here you know.

One thing they all agreed upon is that Native mentors in the school and community is one

of the main reasons non-Native teachers survive and remain in high Native population

schools.
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Informal Education: Theme 4: Elders and Community
Members utilized in the Classroom

Three of the six individual interviewees mentioned that they utilized elderatweN
community members in their classrooms either as presenters or for ititoritinat they
could incorporate into lessons. Storytellers, artisans, and Native historians éave be
invited into classrooms to talk to and work with the students. Other teachers have
brought in student’s relatives: “I had grandmas come in and read to them, and grandpas
come in and tell stories.” Community members involved in traditional events such as
pow wow dancers have been invited to teach the students the meaning behind the dances
and encourage participation.

One non-Native teacher mentioned the importance of checking with elders or
community members before integrating culture and traditional items mtutinculum.
Below is a story that illustrates this importance:

Other things, trying to tie in science with the culture, you know there are

some things you need to check out before you do it. | thought it would be

very cool to get some kids wired up to an EKG and a respirator and then

have them go into, like a sweat, and see what the physiological aspects

were, what would happen. And so | approached an elder named [name

omitted] and said “What do you think of this?” He said “Oh that would be

perfectly fine, but before you do that we are going to put a microphone on
you. And we are going to get a group of people outside your church, and
when you go to confession we will just broadcast it to everybody.” And |

said “Oh | get it!” It was his way of saying that is something saanddfa

you want to put them in a finish sauna or do that, fine, but some of the

traditional stuff...and so in Montana always check it out with an elder and

there is a big support group for that.
Community members are a wealth of knowledge regarding tribal historetudters

utilized for lectures on local places, battles, and geology. One teacher mg:stiene

brought in a Native substance abuse counselor to talk to her class. She said theskids wer
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very engaged in the presentation and the counselor provided her class with a different

perspective on the subject of substance abuse then a non-Native speaker.

Informal Education: Theme 5: Native Language
Role in the Classroom

Language emerged in the research in the following two themes: the roléve Na
language in the classroom; and language barriers. The latter will besidgcunder
“Classroom Experiences.” Only one of the six individual interviewees medtione
actually teaching some of the Native language within their classrooats/eN
Languages in the curriculum was almost totally missing at one site nigutalge and
cultural studies were a required component at other sites. The Native langliagd/
studies class was in the process of being expanded to include more information, and
additional sections for all the students.

The one teacher that mentioned she includes Native language in the classroom
stated she teaches her students numbers, colors, directions, and simple words such as
“Thank you, sit down, listen ...be quiet. They know what | am saying when | say it to
them, so | can give a lot of directions in [the Native language].” Anvieleee
recounted that a lot of kids do not speak the Native language fluently and that some
words are hard to translate into English. Speaking from experience, the teapkdiasha
story of trying to translate a Native word and it “can mean about 5 different.iv@ds
not only is the Native language difficult, a lot of the younger kids do not speak it

anymore.
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The other teachers interviewed stated they do not focus on it or do not understand
the local Native language at all.

But the same with the culture and the language. We can teach it and use

it, but if [the parents] are not going to teach it, value it, and practice it then

that is their values, that is what they believe apparently. It is not going to

stick. 1do not push it, there is no focal point in my classrooms on it.
Some of the non-Native teachers do know a few words, but unless English words were
also included, they could not follow a conversation. Another teacher mentioned when
they begin expanding the cultural studies class next year she was gouigetpétt in

that class because don’t know any of their language.” This sentiment was reflected in

the interviews with the other teachers.

Classroom Experiences

Classroom experiences are defined as on the job learning, things their students
taught them, issues they face every day in their classrooms, and teachiegraimdg |
experiences that taught valuable lessons about Native American studentmallhe
research question that guided this section of inquiry was the following: Wheienxces
in their own classrooms have teachers identified as contributing to theirsugtdes
educating Native American students?

The themes that immerged under classroom experiences included the following:
Poverty; Cultural Differences; Trust/Bonds/Relationships; Transidranyguage
Barriers; Teaching Strategies; and Native Learning Styles. &reawerarching theme
in this section is poverty and the impact it has upon education. Every one of the

interviewees mentioned poverty or low socioeconomic factors that attribine to t
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challenges they face teaching on the reservation. The latter two therhesieout of
guestions on best teaching practices and what they found through classroom eegerienc

that worked well with Native American learners.

Classroom Experiences: Theme 1: Poverty

All of the teachers interviewed said they were not prepared for the level of
poverty they experienced on the reservations. They did not feel their formatieclaica
background had taught them about all the consequences that poverty inflicted upon the
teaching and learning process. These consequences include naming a izl ahe
books in the homes, poor health care, the absence of transportation, and the despair that
poverty wrecks upon the minds of those immersed in it on a daily basis.

All of the individual interviewees and most of the focus group participants spoke
about the “culture of poverty” they have learned about through their classroom
experiences. “There is also kind of a culture of poverty, lower socioeconaikngw,
things that go on that | also had to learn here. So for me it was learning by doiad, just
those experiences built up over the years so [the] last several yeagsetiyl confident
as a teacher dealing with these kids.” When one of the teachers stated shidéearn
about the impact poverty has on education, she detailed those impacts:

Oh, gosh, access to quality health care, nutrition, a lot of things,

transportation can get in the way of attendance. We talked yesterday a

little about books in the home. Just things like that, the early education

prior to coming to school. It really all creates an uneven playing field. |

think there is a culture around poverty, but there are also some stereotypes.

One of the teachers mentioned that many non-Native teachers have a prqialetinge

those two things; Native American culture and poverty. They see it asigatthing,



88
but it is not a cultural thing, it is a socioeconomic problem. Even though the Native
culture is so strong, it is a culture of poverty that causes the problemseddhsit stated
that a lot of teachers get that wound up together. That it is the Native Americae c
causing the problems. The interviewee stated that teachers must sepavebesthéhat
you can truly understand where the problem lies.

With high poverty, many of the families have to deal with other issues such as
things that go on in the home that teachers have no idea and control over. “We do not
know what happens at home. A lot of our teachers do not want to see past what these
kids bring in. And when they bring in that baggage with them, they do not know how to
unload like us adults.” One of the school counselors mentioned the challenges that they
face on a daily basis:

| have challenges as a counselor. In our community we have a high rate of

death. We have what we call the 4 D’s: death, dying, divorce, and drugs.

And that is basically my poor kids. And my kids do not have any coping

skills to deal with that stuff. We just recently lost a teacher today.... S® ther

are kids coming, | see a lot of unresolved grief and because they are too little

to understand what is going on around and the parents don’t know how to deal

with that either, so it just becomes anger. The kids are angry and do not even

know why, the parents are angry and they do not even know why. It is just

constant anger. So they come to school and it is just the lack of skills and how

to constructively deal with all that unresolved stuff.
Not only do the teachers and counselors have to deal with behavioral challenges, but also
with governmental agencies such as Child Services. “I had some incidentswghere
know some of these kids come from, it’s just a very, very sad home life and yos alway
take that into consideration. I've had to deal with the child services and you ksow it’

kind of hard for me because | never taught at anotpeblic school [where] I've had

that to deal with [this].”
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Another thing that came up in the interviews was the lack of adults in some of the
homes. Many of these students are in single parent homes so they go home to an empty
house, or have older brothers and sisters that take care of them. One tedcher sai
sometimes this causes a problem when it comes to homework. She mentioned that the
older siblings “are not going to do their homework with them, they are going toato it f
them.” Another teacher mentioned that these “kids deal with a lot of stuff at home that
unless you live in a high poverty area” you are not aware of. She continued ‘stating
it would be hard not to bring that to school.”

Not only are these children dealing with issues at home that are out of their
control, but some come in with extreme basic needs that must be attended to in order for
them to go on with their day and learn. One teacher shared the following with me:

They do have poverty issues and that definitely affects them. | definitely

have a bottle of lotion there. | have kids that come in and get lotion for

their hands all the time. | definitely believe in doing all that because when

their hands are cracked and bleeding, you need to do something about it so

they will learn....Yea, and somebody loves them and cares for them and

their hands probably hurt and don’t want to write. So, we have those

issues but that doesn’t affect their brain, it affects their learning if you do

not attend to them.

Another teacher recounted a story regarding books in the home. She was amazed as

to how many parents did not have any educational or reading materials fahituzgn.

This was something she had to learn about through experience. Below is her story:

| was amazed my first couple of years as to the number of parents who
sent a note saying, “We do not have books.” You know, and I just think
about myself and all my friends’ homes that | went to when | was young
and there were books everywhere. You know everybody had books and
you could just grab a book and read it whenever you wanted to. That was
a big eye opener for me that they don’t necessarily realize whahéyis t
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should be doing. And I think that is part of the school’s problem. We
need to communicate with them; “This is what we want you to do, this
will help your child having an enriched education. It will help with the
struggles your child will face in the future if you are reading to your kid,
you are putting a book in front of them and let them play with it.”

You can tell at the beginning of the year there are kids that haven’t been
read to. Because when you start reading to them they cannot sit through
the book. So they are up wandering around, and | let them because by the
time 1 am done with the first month of school they are figuring out “hey

she is telling us something, she is not just talking.” Now then they are
engaged in what | am doing.

Poverty came up so many times in our conversations. One of the teachers simared wit

me about how motivated the kids are in elementary school, but once they get to middle
and high school things start to fall apart. The interviewee recounted how hard it is for
these students when they have so many relatives around them that tell them that an
education will not benefit them. These issues transcend ethnicity and arergrievale
lower socioeconomic communities across the nation. The teacher noted it does not
matter what ethnicity you are, if the poverty is there, the despair is #retdét brings in
the drugs, the alcohol, and that leads to depression. All of these matters makéoit har
keep a job and provide for their children.

| want to be clear that these poverty issues are universal no matter what youtur
come from. Also, not all Native Americans live in poverty either on or off the
reservation. These findings are limited to the reservations and conditions seatdke
studies took place at. Also, not all families living in poverty devalue an educ&iio.
teacher stated that “families living in poverty do want what is best for thiédfsc
education but often times find that the stresses in their world leave too much foothem t

deal with and they rely on the schools to supply their child’s academic learniramy M
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parents are very supportive and encourage their children to study hard and get an
education to break the cycle. | also interviewed a lot of Native teachersathadrvto
get their college degrees so they could return and give back to their coremuihiese
teachers were truly inspiring and excellent role models for their studentsssiliereof
poverty and all its consequences is a matter that cannot be overlooked, and these teache

learned about it through their classroom experiences.

Classroom Experiences: Theme 2: Cultural Differences

In the informal section of the research the Native mentor was mentioned quite
often and how these teachers’ mentors helped them learn about cultural traditions and
norms. Many of the teachers also learned about the culture by experiences t
encountered in the classroom. Three of the six individual interviewees mentioned they
learn a lot from their students. Even the teachers in the lower grades find ithat the
students are very good about informing them on the culture:

A lot of the students, if | say something that may be, | don’t want to say
offensive, but if | quote it wrong....they will say “this is the how it is.” So
like | said before, they teach me. In the culture you know like when it
comes to the pow wow and the dance, that is where | am learning. And
they will get up and like “No, this is how,” and this type of dance. So |
am learning things right there from them that’s...I just thought there was
one type of dance but no, there is the fancy dancer, and this type of dance.
They just tell me different things and different stories. They are just
fascinating, they really are. That is why | think I like working wittidi

kids because they will just tell you how it is. If you are wrong they let yo
know. So, lots of knowledge there.

Another thing that came up through teachers reflecting upon classroom
experiences was what they learned about body language, and especially agtewatint

their students. One teacher mentioned that she learns so much just day to day in her
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classroom, and interacting with students. “Little subtleties such as ifria@y @ouble
some of them just don’t look at you.” Another teacher agreed:

Well | learned they don’t look you in the eye, | guess it is a culture thing, a

respect, | guess, and when they are in trouble they don’t look adults in the

eye. And | was always “Why don’t you look [laughing]...You are

supposed to look me in the eye when | am talking to you” and | found out

why...

The focus group discussed this matter a bit more and mentioned that in the mainstream
non-Native society most of us believe that if someone does not look you in the eye when
you are speaking to them it means they are hiding something, or not listenirigs So t

idea of eye contact is more of a cultural expectation and these teachers foumdumlt t

their classroom experiences that they had to reevaluate their own assummqtions a
preconceived notions regarding this matter.

Another teacher | interviewed had a unique viewpoint on this issue that was very
intriguing and illustrates the cultural differences between Nativerigares and non-
Natives. She was recounting a story of a traditional family she was involtled w

We have some families where the girls are not to look up and stare at you

in the eyes, they are not to look you in the face. Now some people are

trying to say they need to or they are not going to survive in the modern

world. Well your world or my world? Your world or their world? | don’t

know, | never force it cause if | know as long as they give me an answer.

If I know they are very traditional | never force those kinds of things but

you have to know.

One of the teachers in a focus group interview shared a story about one of her
students that also taught her a very important lesson:

Well I work with preschoolers and | was getting annoyed with one of my

students in my class. He just kept making noises, and for some reason |

never said anything to him. | would just talk to him about indoor and
outdoor voices, and then it finally dawned on me one day that he was
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singing. And since | am not totally familiar with the Native Americans
singing and their style of music which I am much more now, | could have
hurt his feelings really badly by saying something inappropriate to him
[laughing]. 1 am kind of glad it dawned on me before | did that to him,
cause he really had a lovely voice it is just not my style of music. So,
engulfing yourself a little more in the culture and making sure you talk to
the families. Then | talked to Mom and Dad and they both are very
cultural, so that was just one of those eye opening things that cannot be
taught in the university, and you learn in the classroom.

All of these stories illustrate the point that some things cannot be taught in a

lecture hall and must be learned on the job, through experience.

Classroom Experiences: Theme 3: Trust/Bonds/Relationships

Building a strong relationship with students, parents, and community members
was a theme evident in all of my interviews. All of the interviewees agmedwyst
build a relationship with not only the student, but also with their parents. Being non-
Native in these communities is hard; you are not immediately accepted, anta@ne
experienced reversed prejudice. Non-Native teachers do not garner the respect tha
teachers have in other communities; it is something you have to earn, and build upon.
Much of this is due to past negative experiences of the community, and many non-Native
teachers do not last for long. So having respect for your students, their parentshgnd doi
everything to open up those lines of communication are very important.

Many teachers mentioned they build trust through being consistent and providing
a stable classroom. “I think you need to build a trust with them ... and they know what to
expect of you.” Another remarked “but to me kids are kids and | think you need to

respect them, listen to them. | think you need to build a relationship. And to me, that is
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in all nationalities, all kids.” One teacher pointed out the importance of undergfandi

what the student is going through, and learning from every conversation:

And so every conversation | have | try to reflect somewhere just to try to
think hard about how that is affecting the child and where we will go with
that. And try to eliminate the excuses. You know that because we need to
have the empathy, we need to understand. But what are we going to do
with it to make it work for them.

| mean, so, you have to really, really listen to community members and
your kids, instead of just having a conversation. So my best education
from Native Americans has been really listening to what they are saying

Open communication, fairness, and understanding were all keys to building good

relationships with students and families.

Some of the non-Native teachers discussed that it took awhile for the community

members and Native families to accept them. When | asked a few of the sesudar

this they recounted that it was hard to build that trust, and they still strugpléhisit

today:

For some of them that do not know you they do question you. And I do
not know if it is, they do not trust you. | really do not know where that
comes from, but you can just kind of tell just in, you know, say you are at
a basketball game. You do get treated differently you can tell. And not by
everybody, but there are some they do treat you differently. It's just the
way, they are not rude, but not the friendliest.

Others mentioned that they have even experienced prejudice from their studesss. T

teachers mentioned how they have tried to counter this by openly discussing tihe matte

And there has been a lot of, you know, what the children hear at home. |
guess | always thought that say the white people were always racist, but
have seen it come the other way and | never thought that before. So that is
one thing that | kind of found to be very interesting and | found that more
through the children. And the way I look at it is they have to hear that

from somewhere, and of course you are not going to be that [prejudiced] at
a young age. So that has got to be my biggest challenge there.
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These types of issues are often not discussed, and | felt very privilegtdtetdea
teachers were so open and honest about their experiences. Not all non-Ndimes teac
experienced this, and many of them said they felt accepted and part of argiyat ifa
is always important when reporting findings to present the negative cadedsa
important to inform other non-Native teachers that this is a possibility. Asaned
previously, good relationships with the students and their parents can build thatdrust a

acceptance in these close-knit communities.

Classroom Experiences: Theme 4: Transiency

During the individual and focus group interviews one topic came up that | was
unaware of. That is the topic of transiency. This is students whose families jump the
from one school to another. When | mentioned this to one of my interviewees, she
replied “Oh, the transiency between schools? It is an issue that you see on all
reservations.” With this new information | began to inquire more about this sulijlect w
all of the interviewees. One teacher recalled her first impressiohe trfeihsiency issue:

| think the big challenge is that we play musical schools and a lot of they

[the transient students] are at different levels. But it was a big culture

shock for me...because where | moved from you go to the same school.

You don’t switch between, you know, one school here nine weeks and

then another school the next nine weeks. | think that is a detriment to our

students....So | think this whole school thing is just weird.

Another teacher explained that the transient issue arises from parékésfdisa teacher
or a principal then “they will just up and leave. So they are a very transient fompula

almost like an immigrant, like the beet workers that some of the college e talke

about.” With this information | started delving deeper into the subject to find out more
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“It starts by parent’s kind of allowing it, if they don't like it at one place then okay
will go to the next school.”

After discussing this topic with quite a few of the interviewees somerpatt
began to emerge. One teacher gave her opinion: “I think it is trying to escape, you know,
consequences at a school. Oh we will go to this school, and something happens we will
go to this school. And it ends up being attendance, grades, and behavior that causes them
to move from school to school.” Some other teachers mentioned that some families do
not want their children to be identified as Special Education, so rather than bd labele
they move to a new school. Another issue is students that are lagging behind and the
threat of being retained for a year. With open enrollment across the resesdiools,
they can move to whatever school they want with a minimum of restrictions.

Another issue in transiency has to do with attendance factors. “Attendance is a
big thing. We will get kids that the truancy is finally on them at one school, and then
they will try to get into another school. But at our school we try to really watthnida
not taking in kids that are really chronic about their attendance.” One of thergeache
mentioned that their school maintains excellent records, such as test esnakshe
students when they leave because they may return in the future.

We need to know where they were at when they left us...so we can get

going again and not wait until October. We find that at our high school,

out of 22 of them 5 might be kids who actually started in kindergarten and

followed the whole system up. So that is hard for the high school to get
that big of a transient rotation of kids.

The topic of transiency was a real eye opener for many of the teactesnmething

they learned about only through their classroom experiences.
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Classroom Experiences: Theme 5: Lanquage Barriers

The theme of language barriers emerged from stories shared by both Ndtive a
non-Native teachers. Some of the teacher’s | interviewed mentioned that even though not
a lot of the students may speak the Native language, many hear it at home, and some of
the extended family may speak it exclusively. | also heard stories froneManerican
teachers how growing up bilingual was very hard, and they shared the diffiofilties
deciphering the English language while comparing to their own Nativedgeg It made
me realize how hard it is for any student who is an English as second langubpe (ES
learner. School can be taxing enough but when you have to translate from one language
to another in order to comprehend your studies, it just adds another roadblock to the
learning process. Coming full circle now on this concept of Native languages in the
schools, through the cultural studies classes now being offered Native langnagyeais
component.

The research sites varied on how much the Native language are spoken and
understood amongst the students and staff. One teacher commented:

Yes, cause my neice she knows how to speak [the Native language] but

she will not speak it to us, she speaks it to the little kids. She understands

it fluently, but she won’t speak [it] to us unless she is trying to hide

something from the other kids, then she will speak [it] to us. And then,

she is in the same class with the other little kid that does speak [the Native

language], so they will sit there and talk. They speak [it] but they

won't.... it is crazy how they communicate, but it is dying out though. |

know it is.
| also heard stories from some of the participants that none of the students speak the

language anymore, and just a few understand it. Those students who did hear the Native

language in the home would sometimes bring their studies home and have a relative
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translate it from English into the Native language so they could understand thet subje
better.

Other teachers mentioned they felt the students who spoke the Native language at
home had a lower vocabulary. “They don’t have a high vocabulary like other students
who don’t speak [the Native language] with their parents or grandparents, or éwuntie
Uncles.” These teachers had to adjust some of their lessons when they realized the
students were not understanding due to their lower vocabulary skills:

And another thing would be, and | guess this kind of goes with the

teaching, is the language, maybe their vocabulary. The way | may present

something and | need to change it, just because there is some

things...which they do not understand....So there is kind of that language

barrier there, what they understand and you know, | guess just the

language used at home.

Native language spoken in the home can sometimes be a barrier to learning due to the
translation back and forth from English.

Where the Native language barriers really came to the forefroohirersations
was from the Native American teachers and their experiences growbilingpial. “It
hasn’'t been easy, especially in my reading, you know being bilingual. Caegerl
learned how to speak English until | was in kindergarten.” They spoke of theiafirst
of falling behind in school because their teachers did not understand that they could not
comprehend their studies.

For example, | couldn’t understand what they were reading. They could

not take the time and were just pushing me on into the next grade and not

sitting me down saying this is what this word means. Like “bad” means

this and | had to translate it into [the Native language] saying this means

“no good.” And that is how we would translate that. It was like they

didn’t know how to communicate with the Native students because they
were trying to translate it.
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This same teacher told me that once she entered Junior High there was éeldaktige
that spoke English and their language fluently. So he would translate the terminolog
back and forth for his students. This interviewee said that was just such adsjcareli
opened up “a big door in my understanding.”
Another Native teacher stated that she felt her and a few other member sift
are the last generation of Native speakers in the school. She said it was Wwarg gmo
and going to school when all the kids spoke the Native language, but it was not allowed
in the classroom. So when the teacher would speak English they had a difficult time
understanding:
And if we didn’t understand something we had each other to turn to and
say “what did she mean?” And we tried to interpret it for each other. But
there is a big difference here after us because all these studentshere ar
English speaking students and there is just a few that understand [their
Native language].
She also stated that it made going to school so much more difficult. “So if ydueare f
[Native language speaker] I think it is kind of harder and takes a couple of seconds to get
to the point, and vocabulary is lower so in class | would have to write everything they
were saying and | would have my dictionary there....” She recounted having to look
everything up in order to make sense of what she was learning.
All of the Native teachers interviewed mentioned how the use of their laibgliage
is dying out, and how sad it is. They mentioned that now in their schools they hardly

hear any fluent speakers among the students. When asked why one of my iagsview

felt this was, the following interesting perspective was shared:
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Yes, so through that | saw some parents who were embarrassed that their kids

were not learning and they wanted them to speak English, and not speak [the

Native language] at all so they would understand the White man’s way of

thinking. It was almost like they were being robbed by what they were

already being taught, and it was a big, like a, | don’t know, like it wase slic

in our culture. Like you slice something away and some people, they don’t

know how to adapt to it.
She also shared stories of the generation before her that when they would speak the
Native language in the schools the teachers would slap their wrists with dulers.
commented how interesting it is now that the schools are bringing their Natyaslge
back through the cultural studies, and without slapping them. We both shared a laugh
over this.

Coming full circle, in the case studies | investigated there is a reemcergé

culture and language within the schools. Not only is this infusion of culture seen in the
cultural studies class but also within classrooms and integrated into curisculamy
of the teachers | interviewed mentioned how important it is to make a connection
between home and school. “I think it is important to make that connection between home
and school...They have [Native] speaking parents, so there is kind of a connection when

they come into school they feel they belong.” This connection to home and culture

emerged in some of the teaching strategies the educators utilized rlabsiooms.

Classroom Experiences: Theme 6: Teaching Strategies

Before sharing my participant’s views on effective teaching sfiegel wanted to
discuss one concept that was evident across all my research sites. Everyhene of t
individual interviewees agreed that you have to come in with high expectatioogrof y

students. Some teachers enter impoverished schools and come in with the mindset that
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since these students do not have the resources or help that students in more affluent
schools have they lower their expectations. All of the effective and successfubts
identified by their principals mentioned that you have to have high expectations and not
only let your students know this but also their parents. The following was one of the

teacher’s stories:

You know | would have to say that the things that shaped me were...I
really had to learn that you can’t judge a book by its cover. | can’t bring

in a kid that perhaps | can’t understand because they have such speech
problems and think oh they are not going to make it. You know because
in a year that kid can grow immensely and be an on level child. They may
still have speech problems, I'm not saying that in a year their issualf are
cleared up, but you can't look at a kid and be like “oh, that kid is not going
to make it.” Because you are going to have some of your kids come in
with the lowest abilities, could be your brightest stars in your room.

Besides having high expectations for their students many of the teacherbstblear
effective teaching strategies.

Even though the interviewees all agreed they taught in unique environments, their
teaching strategies were very similar to those utilized in non-Nstiveols. Active
learning and real life connections were a key component to their lessons.hér ieazn
elementary classroom gave an example of teaching strategies thidteksfatdents

engaged and on task:

| am all about hands on, you know, the longest I like to talk to them is
maybe 5 minutes. So, | use manipulatives all the time. We are constantly
switching activities. | am still teaching the same topic but | amdgrio

switch it up in a different format. [For example] we are really working on
addition and subtraction in here now anecognizing the sign. So | give
them an addition problem and a subtraction problem and they have to tell
the difference. So | give them their marker boards first and first sayl

the problem and they will have to write the sign, if it is an addition or
subtraction problem. We will do that for a few minutes. We have these
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little tongue depressors where they have written a plus sign on one side
and a minus sign on the other. And | will say a problem and they

will... have to decide if it is an addition or subtraction. Seven plus three,
and then they have to do equals and write on their boards. They then have
their little bears, and put seven here, their tongue depressor, plus three
[bears], tongue depressor equal sign, and then they have to write ten. So |
am still teaching the same concept but | am switching it around. Cause if |
do one thing for too long | lose them.

Another teacher mentioned that they believe all kids like to be up and moving and they
try to include that as much as possible. But the teacher also agreed it wadbtteei
prepare them for the high school environment where “they are going to have to sit
through a whole lot of lectures and | have to get them ready for that, we talk abdut tha

One of the teachers at a focus group interview mentioned that exploratory
learning is a very important teaching strategy for Native Ameritatests.

| also think that Native Americans kids grow a lot faster if you can do the

gifted and talented style of lessons; the exploratory learning where they

are allowed more freedom. Really the Native American people are so

much ahead of everybody else in observation and our kids are too. But a

lot of our questions do not deal with things that are observation. You

know, they are natural scientist, and we kind of shut them down with some

of the things we do like the reading program. | think we could be doing so

much more to add to it and make it more exciting. And | see these people

doing really well and I really think we have one of the best elementary

staffs that | have ever worked with. They are doing a lot of exploratory

learning with their kids whether they realize it or not.
No matter what teaching strategy these teachers included in theiochasshe one thing
that was different from a non-Native classroom was the infusion of culture into the
curriculum.

Although all of the individual interviewees mentioned including culture into their

curriculums to one degree or another, two of the teachers gave me speaiijiesxaf
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how they would do that. One teacher mentioned it is a great way to get students
interested by tying their subject to real life experiences.

Well it is that same idea of finding out what makes kids tick, finding the
cultural things that they already know. A kid knows when you throw an
arrow that it is going to act a certain way. When you can take that which
they are already into and get across the concept of air gravity andyeloc
and trajectory, and air resistance...you can use all those things in a simple
sport that they do. So anything like that when you figure what the kids are
interested in....you find out what they are into in their culture and you

kind of wrap [your subject] around it if you can.

Another teacher mentioned the class did a lesson about issues on the reservation. Each
group chose a different issue facing the reservations and created graghthem later
discussed. The interviewee took me through the classroom pointing out the different
graphs the students created:

And one was poverty, we were just doing a graph unit, [where they
compared] median household income pairing that with Montana’s average
and United States average. So you can see where the US average was
with the reservation. And this was...just Native population then in
comparison to each other. And this one was tribal features over here. And
the other one that was really interesting that got them really, sparked some
really interesting conversations was Native lands and the [local]
reservation is 2.5 million acres but the tribe actually owns 400,000 acres.
And when they looked at that graph they just went, “What is going [on]?”
“What is that?” And then we talked about Allotment and ... about the

case, and when that settled. That created a lot of talk about the numbers
and it was really great. So that is how | am incorporating that, but they
really want to know why is this happening, why did this happen, and it
creates some interesting conversations but it also puts some responsibility
on them because their parents are not going to get the job done. So
anyways it is a good way to involve them.

Taking things that impact their lives and discussing it in the classroonreésiaway to
involve students in their own learning. As this teacher mentioned “that was setintgre

to watch the reaction of their faces creating those graphs and just lookingy#tiages
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either higher or lower here. And it sparked some interesting discussions. Sogafyou

bring in things that are directly related to them, that is great.”

Classroom Experiences: Theme 7: Native Learning Styles

The last area of investigation focused upon Native Americans and their learning
styles. | wanted to hear firsthand from teachers in the field if they adraieithére was
such a thing as a “Native American learning style.” | was curioirey taught Native
students in a different manner to make the information more relevant and understandabl
Most of the teachers disagreed with this concept of a Native American leayieg s
while some did speak of their oral traditions and manners of learning. Onehiduiratct
come up several times had to do with raising your voice around these students. dlwas tol
Native American families rarely raise their voice in the home. Theuremldo not like
or tolerate shouting. | was told about a teacher who almost lost their job dignp ra
their voice in the classroom, and how disruptive the shouting was to their students.
Another teacher mentioned that wait time when asking questions if very
important. “l remember [a teacher] saying it takes them awhile to thinkhapavill
wait. So | tried to be very patient when | ask them a question, and | wait fotadhem
answer.” We proceeded to have a conversation about if that is our culture or tlogirs. N
Native cultures want answers fast and if someone takes too long to answer a lot of
teachers will answer the question themselves rather than give the sthdefitsink
time.”
The majority of the teachers though were adamant that there is not a dominant

Native American learning style. Some of these teachers actuallyffakeeoto the
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mention of this. One teacher stated “l don’t buy into it. They do not learn differently,
and it makes me cringe when people say they learn differently. They don’t learn
differently, that is wrong.” She did go on to explain that there are differenttaxpas
of these Native students compared to their non-Native counterparts in adjoining
communities off the reservation. These issues have more to do with poverty than their
culture. When speaking of the lack of parental involvement and how that impacts the
education and learning process she stated:

Well our parents do not do that because our parents are at poverty level
and they have all those poverty issues and whatnot so, if they [the
students] get it, it is here. So it is not that their brains are any different,
they just have a different home life.

And | have heard that from, in many of my [college] classes, “Oh, and
what strategies do you use?’ And | am like, “Well, the same strategies
you are using and they work!” [ just think there is that mentality that it
really is not, but on the other hand, we cannot expect them to go home and
read for 30 minutes. That don’t happen. So if they don't get it in school,
it [is] most likely not coming. And | think that is where they fall behind.

At least for [neighboring non-Native schools] they expect them to go
home and do homework for an hour so they get it all done. And we don't,
we can’t expect it, we do expect it but it doesn’t get done.

Many of the teachers agreed that some do have different expectationsvefstiadients
and therefore feel they should be taught differently in order to compensate for their
perceived shortcomings.
| strongly believe that it is the expectations. Native American children
shouldn’t be taught any differently than white children, but we are, we do
teach them differently. And we do have different expectations of them.
And those teachers that have different expectations for a child like that,
well, they do not pull them along like they should.

This same teacher corrected the above statement during member checkiageand s

an email that the terminology “do not pull them along like they should’ is not quite what
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| was trying to say; maybe a better way would be ‘do not prepare them to-be self
sufficient.”
During our focus group interviews quite a few of the teachers had strong views
upon the subject of Native American learning styles:
| think there is not one dominant learning style for Native American
students. | don't think that is fair to say. That igke. our Art teacher
despises when she talks about what she does in Helena or Kalispell. And
they say “Oh | bet they are all just wonderful artists.” It is the shimg,
there is a lot of diversity. | have learners in here that love hands on
activities and | have some that would just prefer to go read the book.
Many of the teachers were adamant that the Native students are justrsifietive
as other students. “I have some students that learn better if they have a djsual ai
and | have some students who can learn when they write it down....I do not think
it is fair to say that Native students learn this way....And | think you have to use
all styles.”
Other teachers concentrated upon preparing their students to go on to high school
and college and stated it was not fair to cater to one type of learning style.
| don’t actually agree that you should cater towards one learning style
because they get to high school and college and nobody is catering to them
anymore. They have to learn a certain way, and | think that is important
that we, of course if certain kids learn, or are stronger visually, yea, that is
important to incorporate that now. But we also need to prepare them for
high school and college and you don’t see college professors you know
incorporating a lot of.
Another teacher spoke of the dilemma they were having evaluating themtstudéany
Native Americans struggle with English, so their writing and readints skity be

lacking. So much of education now is focused upon testing, and these standardized tests

are in a written format.
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That has always been a conflict with me because I love to teach orally, |
love to evaluate orally. | feel like if a kid knows it he can tell me. Ah,

that is not the instrument we use to define success in our school system.
And so, it is always a constant struggle how you balance this. You've
taught the kid, he gets the written test, you know, very tricky questions,
and he gets it wrong. That instrument shows this kid to be a D student.
Over here, orally he got it. So that is one reason | have a [performance
based projects] is the kids that do poorly in the written book type patrt,
tend to shine because they are presenting orally to the judges....And so for
me...I like to teach and evaluate from an oral perspective. The box that
we are trying to fit into doesn’t really allow for that very well. So for me
that is a constant struggle. We spend a lot of time teaching how to take a
test. But that is the instrument they are going to be measured on in high
school, it is going to allow them to get into college. So | tend to work on
both things. | think kids tend to learn by doing. More hands on and then
if you can get it to transfer over to the question on the test, or the thing in
the book. But | would say that would be my number one, try to do things
hands on and finding a balance between those two things.

When asked if the interviewee feels the reason the students do well omliijpevéo the
oral tradition of learning that so many Native Americans took part in, the folpwas
their answer:

| think part of that is. The other part of it is, when you have a kid that is
struggling with writing and reading their defense mechanism is tondlk a
speak about it. So if you can get them talking about the right things...for
me that is a good enough evaluation. But we have kids that struggle with
reading that piece of text. They can tell me [answers to certain subject
related questions] but to get that into a written form is difficult. And that
is one of the things we are struggling with Native American education.
This is what we are using to test these kids, this is what we are using to
evaluate them. So we got to get better at it.

The last comments that came up regarding learning styles refers back to the
relationship theme. Teachers mention that building trust is far more importanhthan a
learning or teaching strategy used.

| think the child has to build trust with you and then after that you just

teach the child, and they all have different learning styles. That islwhat
would say. You just have to earn that trust with the child and then you
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just go with your different teaching styles and what works best with you.

And it depends with the group of kids. If | compare last year’'s group of

kids with this year | am talking about total opposites.

The consensus amongst the majority of teachers is that Native students should not
be taught any different than non-Native students. They do struggle witmwritte
communication, but with high expectations and building good relationships they will
succeed. Incorporating culture and real life connections enhances thetiaduéa

one Native teacher stated, the best advice for teaching in a high Nativetipopgghool

is to “love our kids.”

Chapter Summary

The purpose of this multiple case study was to explore and describe the
educational histories, perceptions, and experiences of successful educatdngeof Na
American students in the K-8 environment which in turn can inform pre-service teacher
education in this area. With this information instructors of undergraduate education
majors may be able to better prepare their graduates to teach in high Nativéiqguopula
schools.

This chapter presented the findings from six individual teacher intervisivs\e
focus group interviews with the entire staff. These interviews were compotedef
separate case studies at three different elementary schools on twati@sgrvio
maintain confidentiality | chose to present all of the findings togethemesajehemes.

The results of the findings were grouped under the main themes which emerged out of

the three research questions and a few unique questions asked of the individual
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interviewees. Out of the four main themes; Effective and Successful Edudfaiatve
American Students, Formal Education, Informal Education, and Classroom agpsyie
17 subthemes emerged. My goal for this chapter was to organize my findingesat p
them through the voices of my interviewees.

Chapter 5 will summarize this qualitative study, compare the findings to the
literature reviewed, and present implications for practice and furtrearads Also
included will be recommendations for both new teachers, and educators of pre-service

teachers.
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CHAPTER 5

CONCLUSIONS

Introduction

The purpose of this multiple case study was to explore and describe the
educational histories, perceptions, and experiences of successful educatdaigof Na
American students in the K-8 environment which in turn can inform pre-service teacher
education in this area. For the purpose of this study, successful educators of Native
American students were defined as those individuals identified by theirgaimand

peers as being successful.

Research Questions

This study focused upon effective educators of Native American students. The
following questions guided the inquiry:
e What is the formal educational (academic) history of successful educators of
Native American students?
e What is the informal educational (non-academic) history of successfultedtuca
of Native American students?
e What experiences in their own classrooms have teachers identified as cowggribut

to their success with educating Native American students?
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Methods

| utilized a qualitative case study method to conduct the research. Thehesearc
was focused specifically upon educators in K-8 schools in Montana that are idestified a
effective teachers of Native students. My criteria for selectiagdsearch sites were
schools with high Native American populations located on Indian reservations in
Montana that were willing to participate in this study. At the three schoals tha
participated, the principals identified teachers they deemed effectiveiecebsful with
teaching Native Americans. | conducted six individual in-depth interviethsthvese
teachers. The interviews took place either in the teacher’s classroomderschaol
grounds. These purposefully selected participants answered questions and engaged in a
dialogue about their educational history, classroom experiences, and viewshimgtea
and the Native learner.

At two of the three research sites | conducted a whole group focus interitlew w
teachers and staff members. These interviews took place on site in thedibafeat
school. These conversations included information on the teachers’ educationeshistor
what they discovered living in the community, and things learned in the classroom. In
addition to the interviews each participant filled out a questionnaire thaisgdso
record demographic information and educational history. In all, 32 teachersafind st

members participated in the interviews.
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Data Collection/Verification

Three different sources of data were collected: individual interviegs group
interviews; and a demographic questionnaire. Verification and trustworthingss of
findings was confirmed through the use of member checking, peer reviewing, and
triangulation of data. The transcribed interviews were checked with nhegtdaphic
guestionnaires in order to cross reference and verify the results. Oncetwieuws
were transcribed the individual interview summaries were sent to the pemtsifor
member checking. This gave the interviewees the opportunity to review afydiveri
accuracy of my findings, and offer any suggestions or edits. My resukissemst to a
peer reviewer to read over for their insights and suggestions. My peer rewiasvalso
my gatekeeper and possessed a thorough knowledge of the topic and issues involved in
my findings. By collecting the three sources of data and cross checking tingdindi
triangulation was achieved. The collection of data from multiple schools added to the
verification of findings. All of these procedures increased the trustwosthared

verification of my findings.

Data Analysis

This multiple case study included data collection at three different chssites.
These case studies were analyzed both individually and collectively. Eteh of
interviews were recorded, and during transcription | looked for like mindedspadc
information. All of the transcribed interviews were color coded according to the

emerging patterns. During the coding process | identified participant ghates
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illustrated the findings. These emergent themes were analyzedrapdred to each of
the research questions. By creating visual displays such as a conceémtrgaapzed the
data and presented the findings in Chapter 4. Utilizing the teacher’'s own wass | w
able to discover the commonalities between the three case studies, and coterntumica
findings in general themes that represented the whole range of expetiaidbsse
teachers possessed. These general themes were grouped under each reséamdio quest

discover and convey those answers.

Results

In this section | have summarized the findings organized under each of the main

themes.

Effective and Successful Educators of
Native American Students

The individual interviewees were identified by their principals as tafeeand
successful educators of Native American students. When asked why they thoyght the
were chosen for the interviews their answers ranged from improving test,4oore
relationships with parents and students, to their belief in high expectations. Many o
these teachers were leaders in the school and very passionate about theirgbltheAdl
believed in furthering their education through professional development or advanced
degrees. They all took their jobs very seriously and believed in improving education for

Native students.
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These teachers recanted stories of how they became successful with Native
students and the themes revolved around relationships and learning about the culture.
Every one of the individual interviewees stated Native mentors and community
involvement were key components to their success. Cultural integration wasrglso ve
important to enhancing education for Native students. Respect for their studentsrand the
families were evident in the interviews, and this understanding of culture aat soc

norms played a big part in their accomplishments.

Formal Education

Formal education was defined as any academic educational expeseobess
college education, teacher in-services, and professional developmerg thasse
informed these teachers’ practice. The teachers interviewed had varcati@thl
histories but the majority of them held an elementary or secondary education degree.
Most of them agreed their formal education prepared them to create lessoihoplaas
standards and objectives, and teach under ideal environments. The majority of them did
not believe their educational backgrounds prepared them to teach on the reservation
under the conditions they faced daily. The low socioeconomic factors that have an
impact upon the educational process were never discussed in their education classes.
Most felt they did not possess an accurate history of the tribes they servitetith&se
factors have made their transitions to teaching quite difficult.

Where these teachers have learned the most about their communities ans culture
have been through professional development courses offered either through their school

or through local tribal colleges. All of the teachers who attended these dagsdswey
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were more applicable to their teaching than any class taken in college. Wdicbthlese
classes teach them accurate tribal histories, but also provided them the skilledk@ow

and resources to succeed.

Informal Education

Informal education was defined as any non-academic educational expesimhcas
interactions with parents, community, and knowledge gained from observations. | also
included personal insights gained through the teacher’s own quest for knowledge such as
visiting museums, watching documentaries, and reading about the culture. Fodis s
informal education was categorized as any learning that takes plaicke aitthe formal
traditional learning vehicles such as college or professional developmesggour

The themes that emerged from this inquiry included community involvement,
parental contact, Native mentors and how informal educational resources Vizszd irti
the classroom. The most powerful of all these themes was the reliance on andriogoort
of Native mentors. Every one of the individual interviewees, and all of the focus group
members, mentioned if not for their relationships with Native mentors they would not
have survived. Not only do the teachers enjoy these close connections, they ageyalso v
helpful to learn about the community and culture.

Relationships were another key component of the informal education themes.
Relationships with parents, students, and coworkers are so important. By keeping those
lines of communication open with parents many of the teachers detailed howpkeid hel
them in the classroom. Community involvement was also at the top of all the individual

interviewees list of activities. This also ties into relationships sin¢bégtudent and
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parent seeing non-Native teachers out in the community it conveys to them tbat thes
teachers are interested in them and their culture. It takes effort to thke gammunity
events, but everyone interviewed agreed it was well worth it.

The utilization of informal resources such as elders and community members in the
classroom was very helpful to some of the teachers. The teachers took advatttege of
resources to enhance their lessons and bring appropriate culturally relatsd cdaot
their curriculums. Only one individual interviewee mentioned teaching Natigedae
in the classroom, but the new and expanding cultural studies program is being
implemented throughout the schools visited.

In all my interviews, informal education was a crucial factor in thehieas’ survival
in the classroom. Many stated without all these other resources they wouldabeka
successful. Native mentors and community involvement were key components to
becoming an effective educator on the reservation. These relationships amneherper
were very fulfilling to all the teachers both in and outside of the classroceny spoke
of how close they are to their Native mentors and friends and even went so fariteedescr

them as family.

Classroom Experiences

| defined classroom experiences as on the job learning, things their studelnits taug
them, issues they face every day in their classrooms, and teaching andylearni
experiences that taught valuable lessons about Native American studen&nergag
themes were poverty, cultural differences, the importance of building goadnshaps

and trust, transiency, and the barriers that language had upon education. In my
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interviews | also asked questions regarding teaching and learningtegtié®came the
last two themes.

The main theme in this section was poverty and its impact upon education. All of the
teachers | talked with in both the individual and focus groups interviews brought up the
topic of poverty. They all agreed that their formal education had not preparechttien i
least to face this issue. Through classroom experiences these teachedsdbaut the
lasting impact that lower socioeconomic factors wreck upon individuals and the
community. Even with all the odds stacked up against many of the families they serve,
they shared wonderful stories of redemption and many have broken this cyclénthroug
education. The Native teachers and staff members | interviewed welesgring, and
are wonderful role models for their students.

Relationships once again were highlighted in this section with a focus upon building
trust and bonds that aid the teacher in the classroom. Understanding and identifying
cultural differences was also very important to the interviewees. négte® countless
stories of how these teachers learned valuable lessons from their students, ang how the
avoided making mistakes or violating cultural norms. One thing all the non-Native
teachers had to do when they first started teaching on the reservation eastoate
their own preconceived notions and attitudes toward Native people. Those who remain
and are deemed effective and successful educators of Native Americans toao wi
open mind, and open heart. Through building strong relationships and demonstrating
they care about their students and families, these non-Native teachebg&aaecepted

in the communities in which they teach.
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Transiency was an issue | was unaware of but learned quickly how prevalent and
detrimental it is to the educational system. With students moving from school to school
on the reservation and nearby communities some schools are gaining and losing students
on a regular basis. The case studies | investigated have procedures in placeato preve
this from wrecking havoc such as a period at the beginning of the semester when the
accept new students. Even with these policies, there is still quite an issteansgiency.

Language barriers were also a hindrance to education and | learned so muittefrom
Native interviewees about this subject. Translating back and forth from Naiy@age
to English takes so much effort and is a detriment to comprehension. Education has now
improved with the addition of Native speakers in the classroom. This addition has been a
huge benefit for some to attain an education. The infusion of culture and language back
into the classroom after such a long hiatus is very welcomed.

The last two themes under classroom experiences were teachingesratedyi
learning styles. These two themes evolved out of questions on best teachicggract
and what they found through classroom experiences that worked well with Native
American learners. | read countless times during the literaturewévée certain
teaching styles worked best with Native American students. Most of my ewer®s
disagreed that one teaching style worked best with their students. They shatteeltha
utilize all the different teaching styles with their students and they wonle. tidng many
of them agreed upon was the use of active learning and the infusion of culture into the

curriculum.
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The most vocal feedback was over the idea of a Native American learrigng sty
Many of the teachers were adamant that this does not exist and they eceoé biearing
about this. They shared that Native students are as varied in their learnis@styt-
Native students. Some of the teachers though did mention their students struggle wit
reading and comprehension, so they prefer to evaluate them orally or through project
based presentations. Another teacher said Native students are natntistscs®
lessons that emphasize experiential learning work very well. Othersomeshthe
importance of teaching their students in a manner that will lead to success stlnagpl
and beyond where their teachers will not cater to one or the other type of letylang s
In all it comes down to the fact that the teachers | interviewed vary ¢laeining and
learning styles according to their subject and materials, but do not focus upon one type of

strategy.

Comparison of Results to Literature

Much of the research reviewed does corroborate the findings of this studl. Its
remains that the majority of teachers in high Native population schools areatiove-N
(Agbo, 2001; Hjelmseth, 1972; Jeffries & Singer, 2003) but this trend is changing. Of
the three case studies | researched one school had over 90% non-Native teadhers, but
other two included a staff composed of roughly half or more Native American. With
increased access and improved K-12 education many Native students are going on t

attain a teaching degree and then returning to their communities to makeenddfe
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Sadly, many new teachers still do not possess the background knowledge and
skills necessary to succeed in schools that service Native American siiagus
2001; Hjelmseth, 1972; Jeffries & Singer, 2003; Pewewardy, 2002). Many of the
teachers claimed they did not receive enough information in their educatisesclas
prepare them for what they had to face daily teaching on the reservation.h&sermvho
took multicultural classes said that information on Native Americans wee éatcking
or absent altogether. This is similar to the findings of Warren (2006) who dtated t
Native voices are often overlooked in most multicultural classes. Many ofttleets
recommended that pre-service teachers get exposed to Native communitias in thei
practicum’s or student teaching so they are aware of the issues involved. Cdbgles
(1992) recommended the importance of pre-service teachers receiving tro$ type
exposure while still in college so they could discuss their experiendesheit
professors.

Informal education experiences were also evident in the literatusawevi
Whether including community members in the classroom (Agbo, 2004), or the
importance of parental involvement (Oliver & Penney-Howley, 1992; Cobabes;,V
1992; Butterfield, 1994), or the inclusion of Native languages in the curriculum yClear
& Peacock, 1998), all of these factors have an impact upon the classroom. Starnes (2006)
also recommended Native mentors and community involvement as a key factohar tea
survival. All of the effective and successful educators | interviewed to some point or

another recounted these same suggestions.
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The effective educators of Native Americans that | interviewed did deratest
some of the teaching strategies investigated in the literature reviewe Aands-on
learning, cooperative learning groups, and oral learning were all evidensén the
teacher’s classrooms (Butterfield, 1994; Cleary & Peacock, 1998; Starnes, 2006)
Although these teachers made an effort to integrate culture and diffex@mbtea
strategies to reach all learners, they also agreed with the researchtediguggbo
(2001) that states we need to provide Native students with the tools to succeed in the
mainstream society. The teachers were well aware that once these daftithes K-8
schools they would go on to high school and colleges that do not necessarily adopt
different teaching strategies.

The topic that came up quite a lot in this study that was not covered in the
literature review had to do with poverty and how it impacts education. After regewi
my interviews and notes at the conclusion of the first case study | found nyisiel)
“poverty” quite a few times. It was a big eye opener for me that | cteitleer not to
include in the literature review, or was unaware of. Looking back throughetaduite |
reviewed Cleary & Peacock (1995), did touch upon poverty when discussing the “five
elements of oppression identified by teachers” (p. 95), citing the following:

Communities in trouble, including the usual array of issues common in

many communities (crime, drug and alcohol abuse, poverty, etc.) and

some issues that may be unique to American Indian communities. This

self-destructive behavior is characteristic of internalized oppregsion (

96).

So although issues of poverty were evident in the works | reviewed this was notusy foc

of the study. After looking at additional research on poverty and teacher education
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programs Zeichner (1999) states there has been an increase of prograasd‘ito
especially prepare teachers to teach pupils living in poverty” (p. 9) but he continues
stating that not much is known on “how this material is taught, how students understand
and internalize it, or about students’ dispositions to teach multiculturally angkitisi
in doing so” (p. 9). The issue of poverty and all the impacts of teaching in an
impoverished community has to be addressed in the classroom before our teaehers ent
these types of situations. With this knowledge our graduates will be beftargud¢o
face these issues once out in the field.

Although many of the themes that emerged from this research were coredborat
through the literature review, what is most troubling is that the issues of high dropout
rates amongst Native students still remain according to new resedrelirtipth &
Tippeconnic (2010). These researchers studied data collected in 12 stateglwith hi
Native populations. They concluded that “findings indicate that the number of American
Indians and Alaska Natives who graduate continues to be a matter of urgemnt cdédce
average, less than 50% of Native students in these twelve states gradugeEaea.

3). Even more concerning is the recommendations of all the research | revighiged s
lacking in education classes for pre-service teachers. With the results stiithy my
hope is that higher education can begin to implement changes that will have a positive

impact upon education for Native American students.
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Recommendations and Discussion

The teachers | interviewed had some great suggestions for new teachersigeginni
their journey teaching in reservation schools, and for changes they feltarg@sbe
higher education level. Their heartfelt recommendations come from ex@eraenctheir
desire to ease the transition for new teachers. Many of their recommendti&ionsry
strongly about such as the collaboration with Tribal Colleges, finding a Na&éwéor,
and the importance of community involvement. As | interviewed the teachers and
reviewed the literature again | have outlined some recommendations.

In the following sections | will present recommendations for new graduates

teaching at a high Native population school, and for higher education.

Recommendations for New Teachers

1. Mentors: All of the interviewees mentioned the importance of finding a Native
Mentor. During member checking one of the non-Native teachers also included
the following suggestion: Find a non-Native teacher mentor who has years of
experience working on the reservation. “One of the biggest challenges is working
with students that have many family members working at the school.
Unfortunately, in my experiences the student is always right if it is comingdrom
non-Native teacher.”

2. Real life applications and cultural integration: Connect learning to feal li
examples and make it relevant to their world. Present your subject in a manner

that makes it applicable to your students and their prior knowledge. Get to know
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the culture and use it in your lessons; take advantage of that knowledge to teach
better.
Community involvement: Be involved in the community to get to know your
students and their families outside the classroom setting. Your students and
parents will realize you are making an effort to learn about them and therecult
This will aid you in the classroom.
Relationships: Develop strong relationships with your students, their fanahe
your coworkers. Through these connections you will be able to collaborate with
your coworkers, and reach out to your parents to help with their child’s education.
High Expectations: Have high expectations for your students and surround
yourself with others that feel the same. Never underestimate anastydents
can do, and the knowledge that they possess. Some teachers come in with
different expectations of their Native students due to things they have heard, or
previous experiences. Several of the teachers mentioned that due to the poverty
and problems surrounding this issue, teachers have lowered their eppsctati
Some have even become negative, and these are not the ones you want to be
around. One teacher told me that the negativity can be catching, and even if you
lose friends, surround yourself with others who have high expectations and
remain positive.
. Self Reflection: If you are going to teach on the reservation, or in a higheNati
population school do some self analysis about your reasons to do this. You also

need to delve into your preconceived notions regarding Native Americans. If you
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are interested to go there and teach, and be open to a new experience you are

going with the right mindset. If you are thinking you are going to the regarvat

to “save” them, you will not succeed. They do not need to be “saved.”

In order to be successful new teachers need to enter with an open mind and heart,
a true willingness to learn about a new culture, and be involved in the community.
When Native Americans see new teachers making an effort, being invdiesdng
some vulnerability, they will reciprocate. This will help build the trust thatich an
important factor in every relationship with your students and their families these
teachers who have earned this trust that survive teaching in a high Native population

school.

Recommendations for Higher Education

1. New class creation/offering: Create a separate requiredfotgs®e-service
teachers that is a collaboration between the Education, History and Native
American Studies departments. Teach a combination of all the things the
interviewees mentioned such as an accurate history of Native Amerssares i
on the reservations, where to locate relevant and accurate matedatise a
inclusion of Native speakers. This class would be very helpful to any teacher in
Montana due to the high Native population we have in this state.

2. Tribal Colleges: Universities should collaborate with local tribal coleége
include education courses that are applicable to teaching Native Americans.

Whether it is joining forces with the Tribal Colleges to teach classes, aingffer
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more professional development courses, one thing was clear that the participants
thought very highly of the classes they took through these local colleges.
Utilize Native Americans as a Resource: Bring in more Native speiakers
education courses. Also invite retired teachers from the reservatiornive Na
American teachers to present in education courses.
Include information on teaching in low socioeconomic areas: Education classes
need to teach issues surrounding impoverished communities and how to
effectively work with families that are in poverty and crisis. The impaicts
poverty on education are far reaching and transcend race and culture. These
issues should be addressed early in the curriculum for pre-service teachers a
addressed throughout the methods courses. Issues of poverty should also be
addressed in Educational Leadership courses so that teachers have support fr
their administrators when dealing with the impacts this factor has on motucat
These classes should include more counseling information so new teachers know
how to approach students dealing with different issues.
. Student teaching/Internships on a reservation: Many of the participants in both
individual and focus group interviews mentioned that part of student teaching
should be some time in a reservation school. One teacher stated:

You know it is not something you are going to learn in a seminar

watching a screen....And most reservations in Montana, | think

there are a few that don't fit this mold, but you are going to find

out how to teach kids not just the cultural way but also

disadvantaged kids, lower socioeconomic kids if you go to a

reservation and spend a month there. You are not going to learn

everything but it will certainly open your eyes to what it is going to
take to be an effective teacher on the reservation.
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This teacher was not alone in their sentiment. Others stated they should spend
half of their student teaching in a non-Native school and the other half on the
reservation. It was obvious they all felt that pre-service teachersmeed t
experience Native schools firsthand. | suggest that pre-service teaclers ha
these experiences either as part of student teaching, paraprofessioriahegpe

or internships. Many of the reservation schools have dorms where pre-service
teachers could be housed during their time at the schools. Working alongside an
experienced teacher and learning about the issues involved, the culture, and the
joys of teaching on the reservation would be invaluable. Secondary education
pre-service teachers could work as interns for a week or two at a timadearn

how to teach science, art, or physical education lessons. All of these exggrienc
will benefit both the pre-service teachers and the reservation schools that par

with this project.

Suggestions for Further Research

This study was limited in its small scope of investigating three cadeeston two
reservations servicing K-8 students. The following are my suggestions toreatie
enrich this research topic:

1. Conduct a qualitative study similar to this research in high schools with high

Native populations. One of the teachers stated to me that once their students

move on to high school the dropout rate of Native Americans is substantial.
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2. Interview teachers from other reservation schools to compare the findimgs to t
study and see if these same themes would emerge.

3. Interview teachers in schools bordering reservations that have a lowes Nati
population to see what their thoughts are on the Native learner.

4. Conduct a quantitative study including questionnaires on these same topics
distributed to schools all over Montana.

5. Interview the principals involved in this study to determine why they chose the
teachers they did for me to interview. What qualities did these teachers possess
that informed their decision to identify them as successful and effectivateds
of Native Americans?

6. Interview principals working in high Native population schools to determine what
skills and knowledge they deem important for teacher graduates.

7. Conduct interviews with teachers in low socioeconomic communities to discover
their thoughts on poverty and its impact upon education.

8. Review the literature on poverty, low socioeconomic factors, and investigate othe

studies recommendations on how this impacts the teaching and learning process.

Chapter Summary

The purpose of this multiple case study was to explore and describe the
educational histories, perceptions, and experiences of successful educataigeof Na
American students in the K-8 environment which in turn can inform pre-service teacher

education in this area. As pre-service educators our job is to prepare gréoleates
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the workforce. We need to prepare them to enter various situations and not just the best
case scenarios. If we want our graduates to enter the teaching profesgareg we
need to listen to the recommendations of successful and effective teachersef Nat
Americans. By starting at successful teaching and tracing thedatolu back to their
college experiences, | was able to present their stories through teasthenoices.
These reflections upon effective practice may impact how higher educatiturtioss
prepare their graduates. My hope is this preparation will improve educatiNatioe
American students and aid new teachers’ transition to working in high Native populati
schools.

The teachers | interviewed were very passionate about teaching andonezdly
their schools. Many praised the small class sizes, available teaebingces, and
welcoming communities. One thing they all had in common was their enjoymentdderive
from their students. The following teacher's comments summed up this sentiment: “
love the children! The children are great and ....they just tell me diffénexgistand
different stories. They are just fascinating, they really are.” i¢é\aWwith improvements
in education all teachers in high Native population schools could experience this same

passion and enjoyment with their jobs.
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Name:

Date:

School:

Grade teaching:

Introduction:

I (Interviewer) will introduce myself and provide background and information
about the interview. After stating this introduction I will review the Infed Consent
form (Appendix D) with the participant:

| am interviewing you because your principal has identified you as being an
effective and successful teacher of Native Americans. My study is all about
discovering what you have learned about teaching Native American students. |
would like for you to take this opportunity to share your thoughts, reflections, and
opinions with me freely. What | am going to do is spend the next hour asking you
guestions designed to give me a full picture of your thoughts, ideas, and feelings.
| am going to ask you questions about four categories that include your
background, formal education, informal education, and classroom experiences.

| consider you the expert, and | am here to learn from your experiences and your
honest opinions. Everything you say of course is confidential and | will not
identify you in my research by name but will use a pseudonym to protect your
identity. Results from my study will be reported as general themes. With your
permission | would like to record this interview so as to accurately represent your
thoughts in my study. If at any time you would like me to stop the recorder, or not
answer a questions just let me know. Is it alright for me to record your interview?

Do you have any questions before we begin the interview?

Interview Questions:
Reflections and Perceptions:
1. Why do you think your principal has identified you as being an effective and

successful teacher of Native American students?
2. What experiences have shaped you as a teacher in general?
3. How did you get to be successful with teaching Native American students?

Demographic questions:
1. | see from the demographic questionnaire that you were raised in

. What experiences did you have with Native Americans

growing up?
2. As you remember back to your K-12 education, how do you remember Native
Americans depicted in the curriculum?
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Formal Education:

1.

| see on your form you attended for your undergraduate
degree. Tell me about that experience?
Did you take any classes that addressed multicultural issues or di¥efstyou
reflect upon those classes how have they influenced your teaching todayvef Nati
American students?
In what ways do you feel your formal education did or did not prepare you to
teach in a school with a high population of Native American students?
| see on your form that you have (or have not) taken professional development
training focused upon Native Americans (ex: IEFA):
a. If yes: Describe what the training was, what you learned, and did you
enact any of the ideas in your classroom?
b. If no: Tell me what type of Native American training would you like to
benefit your teaching?

Informal Education:

1.

o gk w

How have you learned about the Native American culture in which you teach, and
how has this knowledge influenced your teaching and curriculum? (ex: museums,
independent reading, documentaries, etc.)

In what ways are you involved in the Native American community outside of the
classroom?

As you reflect upon these experiences, what have you learned about the culture?
What have you learned about yourself?

What role does Native Languages have in your school &/or classroom?

Describe how you have utilized community resources in your classroom
(ex:elders, artisans, storytellers, etc.).

One of the suggestions from my readings to help teachers incorporate Native
issues in their classrooms is to find a Native mentor in the school to help you.
Have you had a Native mentor? If so, describe this experience.

Classroom Experiences:

1.

In my research | have read many accounts of things teachers have leaheed in t
own classrooms from their students, and things they have tried. Can you share
with me some classroom experiences that taught you important lessons about the
Native American student?

What teaching strategies have you found works the best with your Native
students? Please share examples with me.

Closing questions:
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1. What advice do you have for a new teacher starting their journey working at a
high native population school either adjacent or on a reservation.
2. What recommendations do you have for pre-service teacher educators to help

new graduates become more effective and successful teachers of Native
American students.

Closing:

| thank you for the time and insight you have given me during this interview. Is
there anything else you would like to tell me about your experience working with
and in the Native Community? Do you have any questions for me?
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APPENDIX B

DEMOGRAPHIC QUESTIONAIRE



Name:
Date:
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School:

Grade
e-mail

1.

teaching:
address:

Tell me about your educational history (College/Colleges attended,
Undergraduate degree, special certification or minors, any gradudtelésses
or degree)

What professional development or teacher in-services have you taken that address
Native American students/learners? Any Indian Education for All training?

How many years have you been teaching? How many years have you taught
classes that included Native American students? How many years teaicthisg
school and grades/subjects taught?

Demographic Information:

a. Male/Female

b. Age:
i. 20—30
ii. 31-40
iii. 41-50
iv. 51-60
V. 61+

c. Where were you born and raised?

d. Describe your nationality/ethnicity
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APPENDIX C

FOCUS GROUP INTERVIEW GUIDE
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Begin by introducing myself, review my study, hand out informed consent form asking

permission to record. Inform the participants that | want this to be a convensaere |

learn from them, the experts. My hope is the information | learn from ragnaswill
help drive changes in pre-service education.

Begin with introductions: Explain | want to go around the room and if they will state

their name and position.

1. What grade and subject do you teach here at

how many years have you been teaching at this school?
2. Where did you get your teaching degree and in what subject?
3. What makes this school special?

4. What are the challenges of teaching here?

and

5. Where and how have you attained the knowledge and skills to effectively teach

Native American students? Please share some stories.

6. How has your formal education prepared or not prepared you to teach here?

7. How has your formal education led to your success of teaching at a high native

population school? Give examples.
8. What informal educational experiences have you participated in thhtsgtto

your successful teaching experiences? Please share stories.

9. What lessons have you learned from your own classrooms that have informed

your practice?

10.What suggestions do you have for university professors to better prepareseacher

to educate Native American students?
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APPENDIX D

INFORMED CONSENT FORM
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Subject Consent Form for
Participation in Human Research at
Montana State University

Exploring the educational histories, perceptions, and experiences of successful
educators of Native American students: A multiple case study.

Dawn Silva
6 Cloninger Ln, Bozeman, MT 59718 (406) 570-3889

The research in which you will be participating explores and describedubatienal
histories, perception, and experiences of educators of Native American stwtieatt in
turn can inform pre-service teacher education in this area. The reseaaheadsiate
student conducting dissertation research.

If you agree to participate in this study you will be asked to complete a 1rtewiew

(taped with your permission) on your teaching experiences. The interviewogsestil
ask you to reflect upon your educational history both formally and informally.| &sul
you to share experiences and advice for educators of pre-service teachers

Your participation in this research is voluntary. You are free to stop participating in
the research at any time, or to decline to answer any specific questions. Yasknmae
about the research procedures and | will answer your questions to the best dityny abi

Your participation in this research study is confidential | will not identify you in my
research by name but will use a pseudonym to protect your identity. The indoriyau
provide during this interview will be used to inform pre-service teacher edngatthis
area. Results from this study will be reported using general themesitieatrom the
interview. If | believe that information from this research could resulbinbeing
uniquely identifiable, | will decline to disclose this information.

| agree to participate in an investigation into “Exploring the educational hstories,
perceptions, and experiences of successful educators of Native Amanctudents: A
multiple case study.” | understand the information given to me, and | have zived
answers to any questions | may have about the research procedures. | undarsl
and agree to the conditions of this study as described.

| understand that my participation in this research is voluntary and that | may
withdraw from this study at any time by notifying Dawn Silva at (406) 570-3889.
Additional questions about the rights of human subjects can be answetdy the
Chairman of the Institutional Review Board, Mark Quinn, (406) 994-4707.

Participant Signature Date



