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There are more than 6,900 known living languages in the world, half of which could 

be extinct within one hundred years. Approximately 150 indigenous American 

languages are still spoken in the United States; however, it is estimated that by the 

year 2050 only twenty of them will remain.   

 

Language preservation programs are a part of the struggle for the cultural and 

economic self-determination of indigenous peoples.  These programs often operate 

within public school systems governed by laws and policies that are linked both with 

the goals of economic globalization and with basic human rights.  This study explored 

the congruity of these policies, and their impact on indigenous language preservation 

programs.  Its purpose was to provide information that can be used for planning and 

advocacy for indigenous language preservation programs that reflect the interests and 

values of indigenous cultural and linguistic communities.   

 

The research question addressed by this study was, In what ways do educational 

standards impact indigenous language preservation efforts? During the process of 

determining the impact of state policies and standards on language preservation 

program implementation, the context for the programs and the process of bridging the 

differences between university research procedures and building relationships with 

Indian tribes was explored. 

 



Using policy documents available online through state department of education 

websites, the study used intertextual analysis and a set of criteria to evaluate of the 

degree of alignment of state standards with the national standards movement and with 

national content standards, and to evaluate the degree to which state education 

standards are compatible with American Indian language and cultural preservation 

efforts. 

 

States that had policy support for American Indian language preservation programs 

were those least closely aligned with the national standards movement and grounded 

their education standards in state needs and values.  These states had formal venues 

for American Indian participation in policy development, gave foreign language 

credit for American Indian languages, addressed American Indian sovereignty in 

social studies standards or benchmarks, and included standards on cultural processes.  
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CHAPTER ONE 

Introduction 

The World’s Languages 

There are more than 6,900 known living languages in the world, half of which 

could be extinct within one hundred years (Hinton, 2001; Gordon, 2005).  Estes (1999) 

lists 154 indigenous American languages that are still spoken in the United States, and 

estimates that by the year 2050 only twenty of them will remain. Each one of these 

languages embodies a culture, a way of thinking and perceiving, a way of organizing and 

sharing knowledge, and the history of a people and the environment they live in.   

Each language is a treasure, a gift of knowledge and being that has been 

developed over thousands of years that its speakers contribute to the human experience.  

Yet thousands of languages are in danger of extinction.  As communication and 

transportation technologies make it possible to move easily and quickly throughout the 

world and bring diverse peoples into ever closer contact, powerful nations seeking 

resources overrun and colonize the territories of indigenous people.  As their local 

economies break down and social structures are stressed, indigenous people move into 

the cities and the loss of their languages and cultures begins in earnest (Fishman, 2001; 

Juneau, 2001; McCarty, 2003; Mignolo, 1995; Skutnabb-Kangas, 1988; Smith, 1999; 

Wilmer, 1993). 

American Indian language loss takes place within a historical context of conquest 

and colonization that began with the “discovery” by Europeans of the “new” world – a 

world that had already been populated for tens of thousands of years.  The very terms 

discovery and new world reveal the profoundly white European bias of the textbooks in 

which they continue to appear, and the assumed irrelevance of the perspective of the 

indigenous peoples.  The well-documented history of the taking of American Indian lands 

and the destruction of their cultures and languages includes a series of wars against the 

Indians, the devastating introduction of European diseases such as smallpox, treaties 

which removed tribes from their traditional lands to reservations, legislation that took still 

more land, and the boarding schools in which Indian children were forced to give up their 

native languages.  While there have been relatively recent shifts in policy to allow greater 
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self-determination and the preservation of their languages, the overall thrust of the 

relationship between America’s indigenous peoples and the government has been one of 

violence and betrayal  (Brown, 1970; Deloria 1974; Deloria and Wilkins, 1999) . 

As an educator with a background in bilingual education, I have worked with 

migrant and immigrant families who have come into the United States seeking work.  

Many of these people are indigenous to Mexico and Central America.  Spanish is their 

second language, English their third.  I have seen firsthand the impact of economic 

policies that, as they replace subsistence economies with wage economies, draw men and 

women out of their villages into a world that does not value what they know and can do.   

Bilingual Education is a field that draws from many disciplines – sociology, 

anthropology, linguistics, cognitive psychology, and education, to name a few.  The 

children in bilingual programs are often economic or political refugees – their families 

are fleeing poverty or war.  The children are trying to learn academic content taught in a 

language they do not yet command while their families struggle to survive in a culture 

that is strange and often hostile to them.  They lose their native language.  They lose their 

native culture.  Too often they lose their sense of their own identity. 

This research study is in the field of education.  While it draws on my experience 

in bilingual education, it focuses on the language preservation efforts of American 

Indians and focuses specifically on the impact of education standards, which were 

originally promoted as a way to enhance competition in the global marketplace, on 

language preservation programs. 

 

A Tension between Western and Indigenous Ways of Being 

Education standardization is a homogenizing force.  Overall, it increases the 

presence of a relatively uniform set of skills and knowledge throughout a population.   

However, because of its homogenizing impact and because the voices of marginalized 

groups are not reliably included or responded to during the process of development, any 

standardization movement can pose a threat to distinctive local communities.  This threat 

is particularly significant for indigenous communities, which have lived for millennia in a 

locality and have often been colonized and marginalized by Western cultures and which 
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struggle to maintain their traditional languages and cultures (Gewirtz, 2001, June; 

McCarty, 2003;  Street, 1996).  As McCarty (2003) observes,  

At the dawn of the twenty-first century, the world’s linguistic and cultural 

diversity is under assault by the forces of globalization – cultural, 

economic and political forces that work to standardize and homogenize, 

even as they stratify and marginalize.  In the international flow of wealth, 

technology and information, the currency of ‘world’ languages is 

enormously inflated, while that of local languages is flattened and 

devalued.  Pattanayak (2000) writes, ‘By luring people to opt for 

globalization without enabling them to communicate with the local and the 

proximate, globalization is an agent to cultural destruction’ (p. 47).” 

The United States does not have a single set of federally mandated education 

standards.  Rather, each state must develop its own education standards if it wishes to 

receive federal funding for certain education programs, and the national content and 

performance expectations are written into the regulations that govern the grants.   This is 

a strong incentive, as millions of dollars flow to the states through national funding 

streams such as the Elementary and Secondary Education Act (ESEA, currently 

authorized as No Child Left Behind) and the Individuals with Disabilities Education Act 

(IDEA).  During the mid-1990s, the most prominent federal funding steams were closely 

and intentionally aligned with the principles and desired content of the standards 

movement in order to make it nearly impossible for states to avoid developing education 

standards.   

This dissertation explores the issue of language preservation, which may or may 

not fare well within the context of centralized standardization of the curriculum.  My 

conceptual theme is the intersection of Western and non-Western ways of thinking and 

knowing.  My research question is, “In what ways do education standards help or hinder 

indigenous language programs?   

I chose the topic of American Indian language preservation because the issue of 

language preservation is an important global issue – it impacts indigenous peoples 

throughout the world. While each language and culture is local, the issue of indigenous 
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language preservation is global.  There is a moral and human rights issue at stake – 

communities have a right to preserve and practice their cultural and linguistic traditions, 

and change should not be imposed from outside.  The issue of language preservation is an 

exemplar of the concerns of local communities in the face of economic globalization – 

especially as the needs and goals of global forces are expressed in the current education 

standards movement.  American Indian tribes are different from many local groups in that 

they have treaties and sovereignty – a legal autonomy that gives them leverage in 

promoting their interests (Deloria, 1974; Fishman, 2001; Juneau, 2001; McCarty, 2003; 

Skutnabb-Kangas, 1988; Spring, 2000). 

  

My Involvement with Minority Language Students and the Standards Movement 

When I entered my doctoral program, I had fifteen years of experience with the 

Oregon Department of Education as the ESEA-Title VII (Bilingual Education) specialist. 

I worked within the capacity of my position to promote indigenous language preservation 

programs and to promote awareness of the needs and the rights of the of minority 

language children.  I am a co-founder and past president of the Oregon Bilingual 

Education Association, and I have served on the Board of Directors for Northwest Indian 

Language Services (NILS), a non-profit organization which assists Indian Tribes in the 

Pacific Northwest with their language preservation efforts.  

I was at the Oregon Department of Education during the early 1990s when the 

educational standards movement was gathering momentum.   The Department had made 

an early commitment to align itself with the movement.  State legislation was drafted, and 

national advocates were engaged to speak to the State Legislature and to the State Board 

of Education. 

The movement was clearly linked with economic globalization.   This link was 

expressed directly in documents such as A Nation at Risk (National Commission on 

Excellence in Education, 1983) and What Work Requires of Schools (The Secretary’s 

Commission on Achieving Necessary Skills, 1991) and indirectly in variations of phrases 

such as competition in the global workplace. 
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This was one of my most intense experiences with policy development.  

Department of Education staff members were directed to either support the legislation 

inaugurating education standards as presented or find ways to improve it. Opposition was 

not an option.  I adopted personal strategies of pressing for explicit inclusion (and 

therefore visibility) of marginalized groups in the language of the legislation and 

promoting policies that would be flexible enough to allow communities to address their 

local needs. 

 

The Research Problem 

Decisions regarding the education of children from indigenous and minority 

language communities are, more often than not, based upon political considerations 

rather than upon sound research.  Throughout my experience as a bilingual educator at 

the local and state level, I found that most policy-makers remain unaware of the 

extensive, world-wide body of knowledge that has been developed regarding the process 

and mechanisms of language shift (or language loss), and the ways in which it may be 

slowed or reversed.  Bilingual educators are well-grounded in this theory and research.  I 

will mention only a few who have been seminal in my own thinking and professional life. 

Joshua Fishman is considered one of the founders of the field of sociolinguistics, 

which examines linguistic behavior as it is influenced by socioeconomic factors.  

Fishman has studied language shift extensively, and his Stages of Reversing Language 

Shift: Severity of Intergenerational Dislocation theory is used as a basis for identifying 

threatened languages and is a basis for planning in indigenous and minority language 

communities  (Fishman, 2001). 

Tove Skutnabb-Kangas is a well-known researcher on minority languages, 

linguistic human rights, education of minority children, and globalization.  She has 

frequently worked under the auspices of UNESCO.  In countries throughout the world, 

minority language children enter classrooms where instruction takes place in a language 

they do not speak.  The resulting loss of their native languages has been well-established 

by sociolinguists. Skutnabb-Kangas uses the term linguicism to describe an ideology 
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which promotes the dominance of one language at the expense of others (Skutnabb-

Kangas, 1988).   

Linguicism is certainly among the terms that describe the efforts of the United 

States government to assimilate American Indians.  The history of forced assimilation 

includes treaties and a series of laws which removed American Indians from their 

traditional lands, and the boarding school era in which Indian children were forced to 

learn English and often physically abused for speaking their native languages.  Tribal 

elders who were children during the boarding school period have told of the harsh 

punishments meted out to those who spoke their home language at the schools. Their 

reluctance to teach their own children their traditional language is because they do not 

want to risk their children being in the same position.  The boarding schools greatly 

hastened the loss of indigenous languages in the United States (Juneau, 2001; Hinton, 

2001; Tiller, 2005).    

More recently, funding for Indian Education has been provided through the 

Johnson O’Malley Act of 1934 and the Elementary and Secondary Education Act of 1964 

(ESEA).  Efforts at reviving American Indian language began in earnest during the late 

twentieth century.  The Elementary and Secondary Education Act of 1965 included 

funding for Native American Education and Bilingual Education.  The Bilingual 

Education Act (Title VII of ESEA) funding regulations included provisions for American 

Indian language programs.  I began my involvement with bilingual education in the early 

1970s – first as a parent and advisory committee member, and later as a teacher and 

resource teacher involved in program development and grant-writing.   

In those early years, bilingual education included funding for research on the 

relationship between first and second language acquisition and academic instruction, as 

well as for program design, materials development, teacher training, and parent 

involvement.  Beginning with the Reagan era in the early 1980s and the education 

standards movement that was beginning to gather momentum during the mid and late 

1980s, the provisions for parent and community involvement ended and the focus shifted 

to English language acquisition.  These were watershed years during which the focal 

mission of education in the United States shifted away from themes of equity that had 
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flowered during the 1960s and toward the needs of business and global economic 

competition. 

However, Bilingual Education funding continued to be provided for Indian 

languages.  In addition, in 1990 Congress passed the Native American Languages Act.  

This Act recognized the importance of American Indian language preservation and 

encouraged all levels of education, from elementary school through higher education, to 

include Native American languages in the curriculum and grant them full academic 

credit.   

At the same time, international resistance to globalization was gathering 

momentum.  The United Nations declared 1995-2004 and 2005-2015 to be the first and 

second International Decade of the World’s Indigenous Peoples.  The United Nations has 

established, as well, the Permanent Forum on Indigenous Issues (UNFPII).  Language 

and cultural preservation are among the pressing issues addressed by the Forum.  The 

objectives to be addressed by the and second International Decade of the World’s 

Indigenous Peoples emphasize indigenous participation and equity in international, 

regional, and national decision-making that affects their lives and cultures (United 

Nations Permanent Forum on Indigenous Issues, 2006).                 

In the past, indigenous languages have been studied by linguists who recorded 

and archived the language, and studied its structure and vocabulary so that grammars, 

dictionaries, and other study materials could be prepared.  Language preservation 

programs coordinators and instructional staff have worked on developing curricula and 

materials.  Policy analysis has focused on the history of US policy toward American 

Indians in general, and particularly on the history of removal, boarding schools, and other 

efforts to force assimilation.  Analysis of contemporary education policy relating to 

American Indians often focuses on funding legislation and regulation.  

There has, however, been very little study of the impact of education standards 

and language/cultural preservation.  I did not find any studies that use intertextual 

analysis in the way that I am using it for cross-state research.  There were no studies 

comparing the ways in which states with greater specific policy support for indigenous 
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languages approached education standards compared with the approach of states with 

little or no explicit support of language preservation. 

 

The Purpose of This Study 

The standards movement has had time by now to reveal its strengths and 

weaknesses.  Each state’s education standards reflect the degree and manner in which it 

decided to align itself with the national movement.  As I conducted this study, I found a 

surprising amount of variation among the states, including states which use the language 

of the education standards movement, but clearly delineate their own authority and 

sovereignty in determining what their children will learn. 

One purpose in this study is to provide information that Tribal and state policy-

makers will be able to use to plan and advocate for indigenous language preservation 

programs that reflect the interests and values of indigenous cultural and linguistic 

communities. Another purpose is to encourage states to carefully consider the unique 

needs of the citizens of the state, in general, and to create spaces and opportunities in 

their curriculum frameworks for indigenous language preservation, in particular.  I hope 

to find exemplars of ways in which states address these needs.   

I have used intertextual analysis as a way to understand education policy.  I 

believe this approach will prove promising to other policy researchers. 

 

Research Questions Addressed in This study 

My research question is, “In what ways do education standards help or hinder 

indigenous language programs?” 

To explore this question, I broke it down into four segments: 

Context:  What is known and not known about native languages and their status, 

the tribes and preservation programs in each of the selected states? 

Contacts:  What are the appropriate ways to approach the tribes and tribal 

members for participation in this study? 
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Document Analysis using Intertextual Analysis:  How do the states’ standards 

and related education policies support or hinder language preservation 

programs? 

Validation:  Were the criteria I used and my findings valid? 

For the Document Analysis, I developed a set of criteria and accompanying 

operational questions which will be further explained and discussed in Chapter Three –  

Methodology and Chapter Five – Document Analysis Results: Cross-State Analysis. 

 

Overview of the Dissertation Chapters 

In Chapter Two, the literature review, I will focus on work regarding oral 

languages and oral cultures, international structures promoting indigenous languages and 

cultures, and education standards.  I will also highlight some of the national reports and 

rationale brought into play to support education standards in the US – this forms one 

body of “text” upon which my analysis is based. 

I will begin this dissertation study with evidence that the standards movement, 

which began in the 1990s, is promoted and heavily influenced by economic forces that 

are interested in the ability to produce and market goods at the global level.  International 

standardization of education allows them to cut costs by placing production in countries 

throughout the world, knowing that the workforce will be educated to predictable levels.  

Chapter Three, Methodology, will describe the criteria I used in the document 

analysis and introduce my adaptation of intertextual analysis as an approach for 

identifying a philosophy of global competition that may underlie state education 

standards. A validation study of the criteria I used is included.  I will also describe my 

process for balancing the Western research orientation of the university with the non-

Western cultural approaches of American Indian individuals and tribes.  The 

methodology chapter will also describe several research approaches that were not 

successful, and how they were revised so that the study could proceed. 

Two chapters address my research results.  Chapter Four will cover the 

background data I gathered, including demographics and the status of the languages 

spoken by American Indians.  It will also describe my experiences in learning how to 
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apply cultural respect and an understanding of sovereignty in my approach to tribal 

peoples.  Chapter Five will cover the cross-state analysis of my document analysis and 

include the results of the criteria validation study.  The results for individual states are 

placed in Appendix A. 

In Chapter Six of the dissertation, I will present my conclusions and 

recommendations for policy-makers, state departments of education, tribes, and teacher 

preparation programs. 
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CHAPTER TWO 

Review of the Literature 

Introduction and Overview 

My research area is the intersection of indigenous epistemologies and Western 

educational standards, with a focus on orality and literacy.  I am particularly interested in 

the ways education standards for national or world languages help or hinder indigenous 

language programs.  This chapter provides the context for my study.  It is, perhaps, 

longer than the typical literature review for three reasons.  First, I wanted to provide a 

deeper understanding of the importance of oral language and traditional cultures and their 

relevance to contemporary life.  Second, I wanted to situate the state policies that 

potentially impact American Indian language programs in a global context.  Finally, I 

intended the time depth and global breadth of the chapter to simulate the holistic 

approach of oral cultures and traditional peoples, which would naturally draw on the life 

experience and knowledge of the elders and the lore of the tribe as a whole.  

This chapter begins by establishing orality as the primary means by which human 

beings learn and share information.  Writing is a relatively late innovation, and the 

printing press, which made the widespread dissemination of books possible and created a 

societal need for literacy, is a mere 550 years old.   It then moves to a discussion of the 

implications of primary orality and literacy on thought processes.  This leads to a 

summary of common themes in non-Western education and to a comparison of Western 

and non-Western ways of knowing and learning. Toward the end of the chapter I 

introduce the current Western initiative of education standards, and some of the national 

and international organization that are promoting it.  There is a brief history of the 

education standards movement in the United States.  The human and indigenous rights 

movements are then described, including the goals of the Second Decade of the World’s 

Indigenous People.  Finally, there is an overview of the United States’ federal legislation 

on American Indian language preservation. 
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Non-Western Ways of Knowing 

Oral Narrative: The Chief Basis of Culture 

Ong (2002) describes as primary orality the language and thought of a culture that 

is untouched by any knowledge of writing or print.  While he acknowledges that primary 

oral cultures are now exceedingly rare since almost all cultures today have some 

knowledge of writing and have some experience with its effects, he asserts that “still, to 

varying degrees many cultures and subcultures, even in a high technology ambience, 

preserve much of the mind-set of primary orality” (p. 11).   

In this study, the term oral culture refers both to primary oral cultures and to 

cultures, including those of indigenous peoples, which continue to incorporate primary 

oral modes of thought into their contemporary cultural practices.  Many indigenous 

peoples maintain and seek to preserve their traditional languages, worldviews, and 

cultural practices, which evolved over thousands of years of observation and experience.   

Primary oral cultures have an extraordinarily long history, stretching for tens of millennia 

back to the beginnings of humankind.  Before the development of writing in about 3500 

B.C., all cultures relied on oral language to develop, anchor, and pass on knowledge.  

Everything, from skills and knowledge needed for daily living to the culture’s history, 

worldview and spiritual understandings, required forms of oral language.    

Figure 2.1 (Oral to Print Culture Transition Timeline) illustrates the long and 

productive era of primary orality.  Writing appeared in Mesopotamia about 3500 B.C. 

and, until the introduction of the printing press, was used primarily for accounting, 

recording significant historical events, and religious documents.  Widespread distribution 

of books, and the accompanying need for more widespread literacy, did not appear occur 

until after the invention of the Guttenberg printing press in about 1450 A.D.. This was 

only about fifty years before European discovery of the Americas initiated an extended 

period of conquest and colonialism that spread Western culture and technology 

throughout the world, with the active domination and suppression of indigenous 

worldviews and ways of knowing.  Prior to contact with and colonization by the Western 

world, most indigenous cultures were oral cultures and had not developed alphabets, 

writing systems or the texts and written literatures associated with the world of print.  
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 Contemporary Western cultures are immersed in the printed word.  It is a 

ubiquitous part of everyday life, found everywhere from mundane product packaging and 

billboards, to daily newspapers, to textbooks and literary works, to computer documents, 

the Internet, and email.  The printed word is reified in contemporary Western society.  .  

Print is given more credence than the oral word, as evidenced in such sayings as, “Where 

is it written?” (referring to mores, law, or regulation) and “written in stone” (meaning 

permanent and inflexible).  It is easy to forget that writing is a relatively recent 

introduction to human society and that for tens of millennia prior to the introduction of 

writing, humankind relied on the spoken word to pass on the accumulated knowledge, 

wisdom, culture, and worldview of the community.    

 

Figure 2.1:  Oral to Print Culture Transition Timeline 

© 2004, Gloria Bock Muniz 

 
 

Threatened Languages, Threatened Cultures 

There are about 250 countries in the world today, and more than 6,000 languages.  

This means that very few languages have the benefits of being supported through their 

widespread use for purposes of governance, schooling, and trade (Hinton, 2001).  It is 
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estimated that 3,000 of these languages will become extinct by the end of the 21st century 

(Kraus, 1982). 

Sociolinguist Joshua Fishman (1991) studied collective language loss within 

linguistic communities and developed a set of eight stages of language loss.  In the most 

threatened languages, which he designated as Stage 8, only a few elders speak the 

language and the language is on the verge of extinction.  At Stage 7, only elders speak the 

language.  At Stage 6, there is some intergenerational use of the language, and at Stage 5, 

the language is used throughout the community.  At Stage 4, the language is required in 

elementary schools; at Stage 3, it is used in places of business and by employees in less 

specialized work areas; and at Stage 2, it is used by local government and in mass media 

in the minority community.  At Stage 1, the stage at which language loss is most easily 

corrected, there is some use of the language by higher levels of government and in higher 

education.   

 

Why We Should Care 

The loss of the diverse languages in the world is of concern because different 

languages use different schema, different semantic categories, and different linguistic 

patterns (e.g. sentence structures) to make meaning and describe the world around them. 

When a language is lost, it represents a lost opportunity for linguists to develop an 

understanding of its linguistic structure and the underlying cognitive models (Hinton, 

2001). 

More importantly, the world loses the cultural and knowledge system that is 

incorporated in the language.  Language is intertwined with human culture and cultural 

identity at the levels of doing, of knowing, and of being.  A community’s worries about 

language loss must be taken seriously because the cultural practice embedded in a 

language cannot be translated to a new language without loss of authenticity.   Cognitive 

frameworks that represent the culture’s interpretations of reality are embedded in the 

culture’s language, and though these knowings may change over time, they are intricately 

intertwined with cultural identity.  Ethnocultural groups are “justified in seeking to 

maintain and strengthen the very knowings in terms of which they recognize themselves, 
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the uniqueness of their culture, and their intergenerational identification with one 

another” (Fishman, 2001, p. 4).  Governance structure, jurisprudence, literature, a land 

base, and sacred practices are embedded in the language of a people, as are sacred 

references, ritual, and connection with sacred sites. The spiritual relevance that is 

embedded in the language is important to American Indians, and can be used to help give 

Indian youth a sense of identity, importance, and belonging (Littlebear, 1999).   

 Finally, the preservation of their languages is part of a growing human rights 

struggle for autonomy and the cultural and economic self-determination of indigenous 

peoples.  While the pace of language loss varies, it is hastened by practices ranging from 

early childhood education to ubiquitous media such as television that bring indigenous 

peoples into contact with the dominant society and decrease the domains in which the 

indigenous language is used (Hinton, 2001). 

Skutnabb-Kangas (1988, pp 13-14), introduced the term linguicism to describe 

“ideologies and structures which are used to legitimate, effectuate and reproduce an 

unequal division of power and resources on the basis of language.”  A strong advocate for 

linguistic human rights, she states, “Learning one’s mother tongue is a human right which 

does not need further legitimation,” from the point of view of minority language speakers 

(pp. 13-14).   Language loss is closely connected with loss of indigenous lands and with 

the destruction of indigenous habitat, nearly always within the context of a military, 

economic and political takeover.   

 

Orality and Ways of Perceiving 

 “It takes only a moderate amount of literacy to make a tremendous difference in 

thought processes,” says Ong (2002, p. 50).  He describes the shift from primary orality to 

print culture as occurring in three phases. The first was chirographic (handwriting) 

culture which emerged after the development of the alphabet and writing approximately 

5500 years ago.  He notes that “Plato expresses serious reservations in the Phaedrus and 

his Seventh Letter about writing, as a mechanical, inhuman way of processing 

knowledge, unresponsive to questions and destructive of memory…” (p. 24).  The next 
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phase was the manuscript culture associated with the Middle Ages in Europe, in which 

texts were laboriously inscribed by hand, often ornately.  Because these texts were not 

easy to read and the material in them was not necessarily easy to relocate after reading, 

manuscripts were often partially memorized and culture retained much of its aural-oral 

character. The final phase described by Ong (2002) is typographic ( print) culture.  The 

invention of the printing press in about 1450 A.D. both standardized the form and spacing 

of letters and words on the page, which made them easier to read, and allowed for the 

widespread distribution of written materials.  As books became more widely available, it 

became necessary for a broader segment of the population to be literate (although for 

several centuries afterward, education was reserved for ruling elites).    

 

Differences Between Oral and Print Cultures 

I have grouped my discussion of differences between oral/indigenous and 

Western print cultures up into three categories (with subcategories) for ease of 

organization and for clarity to the reader.  However, it should be noted that the divisions 

overlay each other to a certain degree.  They are:  Auditory and Visual Perception 

(Temporality, Perceiving and Processing, and Silence), The Social Orientation of Oral 

Cultures (Communal Knowledge, Validation of Knowledge, Personal Knowledge, 

Preserving Relationships, and The Role of Social Events), and Thought in Oral and Print 

Cultures (Oral Culture: Schema and Imagery, and Print Culture: Objectivity and 

Distancing).   

 

Auditory and Visual Perception  

The five senses – hearing, sight, touch, smell, and taste – are extensions of the 

brain and bring in information from the outside world.  This information is necessarily 

the first step in cognition.  Obviously all the senses are useful, used, and important 

regardless of the culture in which one lives.  However, cultural differences do occur as to 

which of the senses is a preferred or primary modality.  One of these differences exists 

between oral and print cultures, creating different habits of thought that remain with us 

today. 
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The only linguistic mode used in oral cultures is auditory.  Language is oral and 

aural; there is no written word for the eye to see.  Scholars who have explored the 

differences between oral and print cultures believe that ultimately the differences 

between oral and print cultures emerge from key differences in the ways in which hearing 

and vision draw the attention of the observer. 

 

Temporality 

Ong (2002) believes that oral cultures perceive the spoken word as action; print 

cultures perceive the printed word as object.  He makes his case as follows.  Without 

writing, words are sounds, events without a visual presence.  Sound is strongly linked 

with time; it exists only when it is going out of existence.  It can be argued that when an 

object is moving across the field of vision, vision also has this transient quality.  

However, print is not in motion.  It lingers on the page, allowing the eye to take it in at 

leisure and return if necessary.  

Oral language is necessarily rooted in the fleeting instant of utterance.  Ong 

(2002) argues that because of this transience, oral communication has a strong grounding 

in the present and is perceived as an event.  Thus, oral peoples generally regard language 

as a mode of action, and consider words to have great power.  In fact, oral language has 

the power to make speaker and audience a unity, immersing both in a shared auditory 

experience.  Oral cultures have no way to archive earlier thoughts and ideas without 

writing and therefore “live very much in a present which keeps itself in equilibrium or 

homeostasis by sloughing off memories which no longer have present relevance” (Ong, 

p.46).  

The written word, in contrast, has the capacity to remove the focus from 

unmediated experience to abstract and symbolic representations of experience, and is not 

forced to return to the physical reality for grounding itself.  Sheridan (1991) does not 

believe that reality can be adequately represented by the twenty-six letters of the 

alphabet.  “Writing, he says, is about seeing and believing in symbols that are substitutes 

for sensual reality” (p. 24).    
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Typographical peoples, with their ability to record archaic thoughts and ideas, 

tend to forget that words are rooted in sound events, and instead view them as objects 

rather than actions.  In essence, written words become visual analogs for actual 

experience (Ong, 2002). 

 

Perceiving and Processing  

Oral cultures perceive and interpret their environment holistically, processing 

input from the five sense senses simultaneously.   In contrast, print cultures focus on and 

isolate the subject of their attention, and process it in a linear, sequential fashion (Barnard 

& Kawagley, 2003; Castellano, 2000; Maurial, 1999; Ong, 2002; Salomon, 1979; 

Sheridan, 1991; St. Clair, 2000).  

Auditory perception is simultaneous and holistic; that is, sound comes to the 

observer from all directions at once and thus places the observer at the center of the 

environment.  The immersion in sound and environment encourages a synthesizing mode 

of thought, which focuses on patterns and relationships within the context of the event 

(St. Clair, 2000).   Orality operates in three-dimensional space, as opposed to the two-

dimensional space of print. 

Print is embedded in sight and vision, and its sensory impact is highly directional.  

That is, it comes to the observer from only one direction, and requires the observer to 

select and isolate details, rather than the whole. In print culture, the holistic complexity 

and dimensionality of multisensory experience are reduced to the linear organization of 

the printed word. (Ong, 2002; Sheridan, 1991).  Salomon (1979) noted that what one 

learns from reading about an event is quite different from what is learned by actually 

experiencing the event.   

Scholars, who are well-versed in perceiving, analyzing, and describing the world 

through the medium of print, do not fully understand the communication of those who 

live and express themselves from within the context of oral cultures, and tend to dismiss 

the unseen cognitive world of oral tradition as irrelevant (Ong, 2002, Sheridan, 1991; St. 

Clair, 2000).  Western cultures have committed so strongly to written language that they 

have not seriously studied how humans structure information visually (St. Clair, p. 89).  
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Ong goes so far as to assert that when words are seen as signs or labels (that is, objects 

rather than events), there follows a tendency to “reduce all sensation and indeed all 

human experience to visual analogues” (p. 75).   

 

Silence 

One sensory experience that does not reduce at all well to the visual analog of 

print is silence (Olson, 1994; Sheridan, 1991; St. Clair, 2000).  Silence is recognized and 

venerated in oral cultures as the meaningful absence of sound.  Oral cultures understand 

that the absence of sounds does not imply the absence of thought.  On the other hand, 

print cultures do not recognize meaning in silence.  In fact, writing and reading are 

incapable of representing silence (Olson, 1994; Sheridan, 1991; St. Clair, 2000).   As 

Sheridan puts it, “on the page, saying nothing means having nothing to say”(p. 29).   

Sheridan argues that silence allows a self-reflective mode of conceptual thought 

that must refer to the physical self within its physical context.  In this mode of self-

reflective conceptual thought, no matter how abstract it becomes, thought must always 

return to and be anchored in the physical self.  When this type of thought is mediated by 

“alphabetized thought” through reading or writing and the focus shifts from the actual 

physical self to a conceptualized, symbolized self, reflection can lead to a kind of 

conceptual looping, with no anchor to the world.  Sheridan believes that while this need 

not be considered “bad,” it is definitely a psychological attribute of print. 

 

The Social Orientation of Oral Cultures 

Communal Knowledge 

The development of an indigenous people’s empirical knowledge is a community-

based, transgenerational endeavor, “acquired through careful observation by many people 

over long periods of time” (Castellano, 2000, pp. 23-24).  Because oral cultures have no 

texts in which to organize and collect knowledge to make it readily accessible at a later 

date, “[s]ustained thought in an oral culture is tied to communication” (Ong, 2002, p. 33-

4).   Ong characterizes oral cultures as “empathetic and participatory rather than 

objectively distanced”, and argued that learning and knowing means achieving close 



   20   
 

 

empathetic, communal identification with the known (pp. 45-46).  Sheridan (1991) 

concurs, noting that “[o]ral cultures recognize abstraction for what it is:  abstraction,” 

because they must always return to direct physical experience and observation using all 

five senses” (p. 26).    

Castellano (2000) refers to the observational approach used by primary oral 

cultures as indigenous science.  New information is interpreted by the community within 

the context of existing information and revisions are made as necessary.  Differing from 

classical Western science, which uses quantitative analysis in controlled settings, 

indigenous empirical knowledge represents “a convergence of perspectives from different 

vantage points, accumulated over time” (pp. 23-24).  The knowledge gained through 

experience is constantly tested in the context of the current reality in order to create 

applications that are relevant to each generation.  According to Castellano, this “is the 

work of aboriginal adults, who are fully engaged in the economic, social, and political 

life of their communities” (p. 24). 

 

Validation of Knowledge 

Castellano (2000) provides insights into the process of validating the knowledge 

bases developed by indigenous communities.   She found that that “[k]nowledge is 

validated through collective analysis and consensus building.” and describes, as an 

example, the decision-making process used in indigenous communities she studied.   

In what seemed like endless village meetings, issues affecting the common well-

being of the community were discussed.  Gradually, comments or experiences 

with a particular bent were heard reinforcing one another; and at a certain point, 

everyone would get up and leave.  A perceptive observer might be able to see the 

exchange of looks or nods between certain elders, signaling the emergence of 

consensus; but such a consensus would not normally be confirmed in a vote.  

Collective wisdom is arrived at by a process of “putting our minds together” 

(Castellano, p. 25). 
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Personal Knowledge 

Castellano (2000) draws a distinction between collective knowledge and personal 

knowledge, which includes intuition, dreams, and visions as well as life experience.  

Such knowledge is considered spiritual in origin.  It is sometimes received in a time of 

need, and sometimes manifested as a sense that “the time is right” for a particular action 

(p. 24).  Because it is based on personal experience, it lays no claim to universality.  

However, it is taken into consideration as part of the reservoir of wisdom available to the 

community.  In indigenous societies the evaluation of personal knowledge is based on the 

integrity and perceptiveness of the speaker, and on the context.  Varying, and even 

contradictory, perceptions can be accepted as valid because they are unique insights of 

the speaker.  However, the community makes a distinction between personal perception, 

and wisdom.  Wisdom “has social validity and can serve as a basis for common action” 

(p. 25).  She further notes that “[t]he ultimate test of the validity of knowledge is whether 

it enhances the capacity of people to live well” (p. 33). 

 

Preserving Relationships 

The spoken word manifests human beings to one another as conscious and human 

individuals and draws human beings into close-knit groups (Ong, 2002).  Oral cultures 

emphasize and value the quality of relationships among members of the community.  

Because oral communication requires both a speaker and an audience, oral cultures are 

necessarily social (Niles, 1999; Ong, 2002; Rubin, 1995).  Ong states that oral cultures 

have a verbo-motor life style, which values effective use of language, human interaction, 

and a personality that is oriented to the community.   Human interaction and relationships 

are highly valued in indigenous cultures, and there is an orientation toward other 

members of the community and an emphasis on cooperation (Cajete, 1994; Ong, 2002; 

St. Clair, 2000).   

 Castellano (2000) found that oral knowledge is traditionally passed on within the 

context of a relationship.  Elders often resist taping or transcribing their oral teachings for 

dissemination because they lose the ability to adjust their teaching to the maturity of the 

learner and to thus influence the ethical use of the knowledge.  Within the context of a 
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long-term shared experience based in a community’s historic physical environment, oral 

transmission of knowledge is essentially non-prescriptive and follows a norm of non-

interference, which allows the learner to learn from his or her mistakes.  This allows 

communication channels to remain open and the flow of information to be undistorted, 

and it preserves the relationship between individuals. 

In Africa, Oyler (2002) also observed the importance of the interaction between 

the speaker and the audience in oral tradition.  In her study of the creation of a unique 

script (N’ko) to adequately capture the sound system of the Mande languages of Africa, 

she realized that writing had changed oral tradition into two distinct spheres – 

composition and performance.  She also found that transcription of oral tradition onto the 

written page has, in the absence of traditional training, resulted in problems in oral 

delivery.  The written word does not lend itself to improvisation or adaptation for local 

audiences.  When performers read or recited from a memorized script, there was a loss of 

rhythm and style, and they sometimes stumbled over the words.  

Oral traditions invite creating history rather than merely reciting it.  That is, 

stories help create new understandings that are relevant to the present.  They provide “a 

sense of what people know and choose to share with each other,” and they help us 

understand “what and how people remember, forget, and form new understandings” 

(Schneider, 2002, pp. 54-55). 

Rubin (1995), Ong (2002), and Castellano (2000) observe that oral traditions are 

often transmitted in special social situations, although some of the studies I read clearly 

show that there are a ranges of interactions in which oral traditions are passed on, 

including play.  Ong (2002) notes that the spoken word is an integral part of ceremonial 

and devotional life throughout the world, even when religious texts have been developed.  

He emphasizes that oral language has the power to make speaker and audience a unity as 

it immerses them in a shared auditory experience.  Furthermore, oral language is 

experienced as coming from within the individual, which creates a sense of the sacred, or 

“the ultimate concerns of existence” (pp. 73-4).     
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Thought in Oral and Print Cultures 

Oral Cultures: Schema and Imagery  

Oral and indigenous cultures focus attention on how things are related within 

larger patterns and use visual metaphors rather than printed words for communication and 

thought.  Their visual thinking is characterized by both simultaneity of structures and 

affectivity in processing (St. Clair, 2000).   Niles (1999) asserted that in oral cultures 

myth fosters the development of integrated thought.  Rubin’s (1995) work supported this.  

Rubin found that there are two modes of cognitive thought, narrative and logical 

argument, with different criteria.  Oral tradition uses only the narrative mode.  In the 

narrative mode, concepts are linked to images that can be organized. 

Cajete (1994) describes the shared symbolic metaphors and expressions 

embedded in the metaphysical, ecological, and cultural constructs that make up the 

philosophical infrastructure of Tribal education among North American indigenous 

peoples.  They include the Tree of Life, the Earth Mother and Sun Father, the Sacred 

Twins, the Mother of Game or Corn, Old Man, Trickster, the Holy Wind, For Life’s 

Sake, We Are All Related, Completed Man/Woman, The Great Mystery, the Life Way, 

and the Sacred Directions.  He states,  

These myths, and the variety of myths related to other symbolic complexes, 

present the Nature centered orientation of Indigenous education in the Americas.  

Rightful orientation to the natural world is the primary message and intent of the 

mythic perception symbolized by the [seven] sacred directions among American 

Indians…. These directions include East, West, North, South, Zenith, Nadir, and 

the Center.  Through deep understanding and expression of the metaphoric 

meaning of these orientations, American Indians have intimately defined their 

place in the Universe. 

By perceiving themselves in the middle of these directions, they oriented 

themselves to the multidimensional field of knowledge and the phenomena of 

their physical and spiritual worlds (Cajete, 1994, p. 37, italics original). 

Schema also play a role in organizing thought in oral cultures.  As Rubin (1995) 

explains,  
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[A] person’s response to a stimulus is not based on that stimulus alone, but on 

past stimuli as well. . . In terms of oral traditions, a listener does not hear a song in 

isolation but in relation to past events, especially but not exclusively the songs 

heard from that tradition (p. 23).    

In other words, schema allow a knowledgeable audience to draw inferences about 

omitted portions of the piece.  

 

Print Culture: Objectivity and Distancing  

The way in which print cultures approach knowing and learning may be 

characterized as the objective, sequential, and abstract investigation of separate and 

isolated fields of knowledge (Ong, 2002; Rubin, 1995).  In Western schooling the focus 

is on the acquisition of knowledge organized in separate subject areas and taught within 

an established timeframe. There is a concern with detail and factuality.  Students usually 

work alone to complete daily assignments and feedback comes in the form of grades (St. 

Clair, 2000).  Later in this chapter, Figure 2.4: Western Education, Bodies of Knowledge 

and Figure 2.3: Indigenous Education: An Integrated System illustrate these qualities of 

Western schooling in comparison to those of indigenous education.   

In Western cultures, sustained thought is tied to print, which has an impact on 

social relationships.  Writing and print isolate the reader.  Unlike speaking, the writing 

process is essentially a solitary act, as is reading.  The audience that helps shape an oral 

presentation is absent during the writing process (Ong, 2002).  In fact there is no 

collective noun for readers that corresponds to audience, a term that is derived from the 

Latin verb audīre, to hear.  As Ong points out, “to think of readers as a united group, we 

have to fall back on calling them an audience, as though they were in fact listeners” (p. 

73).   

In addition, written narrative has a tendency to become reified.  Because there is 

no immediate feedback between the writer and the reader, it tends to become biased 

toward absolutism and a singular truth or reality that is outside the mind and physical 

reality (Sheridan, 1991).  
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In addition to separating the writer from her audience, print cultures distance the 

learner from what is to be learned.  Writing sets up the conditions for objectivity by 

separating the knower from immediate contact with the known.  (Ong, 2002; Sheridan, 

1991).  In contrast with the holistic and participatory experience of oral culture, writing 

frees language from context.  Literacy is biased toward absolutism, and views reality as 

singular; it favors truth as it is represented on the page, which is outside and exterior to 

the mind and to physical reality (Sheridan, 1991).  Ong strongly concurs: “There is no 

way to directly refute a text.  After absolutely total and devastating refutation, it says 

exactly the same thing as before” (p. 78). 

Distancing and objectivity are foundations of Western science which allow 

“precision in verbalization by removing it from the rich but chaotic existential context of 

much oral utterance” (Ong, 2002, p. 102).  Western science would not be possible 

without writing.   Analysis of data is the preferred approach.  In contrast to the communal 

knowledge of indigenous cultures with its empathetic identification with the known, 

Western cultures view human beings as standing somewhat apart from other creatures on 

the planet; animal, mineral or vegetable – that is, non-human matter is viewed as a 

resource to be developed and made useful.  

 

Western Bias Against Oral Cultures   

The fundamental differences in perceptual experience that characterize oral and 

print cultures result in differences in preferred perceptual modalities and habits of 

thought.  In the shift in sensory processing that accompanied the introduction of writing 

and print, St. Clair (2000) sees the first divisions between knowledge and practice, the 

first separations between fields of knowledge, and the origins of objectivism and 

rationalism in Western epistemologies.  St. Clair also sees the beginnings of bias against 

oral cultures. 

[V]erbal and visual thinking result in the creation of different experiences of 

cognition…[S]cholars who have approached the world of visual metaphors via the 

structures of the print culture have failed to fully understand the deeper meanings 

offered by those who live and express themselves within oral cultures (p. 89).   
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Literacy is biased toward absolutism in that it views reality as a singular, 

knowable truth.  Literacy favors truth on the page, which is outside and exterior to the 

mind and to physical reality (Sheridan, 1991, p. 30).  Olson (1994) also notes that the 

Western bias toward literacy leads to a set of baseless assumptions, which are 

summarized in Table 2.1: Western Assumptions about Literacy.    
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Table 2.1:  Western Assumptions about Literacy 
(Derived from Olson,1994) 

Myth Response 
Writing is the transcription of 
speech 

Writing captures only the verbal form of what was 
spoken, leaving how it was said and its intention 
radically under-represented. 

Writing is superior to speech Oral language has a rich lexical and grammatical 
structure capable of conveying the full range of 
meaning. 
 
Linguists have always understood language to be oral.  
Writing, a secondary form of language, is derived from 
speech.  “Oral language precedes and surrounds the 
preparation, interpretation and analysis of written 
discourse” (Olson, 1994, p. 8). 

Alphabetic writing systems 
are technologically superior 
to other types of writing  

An alphabet is of limited use for monosyllabic 
languages with many homophones, such as Chinese.  A 
writing system needs to fit the language it is used for. 

Literacy is an organ of social 
progress 

A number of historical studies have co-related literacy 
and high levels of social control, including formation of 
cities and empires, integration into political systems, 
and the distribution of people into hierarchies and social 
classes.  In some countries, the number of highly literate 
people greatly exceeds the number of appropriate 
employment opportunities available to them.  

Literacy is an instrument of 
cultural and scientific 
development 

We are made increasingly aware of the sophistication of 
oral cultures by anthropologists.  Even the glory that 
was Greece evolved in an oral culture and was 
eventually preserved (not created) by writing.  No 
causal link has been established between literacy and 
cultural development. 

Literacy is an instrument of 
cognitive development. 

Using literacy skills as a measure of personal and social 
competence is a vast oversimplification that 
underestimates both the implicit understandings of oral 
communication, and the important role oral discourse 
plays in bringing those understandings to 
consciousness. 
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Indigenous Ways of Learning 

Wilmer (1993) states:  

[P]ostindustrial society is most in need of the knowledge and expertise that has 

been accumulated through indigenous cultures for thousands of years --- the 

management of complex ecosystems, the development and application of local 

technologies, and the design of social systems emphasizing cooperation and 

community rather than competition (Ferguson 1980).  The cost of dominance is 

obvious when we assess the destructive effects on indigenous peoples.  But the 

cost for the dominant society may be the failure to obtain the knowledge 

necessary to its own survival (p. 115). 

Ethnographic research and analysis of non-Western worldviews have revealed a 

number of core differences from Western thought. In some ways, the worldviews of 

indigenous peoples from all corners of the Earth are strikingly similar.  The Earth is 

viewed as an ecosystem of which humans are an integral part.  Native people and the land 

are viewed as one; they are inextricably bound together, and the human role is one of 

stewardship rather than exploitation (Wilmer, 1993).  However, as Rains (1999) 

observes, Western knowledge production has been closed, sealed, and institutionalized to 

such an extent that indigenous knowledges are dismissed as primitive despite the fact that 

they are “based on thousands of year of experience, analysis, and reflection”.  He refers 

to this hegemony of Western knowledge as “intellectual apartheid” (p. 317).   

Christensen (1991) states that “American Indian and Alaska Native students by 

virtue of their early formative years have organized cognitive maps that differ 

considerably from other students in the American public schools.  Cultural dissimilarities 

may be evidenced by a different sense of time space, and world view” (¶ 5).  

 

Seven Shared Themes 

Reagan (2000) reviews the literature on the educational approaches of seven non-

Western cultural groupings:  African, Mesoamerican, North American Indian, Confucian, 

Hindu and Buddhist , the Rom (or Gypsies), and Islamic.  While there are inter-cultural 

and intra-cultural distinctions between these groupings, Reagan identifies seven shared 
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themes, which are represented in Figure 2.2: Non-Western Educational Themes.  When 

reduced to their basic elements, these themes represent a basic orientation toward human 

relationships and the ability to function effectively within the local cultural community.  

These skills are developed through the concrete give and take of interaction with other 

members of the community.  Thus, non-Western cultures consider true education to be 

different from schooling; besides taking place informally within the context of everyday 

life, it has the goal of producing a person of good character who functions effectively and 

appropriately within the community (Armstrong, 2000; Barnhardt & Kawagley, 2003; 

Cajete, 1994; Cherrington, 2000; Dei, et. al., 2000; Reagan, 2000; St. Clair, 2000).   

As Figure 2.2: Non-Western Educational Themes shows, in indigenous cultures 

the community and parents play the primary role in the child’s education.  For example, 

when McLean (1997) surveyed Native Alaskan parents, she found that they are the ones 

who determine when a child is ready to learn certain skills.  The child’s interest and 

questions trigger instruction, and a modeling/coaching approach is used to guide the 

child.  The parents are patient and understand that learning is a slow process that 

develops over time.  

As children make progress in their learning, feedback comes in the form of 

warmth and affection from the adults around them (St. Clair, 2000).  Ultimately, the 

entire community is involved in the process.  For instance, Fienup-Riordan (1994) reports 

that among the Yup’ik, boys leave their mother’s house and live in a qasgiq (men’s 

house), where the men of the village all play a role in their education.  Yup’ik girls are 

raised and educated in communal houses surrounding the qasgiq that are shared by 

women and children.   
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Figure 2.2:  Non-Western Educational Themes 
Based on Reagan (2000) 
© 2004, Gloria Bock Muniz 
 

 
 

 

 

Non-Western education is community-based and oriented toward preparing a trustworthy 

individual who contributes to the community.    

 

 



   31   
 

 

American Indian and Alaska Native Epistemology   

 In indigenous education, ideas and practices are integrated, and knowledge is not 

divided up into separate academic disciplines.  From an indigenous perspective, Western 

society decontextualizes education and sets it in schools apart from daily family and 

community life, and formalizes it to the extent that even the process of teaching is made a 

professional specialty (Armstrong, 2000; Barnhardt & Kawagley, 2003; Castellano, 2000; 

Daviss, 1997; Maurial, 1999; St Clair, 2000).  

Because indigenous education is embedded in the daily life of the community, 

both researchers and practitioners usually describe it in holistic terms and report a 

preference for synthesis as primary mental processes.  Castellano (2000) provides a good 

summary of indigenous epistemology, which stands in contrast to the Western approach 

described above.  

The holistic quality of knowledge implies that isolating pieces of experience and 

trying to make sense of them apart from the environment that gave rise to them 

flies in the face of reality and is bound to lead to frustration.  This does not mean 

that analysis of parts of the circle of life is to be dismissed; it simply means that 

analysis must be balanced with synthesis – placing the part that we have come to 

know by close analysis in the context of all its relations, which will continually 

impact on that which we thought we know, and thereby transform it. (p. 30). 

Barnhardt and Kawagley (2003) observe that traditional Western science is based 

on linear, cause-effect models based on the study of parts of the system in isolation, and 

only in recent years has developed theory to recognize order in chaotic, seemingly 

random systems.  This distinction is also acknowledged by Canada’s Royal Commission 

on Aboriginal Peoples (1966):  

The need to walk on the land in order to know it is a different approach to 

knowledge than the one-dimensional, literate approach to knowing.  Persons 

schooled in a literate culture are accustomed to having all the context they need to 

understand a communication embedded in the text before them… Persons taught 

to use all their senses – to absorb every clue to interpreting a complex, dynamic 

reality – may well smile at the illusion that words alone, stripped of 
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complementary sound and colour and texture, can convey meaning adequately.   

(pp. 622-3)   

While most indigenous peoples have been enormously impacted by Western 

colonization, communities practicing traditional approaches to education still exist.  For 

example, the Yup’ik, an indigenous people of the Arctic, remain specialists in 

understanding the non-linearity, complexity, and interconnectedness of the universe. 

Their knowledge is based upon observation over long periods of time and the necessary 

knowledge, skills and awareness needed to survive in a harsh environment. There is very 

little in their lives that operates in a linear, two-dimensional fashion, and they learn 

through direct interaction with the environment (Barnhardt & Kawagley, 2003; 

Kawagley, 2003).  For example, 

Alaska Native people have had to learn to decipher and adapt to the constantly 

changing patterns of weather.  The Native elders have long been able to predict 

weather based upon observations of subtle signs that presage what subsequent 

conditions are likely to be.  The wind, for example has irregularities of constantly 

varying velocity, humidity, temperature, and direction due to topography and 

other factors… Behind these variables, however, there are patterns, such as 

prevailing winds or predictable cycles of weather phenomena, that can be 

discerned through long observation (Barnhardt & Kawagley, ¶ 2). 

The kinds of observation used by indigenous peoples involve all the senses.  The 

result is a holistic, integrated knowledge system of indigenous peoples that includes an 

openness to intuitive or spiritual insights, a sense that everything (both the organic and 

the inorganic) is alive, and the awareness that we are all related (Castellano, 2000).  

Cajete (1994)  asserts that the education of indigenous peoples of the American 

Southwest  “embodies a quest for self, individual and community survival, and wholeness 

in the context of a community and natural environment” and that learning to listen, 

observe, and experience holistically is highly valued and respected (p. 34).  He notes that 

the traditional indigenous processes of teaching and learning may be viewed as 

“archetypes of human learning and as part of the Indigenous psyche of all people and 

cultural traditions” (p. 18).  In an illustration reminiscent of Ong’s (2002) discussion of 



   33   
 

 

the relationship between speaking and breathing, Cajete notes that “Hah oh is a Tewa 

word sometimes used to connote the process of learning.  Its closest English translation is 

to breathe in… Hah oh is a shared metaphor describing the perception of traditional 

Tribal teaching – a process of breathing in – that was creatively and ingeniously applied 

by all tribes” ( p. 34).   

 

Cajete’s Spiritual Ecology of Education Model 

Cajete (1994) describes Tribal education as a Spiritual Ecology which provides an 

orienting framework, “not only for religious expression, but also the ecological 

psychology underpinning the other foundations” (p. 39).  Within Cajete’s model, six 

additional foundations take place within two dimensions, which he calls the Summer 

Element and the Winter Element. 

The Summer Element is the outward, highly interactive, external dimension of 

tribal education.  It is composed of the Environmental, the Communal, and the Affective 

foundations.   The Environmental Foundation provides a context for observing and 

integrating what is learned from direct interaction with the natural world.  It connects the 

tribe with their place, or traditional territory, and establishes a conscious and spiritual 

relationship with their land and the earth.  Ultimately, it establishes a deep sense of 

ecological awareness.  The Communal Foundation is based on an understanding that 

human beings are social animals who depend upon each other for both survival and 

identity. As Cajete (1994) explains, “The life of the community and its individuals are the 

primary focus of Tribal education.  The community is the primary context, through the 

family, clan or other Tribal social structures, where the first dimensions of education 

unfold for all human beings” (p. 41). The Affective Foundation develops ‘the internal 

emotional response to learning, living, growing, and understanding in relationship to the 

world, ourselves, and each other” (p. 40).   It connects the child with an understanding of 

the purposes of learning, cultivates trust and responsibility, and stimulates his primary 

motivation for gaining knowledge.  The Affective Foundation mediates the 

environmental and the communal foundations.   
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  The Winter Element is the deeply inward aspect of tribal education.  It is 

composed of the Mythic, Visionary, and Artistic foundations, which form a triad of tools, 

practices, and ways of teaching and learning.  The Mythic Foundation contains the 

archetypical stories that illustrate the cosmology and world view of the tribe using the 

tribe’s language and cultural metaphors.  It “presents the script for teaching, learning, and 

participating in stories that guide the people” (Cajete, 1994, p. 40).  The Visionary 

Foundation is found in the “individual psychological and spiritual experiences that lead 

to or result from the practices, rituals, and ceremonies of a tribe” (p. 40).  In Jungian 

terms, the community learns through the exploration of the individual and collective 

unconscious.  The Artistic Foundation allows the community to symbolize knowledge, 

understanding, and feeling through image.  Art integrates and documents the internal 

process of learning, and makes it possible to transcend a finite time and culture.  The 

Artistic Foundation mediates the Mythic and Visionary foundations. 

Cajete’s model is far from linear, and even transcends the common three-

dimensional assumptions of holistic views of education.  He believed that through the 

interactions of the Summer and Winter Elements and their six foundational elements, “a 

fourth dimension for the deep understanding of our inner being” is projected (Cajete, 

1994, p. 39).  It is worth noting that the Spiritual ecology and the mythic, visionary, and 

artistic foundations are almost completely absent in formal Western education. 

 

Learning and Teaching:  Practical Knowledge 

The hallmarks of indigenous teaching and learning are integration, simultaneity, 

and synthesis.  The core processes of indigenous education are “experiential learning 

(learning by doing or seeing), storytelling (learning by listening and imagining), 

ritual/ceremony (learning through initiation), dreaming (learning through unconscious 

imagery), tutoring (learning through apprenticeship), and artistic creation (learning 

through creative synthesis)” (Cajete, 1994, p. 34).  These approaches actively integrate 

the outer world of the learner’s experience and the inner world of creative imagination. 

Generally, indigenous children are educated informally within the context of 

everyday living. The “living place” or (environment where the people have lived in for 
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time immemorial), the family or clan, and the Tribe provided both the context for 

learning and the source of knowledge (1994).   

 

Experiential Learning 

The Canadian government established a special commission to research ways in 

which the approaches to education used by Canada’s indigenous peoples are different 

from those used in formal schooling.  The Royal Commission on Aboriginal Peoples 

published an extensive report in 1996.  Among the findings were that Canada’s First 

Nations relied heavily on observation and experience in the learning process, valued all 

of the senses, and taught their children how to use them effectively (Royal Commission 

on Aboriginal Peoples, 1996).  In the words of the report,  

The need to walk on the land in order to know it is a different approach to 

knowledge than the one-dimensional, literate approach to knowing.  Persons 

schooled in a literate culture are accustomed to having all the context they need to 

understand a communication embedded in the text before them… Persons taught 

to use all their senses --- to absorb every clue to interpreting a complex, dynamic 

reality --- may well smile at the illusion that words alone, stripped of 

complementary sound and colour and texture, can convey meaning adequately 

(pp. 622-3). 

Family is important in this experiential approach.   For example, Cherrington 

(2000), who is Maori, describes the process used by her parents in educating her as 

follows, “One of the most important things my father taught was to listen.  I believe that 

lesson has impacted the way that I learn.  I observe and experience life” (p. 33).    

 

Tutoring, Coaching and Modeling   

The approach used by adults to support learning is tutoring.  Coaching is also a 

term that works well to describe the approach.  Some authors refer to it as apprenticing, 

but I feel that this term is too closely linked with formal apprenticeship models used in 

the Western world.  Daviss (1997) studied the development of what she refers to as 

“authoritative knowledge” among Inuit midwives.  She found that Inuit training and 
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teaching is based on modeling, and is acquired through hands-on experience.  In her 

words, “Inuit show rather than tell.  I recall watching a team of men who were showing 

me how to make an igloo in Iqaluit.  They went about their work in almost complete 

silence, stopping once to apologize for the quality of the snow, explaining, ‘It usually fits 

together just like Legos,’ and again to welcome me, once it was done, to the ‘White 

House’” (p. 462).   

According to Daviss, the Western-style testing and evaluation involved in 

professional training is simply not responsive to the Inuit way of thinking.  When faced 

with testing as part of the licensing process, for example, Inuit midwives felt that it 

encouraged them to consider themselves above, instead of with the women who came to 

them, and that it rewarded intrusiveness rather than sensitivity to women.  The 

accountability issues addressed by Western-style assessment are addressed, to a certain 

extent, at the beginning of the process.  In selecting women to receive training as 

midwives, the Inuit select on the basis of character and integrity, strength of purpose, and 

dedication to the community.  The midwives are members of the community, are 

responsible to the community, and are seen as models for the entire community.  High 

academic achievement is not a major factor. 

  

Learning and Teaching:  Sacred and Ceremonial Knowledge 

Among the indigenous peoples of North America, formal education is used for the 

transfer of cultural values, including the community’s sacred knowledge and ceremonial 

practices (Cajete, 1994), in contrast to the transmission of cultural values and sacred 

knowledge which takes place informally within the context of the family and faith 

community in Western culture. 

The traditional knowledge of the community is handed down from previous 

generations with few changes.  Topics include the creation of the world, clan origins, 

genealogies and ancestral rights, relations with neighboring nations (including treaties, 

boundaries, battles, etc), and stories that reinforce the values and beliefs that formed the 

substructure for civil society within the context of the local culture (Castellano, 2000).   
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For North American Indians, shared symbolic metaphors and expressions that 

make up the philosophical infrastructure of traditional education include the Tree of Life, 

the Earth Mother and Sun Father, the Sacred Twins, the Mother of Game or Corn, Old 

Man, Trickster, the Holy Wind, For Life’s Sake, We Are All Related, Completed 

Man/Woman, The Great Mystery, the Life Way, and the Sacred Directions (Cajete, 

1994).  According to Cajete,   

These myths, and the variety of myths related to other symbolic complexes, 

present the Nature centered orientation of Indigenous education in the Americas.  

Rightful orientation to the natural world is the primary message and intent of the 

mythic perception symbolized by the [seven] sacred directions among American 

Indians…. These directions include East, West, North, South, Zenith, Nadir, and 

the Center.  Through deep understanding and expression of the metaphoric 

meaning of these orientations, American Indians have intimately defined their 

place in the Universe. 

By perceiving themselves in the middle of these directions, they oriented 

themselves to the multidimensional field of knowledge and the phenomena of 

their physical and spiritual worlds. (p. 37) 

Storytelling is often a seasonal activity.  In the Pacific Northwest, for instance, it 

takes place during the winter.   Storytelling entertains, provides models for behavior, and 

sounds warnings without being intrusive (Castellano, 2000).   

 

A Comparison of Indigenous and Western Approaches to Education 

Indigenous Education:  An Integrated System Embedded in Community 

Figure 2.3: Indigenous Education: An Integrated System and Figure 2.4: Western 

Education, Bodies of Knowledge illustrate key aspects of Indigenous and Western 

educational practices.  They represent my synthesis of ideas gleaned from the articles and 

books I read in preparation for my research. 

Non-Western worldviews and systems of knowledge are often represented 

culturally by mandalas, or geometric designs (usually circular) that are symbolic of the 

universe.  The mandalas of Hindu and Buddhist traditions are well known. The Medicine 
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Wheel of North American Plains Indians may also be considered a mandala.  The 

holistic, multisensory, intuitive knowledge of North America indigenous peoples, as well 

as their sense that both the organic and inorganic aspects of this planet are alive and inter-

connected, is embodied in the Medicine Wheel (Castellano, 2000; Reagan, 2000).  The 

four quadrants of the Medicine Wheel symbolize harmony and equality among 

differences, and the unity of difference in one reality while the circumference represents 

balance, since all points are equidistant from the center (Reagan, 2000). 

Figures 2.4 and 2.5 are based upon modified mandalic forms and represent the 

contexts and focal points of Indigenous and Western educational systems.  In creating 

Figure 2.3: Indigenous Education, I synthesized the literature that I had read on 

indigenous education throughout the world, with a focus on North America.  Thus, while 

the practical and cultural hemispheres correspond roughly to Cajete’s (2000) summer and 

winter elements, respectively, this is not intended to be a strict representation of his 

Spiritual Ecology Model.   

In Figure 2.3: Indigenous Education: An Integrated System, the outer circle 

represents a social context in which individual character and community cohesion 

(including, in a post-colonial world, community identity) are highly valued purposes of 

proper education.  In small self-sustaining communities the contribution of each 

individual is necessary for survival.  Therefore, in addition to developing awareness and 

development of one’s innate potential, indigenous education promotes the education of 

the inner self.  Self-knowledge includes awareness and understanding of the natural 

environment, knowledge of one’s roles and responsibility to community, and sensitivity 

to the spiritual essences of the world (Cajete, 1994). 

The middle ring represents the elements of education in indigenous societies.  The 

upper hemisphere represents activities undertaken by the learner; the lower hemisphere 

represents those of the people who assist and support the learner.  The learning process is 

further divided into content that is empirical or practical in nature, on the left, and that 

which is cultural, sacred or ceremonial in nature on the right.  The model features a 

rotational axis to suggest the global, holistic nature of the learning endeavor, as well as its 

goal of integrated, dynamic understanding. 
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Figure 2.3:  Indigenous Education: An Integrated System 
© 2004, Gloria Bock Muniz 
 

 
 

Western Education: Bodies of Knowledge 

As a point of contrast to indigenous education, Figure 2.4: Western Education, 

Bodies of Knowledge illustrates the characteristic separation of Western education into 

fields of knowledge.  The outer ring represents the overall goals of education, which in 

the West focus on individual achievement and attainment rather than community 

integration.  Personal life experience and informal approaches to education that take 
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place in the family are viewed as individual and idiosyncratic perspectives, which may 

sometimes be included in classroom learning.  However, religious teaching is kept 

separate from public formal education, at least in the United States. 

 

Figure 2.4:  Western Education, Bodies of Knowledge 
© 2004, Gloria Bock Muniz 
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emphasized throughout the years of formal education, with student achievement closely 

monitored and assessed.  It is worth noting that these four subjects --- reading, writing, 

math and science --- are the ones most directly concerned with understanding and using 

written alphabetic or numerical systems. 

 

Indigenous Language Preservation: Challenges and Strategies 

 Universal access to education is a well-established human right (Spring, 2000).  

It is especially important as the world’s economies become more interconnected and as 

participation in the global economy increases in importance for individual and group 

survival.  However, to the degree that educational standards based in Western worldviews 

and values align internationally, indigenous cultures and heritages (and the right to 

maintain them) are threatened.  Indigenous communities working to preserve their 

cultures and languages are presented with a distinct set of issues when their children enter 

Western school systems.  Hartley and Johnson (1995) efficiently sum up the basic 

challenges facing communities and schools in Native Alaskan villages:  “How could they 

make the school program fit the needs of their children and their community?  How could 

they guide the instructional program to reflect and meet both the traditional community’s 

education needs and the necessities of ‘formal’ schooling? What would the focus be?” (p. 

574).  These are questions that frame the process of planning any program for indigenous 

children that will ultimately be successful.  They are questions that are grounded in the 

needs and realities of the local community, its families, and its children.  

Addressing these questions requires sustained leadership with a deep 

understanding of and commitment both to the indigenous community and to the emerging 

program (Barnhardt & Harrison, 1993; Greymorning, 2001).  The primary responsibility 

for the renewal and spread of indigenous languages and cultures rests inherently in the 

indigenous communities and, ultimately, in the home.  The schools play a supporting role 

by providing appropriate language programs. (Rubin 1999; Assembly of Alaska Native 

Educators, 2001). 

Barnhardt and Harrison (1993) discuss a number of characteristics that distinguish 

indigenous education initiatives from mainstream education initiatives, including: 
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• Commitment to the collective interests of their indigenous community; 

• Sustained local leadership;  

• A high degree of structural and functional integrations both within the initiatives, 

and between the initiatives and the communities they serve; 

• Participation of Elders; 

• Spiritual harmony; 

• Use of the local indigenous language; 

• Use of the traditional ways of knowing (i.e. of constructing, organizing, and 

using knowledge); 

• Use of traditional teaching practices; 

• Teaching and learning environments that are compatible with traditional cultural 

forms; and 

• Participatory, community-based research. 

A closer look at these characteristics reveals the importance of grounding the 

effort in the community; seven of the ten characteristics detail elements drawn directly 

from the indigenous culture. Rubin (1999) also states that it is important to base the 

curriculum on the traditional stories and the oral traditional of the community as a key 

step toward maintaining the effectiveness and integrity of the culture. 

The Guidelines for Strengthening Indigenous Languages adopted by the 

Assembly of Alaska Native Educators in 2001 highlight the role of the Elders as the 

philosophers, professors, and visionaries of a cultural community, and recognizes, as 

well, the key contributions of others who have made a commitment to preserving the 

community’s culture.  The introduction states: 

Elders are recognized as the primary source of language expertise and cultural 

knowledge.   The identification of “Elders” as culture-bearers is not simply a 

matter of chronological age, but a function of the respect accorded to individuals 

in each community who exemplify the values and lifeways of the local culture 

and who possess the wisdom and willingness to pass their knowledge on to future 

generations (Assembly of Alaska Native Educators, 2001, p. 3). 
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Even though my research will focus on several American states, it is important to 

recognize that current education policy is developed within the context of globalization 

and of coordinated international efforts around education. 

 

Global Education Initiatives 

The 21st Century: A World of Competing Interests 

The twentieth century saw unprecedented improvements in transportation and 

communication technologies.  Inventions included the automobile, air transportation, 

television, telecommunication systems, computers, and the Internet.  These and other 

technological innovations allow immediate communication between individuals and 

organizations regardless of their location on the planet.  The movement of people and 

trade goods may now occur within a matter of hours or days, rather than weeks or 

months.  By the end of the century, the transnational convergence that is a characteristic 

of globalization was apparent (McNeely and Cha, 1994).  

 

Definitions   

For the purposes of this study, I am using the following definitions.  I understand 

that there are more legalistic definitions, and that for some of the terms, the meaning is 

still evolving. 

Transnational: Operating internationally, but outside the system of nation states. 

Intergovernmental organizations:  based on a formal instrument of agreement 

between the governments of nation states, and with permanent staff to 

perform on-going tasks.  The United Nations is an example of an 

intergovernmental organization.   

Non-governmental organizations (NGOs):  The definition for this commonly used 

term is still evolving.  As generally used, it is similar to intergovernmental 

organization, except that some members are not the agents of any 

government.  Some sources provide a more legalistic definition, 

distinguishing between intergovernmental organizations and NGOs.  Most of 

the documents I read that related to United Nations activities used the term 
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NGO or non-governmental organization fairly broadly.  A wide variety of 

NGOs meet weekly at the United Nations for briefings, discussion, and 

liaison.  Examples are Amnesty International, TerraLingua (a linguistic 

human rights organization), the Navajo and Cree Nations, and the Unitarian 

Church.   

 

Globalization   

There is a conception of the world as a system of interdependent units, in which 

similar forces operate on all countries in the system.  As a result, common imperatives 

emerge that transcend nations and that are recognized in alliances and aligned initiatives.  

The benefits of compliance with these common imperatives are legitimacy and resources 

(McNeely & Cha, 1994).  The American Heritage Dictionary of the English Language 

(1992) defines globalization as “a national geopolitical policy in which the entire world is 

regarded as the appropriate sphere for a state’s influence” (p. 772).  The world is 

becoming an interdependent system in which the benefits of compliance with systemic 

imperatives are legitimacy and resources (McNeely & Cha,1994).  Globalization may 

therefore be viewed as an extension of the colonial movements of the past.  As resources 

are incorporated into an industrialized global economy, the removal of indigenous 

peoples from their land while labeling them as “primitive” and forcing cultural 

assimilation in order to gain access to the resources they would otherwise control 

continues (Wilmer 1993).  Spring (2000) sees an increasingly hybridized global culture in 

which there is a conscious attempt to change local cultures to meet the needs of economic 

development that creates models of schooling in which “students are treated as a resource 

to be developed for the good of the economic system” (p. 148). 

Gewirtz (2001), a policy analyst from Great Britain, observes that globalization is 

not a homogenous process; rather, it consists of economic, political, social, and cultural 

processes which are sometimes in tension with one another. Noting that the 

“inevitability” of economic globalization is used by neo-liberals to justify an education 

agenda that includes centralized standards and assessment, she acknowledges that 

economic globalization marginalizes social and cultural global movements.  However, 
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she asserts that because economic globalization is a consequence of national-level 

political decisions, it can be controlled at the national level. 

 

Human and Indigenous Rights 

Gewirtz (2001) notes several counterweights to the forces promoting economic 

globalization.  First, there is a lack of consensus in the business world about what to 

demand from public education.  In addition, the policies of global agencies such as the 

World Bank are not necessarily coherent, and they and change over time.  She also notes 

the potential for active resistance by indigenous and human rights non-governmental 

organizations (NGO’s) that are concerned about the loss of their cultural identity and the 

commodification of their cultural knowledge.   By the mid-eighties the international 

public sphere of the human rights debate had grown large enough that even individuals in 

countries without indigenous traditions became aware of the international interest in 

claims based on human and indigenous rights.   

The Human Rights movement took shape shortly after the establishment of the 

United Nations.  The Universal Declaration of Human Rights is an international covenant 

passed by the United Nations General Assembly in 1948 and ratified by most of the 

world’s nations (United Nations General Assembly, 1948).  The rights set forth in The 

Universal Declaration of Human Rights help to counterbalance the more egregious 

effects of economic globalization by setting internationally recognized standards and 

norms (McNeely and Cha, 1994).   

The fifty years following its acceptance have seen a succession of international 

efforts on behalf of various groups of disadvantaged peoples that have been organized 

and funded under the auspices of the United Nations and affiliated organizations, 

including the Convention on the Rights of the Child (United Nations, General Assembly, 

1989) which included agreements on education, on language rights, and on the rights of 

minority children.   

The Indigenous Rights movement took hold during the 1990’s, and over the last 

twenty years there has been increasing awareness of and attention to the rights of the 

world’s indigenous peoples.  The United Nations declared the period from 1995-2004 to 
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be The International Decade of the World’s Indigenous People and embarked on a 

program intended to strengthen the United Nations’ institutional support for indigenous 

peoples and to offer greater protections for their cultures and heritage.   

Currently, there are many organizations and alliances of indigenous peoples 

actively promoting indigenous rights. International forums provide a venue for the 

articulation and dissemination of indigenous voices, and indigenous scholars are 

publishing research, analysis, and proposals directly addressing the concerns and needs of 

indigenous peoples. Key issues include intellectual property rights, protection of 

territories and resources, and protection of language and cultural identity. 

 

Relationship Between Education and Globalization 

Promoting a Global Economy:  The Role of Education 

Education has been linked with economic globalization by a number of analysts 

including Gewirtz (2001), Spring (2000), Wilmer (1993).  The significance of such a link 

lies in the power that transnational economic institutions such as the World Bank and 

non-governmental organizations such as the Organization for Economic Co-operation 

and Development (OECD) have in influencing policy and providing funding for 

initiatives and activities that promote their economic and development goals.  Many of 

these organizations are headquartered in Europe and are rooted in Western social and 

economic assumptions and ways of thinking.  Wilmer (1993) sees the incorporation of 

resources into an industrialized global economy as an ongoing colonial process.  To the 

extent that education supports and facilitates such a global economy, it also could be 

viewed as a colonial process. 

Gewirtz (2001) describes one policy agenda based on the “inevitability” of 

economic globalization.  The aspects of this policy relating to education include: 

• Central control of education through national standards and assessments, and 

through funding directed to schools that implement favored initiatives. 

• Focus on the needs of business; teaching “entrepreneurial” skills and attitudes.  

• Increased opportunities for privatization of schooling and educational services. 
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• Justifying these changes on the grounds of ability to compete in a globalized 

economy. 

Spring (2000) reviewed documents from the World Bank and from organizations 

such as the OECD.  He found that they actively promote cultural change as part of their 

development work and are able to influence public education policy through funding. 

In the United States, A Nation at Risk (National Commission on Excellence in Education, 

1983) and What Work Requires of Schools (The Secretary’s Commission on Achieving 

Necessary Skills, 1991) were used to justify school reform in the United States and echo 

these themes.  These and other documents will be discussed later in this chapter. 

 

Creating Norms and Standards: The Role of International Organizations   

McNeely & Cha (1994) see international organizations as having a normative and 

a rule-creating function.  They provide and disseminate standardized theories of 

development, establish worldwide definition of education as a critical means to 

development, and provide the means of expansion of education through conferences and 

agreements.  To the extent that international organizations promote, manage, and 

facilitate the establishment of “world cultural claims”, they may be conceived of as 

regulatory programs.  Through these organizations, states frame their efforts to enhance 

their interests through collaboration, and accept the necessary restraint and responsibility. 

In the case of organizations under the umbrella of the United Nations, such as UNESCO, 

the standard-setting, normative function is explicitly stated on their web-sites.   

Surratt (2001) found that the norms, ideals and values of transnational NGOs 

include the principles of democratically elected governments, protection of universal 

human rights and adherence to the rules of the global community.  She notes that NGO 

networks are unique in that “they are characterized by voluntary, reciprocal and 

horizontal patterns of communication and exchange.  Populated by committed, 

knowledgeable actors work in specialized issue areas, the source of their power is the 

ability to generate information quickly and accurately and deploy it effectively” (p. 85).   

She further notes that, “In a sense, NGOs are the moral entrepreneurs of the international 

political order (Pfuhl and Henry, 1993).  They work within the dominant order to define 
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deviant categories, populate those categories with deviant individuals (states), and ban 

them from the global community until they choose to conform” (p. 92). 

Surratt (2001) describes four types of tactics used by NGOs:  Information politics 

(timely and credible generation of usable information that can be released for political 

impact), symbolic politics (definition of a situation for a faraway audience through the 

use of symbols and stories), leverage politics (engagement of powerful actors to affect a 

situation when weaker network members are unlikely to have influence), and 

accountability politics (attempting to hold powerful actors to their previously stated 

policies and principles).  The Internet appears to enhance the NGO’s capability in these 

areas by simultaneously increasing the speed and reducing the cost of circulating 

information and thus allowing the NGO to transmit more (and more engaging) 

information.  The Internet’s many-to-many form and interactive format also alters the 

pattern of interaction around a situation.  Problems and the issues of strangers residing a 

world away can be brought into focus and made as tangible and immediate as if they 

were happening next door. 

 

Organizations Involved in International Education Improvement Efforts 

Some of the primary international organizations and NGOs with education 

missions of agendas are described below.  Many are better known by their acronyms than 

by their full names and therefore introduce themselves in print by placing the acronym 

immediately before the name without separation by a comma.  I have followed that 

practice in my discussion.  The information given below was gathered from each 

organization’s web pages, and I have included the organization’s URL immediately 

following the name.   

I have included the date each organization was founded or established in order to 

give the reader an avenue for thinking about the historical context surrounding its origins.  

My personal historical frames are World War II and the Cold War that followed; the civil 

rights consciousness and movements of the 1960’s; the age of the Internet and World 

Wide Web, which gathered steam in the 1980’s; economic globalization in the latter third 

of the 20th Century; and the rise of indigenous rights movements in the 1990’s. 
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The United Nations and Human Rights Standards (http://www.un.org/english) 

The United Nations is a unique intergovernmental organization that came into 

being on October 24, 1945, immediately after the Second World War.  Coming as it did 

on the heels of horrific international conflict, it held a vision of international cooperation 

and collaboration to promote peace, human rights, development, security and the 

stabilization of international relations.  Virtually all of the world’s nations are members. 

The organizational chart of the United Nations provides a good overview of the 

range of on-going planning and activity.  A copy is attached.  The chart also gives a sense 

of its size as a bureaucracy, with separate agencies focusing on different aspects of 

agreed upon international needs and directions.    

Universal Declaration of Human Rights, December 10, 1948.   

As an intergovernmental organization, the members of United Nations develop 

and agree upon international standards and principles.  The Universal Declaration of 

Human Rights was one of the first such standard-setting instruments.  It was a defining 

moment for the international human rights movement.  Article 26 of the Universal 

Declaration of Human Rights deals with education as a universal right and a foundation 

for peace.  It set the stage for international initiatives to improve access to education.  It 

states:   

1. Everyone has the right to education.  Education shall be free, at least in the 

elementary and fundamental stages.  Elementary education shall be 

compulsory.  Technical and professional education shall be made 

generally available and higher education shall be equally accessible to all 

on the basis of merit. 

2. Education shall be directed to the full development of the human 

personality and to the strengthening of respect for human rights and 

fundamental freedoms.  It shall promote understanding, tolerance and 

friendship among all nations, racial or religious groups, and shall further 

the activities of the United Nations for the maintenance of peace. 
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3. Parents have a prior right to choose the kind of education that shall be 

given to their children.  (United Nations General Assembly, 1948) 

Convention on the Rights of the Child.  

In the 1959 Declaration of the Rights of the Child and the 1989 Convention on the 

Rights of the Child, the United Nations reaffirmed the universal right to education and 

continued its focus on access and equal opportunity.  Article 28 of the Convention on the 

Rights of the Child deals with equity and access, with particular attention given to the 

needs of developing countries.  It also contains provisions regarding school discipline.   

The convention did not detail the content of education, but Article 28 does identify 

priority areas that include literacy, access to scientific and technical knowledge.  Article 

29 is an agreement that education will be directed to the development of the child’s 

personality, talents, and mental and physical abilities; the development of respect for 

human rights and fundamental freedoms; the development of respect for his or her 

parents and cultural/linguistic identity; the preparation for responsible life in a free 

society; and the development of respect for the natural environment.  Article 30 

guarantees language, cultural, and religious rights.  It states:   

In those States in which ethnic, religious or linguistic minorities or persons of 

indigenous origin exist, a child belonging to such a minority or who is indigenous 

shall not be denied the right, in community with other members of his or her 

group, to enjoy his or her own culture, to profess and practice his or her own 

religion, or to use his or her own language. 

Thus, in the Convention on the Rights of the Child we can see attention to local 

and indigenous cultures and identity along with attention to the preparation of children 

and youth in literacy and Western technologies.  These two ideals are embedded in the 

missions of key United Nations organizations, although the emphasis on one ideal or the 

other varies. 

The Permanent Forum on Indigenous Issues. 

During the 1980s and 1990s, the United Nations began a series of proclamations 

and activities focusing on the indigenous peoples of the world.  In 1982 the Working 

Group on Indigenous Populations was established.  Its work culminated in the 1993 with 
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the United Nations declaration of the International Year of Indigenous People (1993).  

The United Nations Permanent /Forum on Indigenous Issues (UNPFII) was established, 

and the International Decade of the World’s Indigenous People (1995-2004) was 

launched the following year.  This was followed by the proclamation of the Second 

Decade of the World’s Indigenous People (2005-2015) by the United Nations General 

Assembly.   

The five objectives of the Decade reflect concern about the level of participation, 

voice, visibility, and equity in decision-making that affects the lives of indigenous 

peoples.  They are: 

1. Promoting non-discrimination and inclusion of indigenous peoples in the 

design, implementation and evaluation of international, regional and 

national processes regarding laws, policies, resources, programmes and 

projects; 

2. Promoting full and effective participation of indigenous peoples in 

decisions which…affect their life styles, traditional lands and territories, 

their cultural integrity as indigenous peoples…; 

3. Re-defining development policies that depart from a vision of equity and 

that are cultural appropriate, including respect for cultural and linguistic 

diversity of indigenous peoples; 

4. Adopting targeted policies, programmes, projects and budgets for the 

development of indigenous peoples, including concrete benchmarks, and 

particular emphasis on indigenous women, children and youth; 

5. Developing strong monitoring mechanisms and enhancing accountability 

at the international, regional and particularly the national level, regarding 

the implementation of legal, policy and operational frameworks for the 

protection of indigenous peoples and the improvement of their lives.  

(United Nations Permanent Forum on Indigenous Issues, 2006) 
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Key United Nations Organizations with a Role in Education 

UNESCO United Nations Educational, Scientific and Cultural Organization 
(http://portal.unesco.org/education).   

 UNESCO is a specialized agency of the United Nations. It was conceived in 

London in 1942 as the Conference of Allied Ministers of Education in an effort to 

forestall the take-over to education by totalitarian regimes.  Until that time, instruction 

was conceived along two tracks: one for children from the upper classes, leading to 

higher education, and the other for rural and lower socio-economic classes, preparing 

them for work.  While most industrialized countries had provided free, compulsory 

primary education since the mid-nineteenth century, boys and girls were usually educated 

separately, and secondary education was available only to limited numbers of children. 

UNESCO was established on November 16, 1945, and now consists of 190 

member nation states.  In addition, UNESCO maintains official relations with over 330 

NGOs.  All members come together in a  General Conference every two years to 

determine the policies and goals of the organization.   

The areas addressed under UNESCO are education, natural sciences, social and 

human sciences (including human rights), culture, and communication and information. 

UNESCO’s mission and activities promote human rights, mutual respect and the 

alleviation of poverty.  Conceived as it was during the Second World War, its founders 

questioned the failure of education to prevent the war and its consequences, and 

envisioned an educational mission that would foster a peace “founded upon the 

intellectual and moral solidarity of mankind”, and not merely the absence of war.  

Education for justice, freedom and peace is one of the fundamental ethical tasks of 

UNESCO.  

To accomplish its goals in the area of education, UNESCO has a world-wide field 

network of agencies and institutes that includes the European Centre for Higher 

Education (Budapest), the Institute for Education (Hamburg), the International Institute 

for Educational Planning (Paris and Buenos Aires), the International Institute for Higher 

Education in Latin America and the Caribbean (Caracas), the International Bureau of 
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Education (Geneva), the Caribbean Network for Educational Innovations for 

Development (Bridgetown, Barbados) and others.   

UNESCO has played a central role in formulating norms for education.  

Immediately after the Second World War, the international emphasis was on expansion 

of educational opportunities, and access.  Four tenets came to provide the guidelines for 

the normative action of UNESCO:  the principles of non-discrimination, equality of 

opportunity and treatment, universal access to education, and solidarity.   

The beginning of a shift from expansion toward the quality of education was 

noted by Beeby (1969).  In 1968, UNESCO’s International Institute for Educational 

Planning (IIEP) held a symposium that was attended by representatives from the United 

Kingdom, the United States, Belgium, France, Greece, India, Japan, Lebanon, New 

Zealand, Poland, Senegal, Sweden, and the USSR.  The reason for the symposium was a 

need for a new educational strategy, since the expansionist strategy of educational 

development which nations had been pursuing since the mid 1950’s had run into serious 

trouble.  At that time, international meetings had led them to believe that more attention 

should be given to the qualitative aspects of educational planning, and the symposium 

was held to develop an understanding of what qualitative meant.  Participants came from 

a variety of professional and cultural backgrounds, which led to a stormy start (especially 

between the economists and the educators), but ultimate led to fresh insights and areas of 

agreement. 

In 1990, The World Declaration on Education for All and the Framework for 

Action to Meet Basic Learning Needs were adopted in Jomtien, Thailand.  The 

declaration and its framework for action represent a worldwide consensus  of delegates 

from 155 governments, and representatives of 20 intergovernmental organizations and 

150 non-governmental organizations.  The World Declaration on Education for All 

reaffirmed the right to education asserted in the Universal Declaration of Human Rights.  

It also noted the daunting needs that persist in the face of economic stagnation and 

widening disparities between rich and poor, the mounting debt burdens of the Third 

World, rapid population growth, widespread environmental degradation, and the impact 

of war, civil strife, occupation, and violent crime.  The declaration noted that these ills 
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had led to setbacks during the 1980’s, even in some industrialized countries where 

cutbacks in government funding led to the deterioration of education (UNESCO, 1994).   

Articles III through VII of the World Declaration on Education for All explain the 

elements of the expanded vision:  universalizing access and promoting equity, especially 

for girls and women and other underserved groups; focusing on learning outcomes; birth 

through adulthood education through broader delivery systems including formal primary 

education for all, mother-tongue literacy, and use of new technologies; enhancing the 

environment for learning, including the needs for health and emotional support; and 

strengthening national, regional, and local partnerships among all sectors of society  

(UNESCO, 1994).  However, Spring (2000) noted that delegates to the 1990 Education 

for All (EFA) World Conference remained divided over political & economic educational 

goals, which were roughly liberation & democracy, moral & spiritual values (Islamic 

countries were especially interested in this), and economic purposes of education. In the 

final document, human rights were omitted, and although Article 1, Clause 2 speaks of 

empowering individuals to further the cause of social justice, the term social justice 

remained undefined.   

The World Bank Group (http://www.worldbank.org). 

The World Bank is one of the specialized agencies of the United Nations. 184 

nations are members of the World Bank. The World Bank Group consists of five closely 

related institutions:  the IBRD International Bank for Reconstruction and Development 

(established in 1944), the IDA International Development Association (established in 

1960), the  IFC International Finance Corporation (established in 1956), the  MIGA 

Multilateral Investment Guarantee Agency (established in 1988), and ICSID The 

International Center for Settlement of Investment Disputes (established in 1966).  One of 

its institutions, the International Development Association, provides interest-free loans to 

the world’s poorest nations for programs aimed at promoting economic growth and 

improved living conditions. 

The World Bank currently centers its efforts on the Millennium Development 

Goals that target sustainable poverty reduction and that were agreed to by UN members 
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in 2000.  The World Bank is one of the world’s largest sources of development 

assistance, and the world’s largest source of external funding for education.   

IMF International Monetary Fund (http://www.imf.org). 

The IMF is an international organization established in 1945 under the auspices of 

the United Nations.  It has a membership of 184 countries.  While it operates separately 

from the World Bank Group, the two organizations share the same membership and the 

same goal of raising living standards and economic growth in their member countries.   

The IMF’s focus is on the stability of the international financial system, which 

complements the World Bank’s efforts in the area of long-term economic development.    

It promotes international monetary cooperation, exchange security, and orderly exchange 

arrangements.  The two organizations work collaboratively.  IMF also works 

collaboratively with the World Trade Organization.  IMF’s activities include surveillance 

(dialogue and policy advice regarding exchange rates and economic growth to its 

members, and compilation of information received from these consultations into 

assessments of prospects for development), technical assistance on design and 

implementation of effective policies, financial assistance, and poverty reduction efforts 

through lending and debt relief. 

While IMF does not have an education agenda per se, its influence in policy 

setting and its international loan programs does have an impact on the social agendas of 

nations and resources they have available to meet them.  This influence is magnified by 

the close working relationship of the World Bank, International Monetary Fund, and the 

World Trade Organization which has the potential to direct funding in directions that 

complement their economic and development objectives and to make funding more 

difficult for objectives that do not meet their approval. 

 

OECD Organization for Economic Co-operation and Development (http://www.oecd. 
org) 

OECD is an intergovernmental organization that was formed in 1961 with 20 

member European countries, plus the United States, Canada, and Turkey.  It is not part of 

the United Nations.  Since 1961, ten additional countries have joined, including Japan, 
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Korea, Australia, New Zealand, and Mexico.   Together, OECD’s thirty members 

produce two-thirds of the world’s goods and services.  Conditions for membership in 

OECD include a commitment to a market economy and to pluralistic democracy.  OECD 

has active relationships with seventy other countries and non-governmental organizations 

(NGOs), giving it a global reach.  Its work has an economic focus, which includes 

macroeconomics, trade, development, and education, and it achieves its goals using a 

combination of data collection, dialogue, consensus, peer review, and pressure. 

OECD has a Directorate for Education that helps countries design and implement 

effective education policies.  It promotes “lifelong learning in coherence with other 

socio-economic policies”, and emphasizes ways of evaluating and improving the 

outcomes of education, quality teaching, and social cohesion within the context of a 

global economy.  It also conducts regular reviews of education systems.  In many ways, 

OECD’s approach to education matches the education reform and standards movement in 

the United States.  OECD’s educational activities include the following: 

• an annual summary of statistic and indicators of educational progress, published 

in Education at a Glance. 

• the Programme for International Student Assessment (PISA) directly assessment 

of the achievement of 15 year-olds every three years.  The database is available 

on-line. 

• the annual Education Policy Analysis relays policy messages based on the PISA 

data. 

• research on long-range trends and innovations is conducted by the Centre for 

Educational Research and Innovation. 

• governance and other strategic issues are addressed by the Programme on 

Institutional Management in Higher Education. 

• Many other publications, including the OECD Handbook for International 

Comparative Education Statistics:  Concepts, Standards, Definitions, and 

Classifications, and Policy Briefs on topics such as Raising the Quality of 

Educational Performance at School, The Quality of the Teaching Workforce, and 

Education and Equity. 
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• Forums and conferences include the annual Forum on Schooling for Tomorrow. 

 

United States Education Standards and Indigenous Language Preservation 

The National Education Standards Movement 

During a period when there is much talk about national educational standards, it 

may come as something of a surprise to realize that the standards teachers and students 

are working toward are neither set at the national level nor uniform across the nation.  

Instead, each state has been strongly encouraged to develop its own educational 

standards.  Rather than legislating national standards for educational curriculum, which 

would set off a whirlwind of protests about local control, the Congress and the US 

Department of Education use regulations governing access to Federal funding to leverage 

state and local compliance with current national educational policies.   The three primary 

funding streams for K-12 education are the Elementary and Secondary Education Act 

(ESEA), the Individuals with Disabilities Educational Act (IDEA) and the Carl D. 

Perkins Vocational and Applied Technical Education Act.  Each of these programs is 

reauthorized every five years or so.  Originally, each had an independent vision and 

purpose.  ESEA, for example, was a Great Society program that was inaugurated by 

President Johnson during the Civil Rights era in the mid-1960s.   It was conceived as 

Federal aid to education that focused on upholding Constitutional rights of disadvantaged 

children and that promoted social welfare concerns. 

However, beginning with the Reagan administration, the focus shifted toward 

meeting the needs of business.  Beginning with the standards movement in the early 

1990’s, the goals and regulations of these three streams were intentionally aligned with 

each other during their respective reauthorization periods in order to support the goals of 

the movement.  A brief history follows. 

A Nation at Risk (1983). 

President Reagan’s National Commission on Excellence in Education was 

charged with assessing the quality of teaching and learning in the nation’s schools and 

colleges, comparing them with those of other nations, assessing the degree to which 

major social change has affected student achievement, and defining problems which 
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much be faced and overcome in order to pursue excellence in education.  The 

Commission published its report, A Nation at Risk, in 1983.  The report expressed 

concern that America was losing its competitive edge in the international marketplace 

and that “the educational foundations of our society are presently being eroded by a rising 

tide of mediocrity” (National Commission on Excellence in Education, 1983, p. 5).  Its 

findings and recommendation were grouped around Content, Expectations, Time, and 

Teaching. 

In the area of Content, the recommendations addressed specific areas of emphasis 

in the English, mathematics, science, social studies and computer science curricula;  

promoted the study of foreign languages; and stressed the importance of academic rigor 

across the content areas.  The area of Expectations and Standards reinforced the 

importance of high and rigorous expectations, regularly assessed by achievement tests, 

and supported by upgraded textbooks and instructional materials.  In the area of Time, 

strategies for increasing the amount of time in classrooms that is spent in learning 

activities rather than administrative duties or discipline were recommended.  In the area 

of Teaching, the Commission’s recommendations included rigorous preparation 

programs, competitive salaries, and contracts long enough to allow time for curriculum 

and professional development.  A Nation at Risk struck a chord, perhaps in part because 

its publication came on the heels of a nationwide economic recession.   

What Work Requires of Schools:  The SCANS Report (1991) 

The US Labor Secretary’s Commission on Achieving Necessary Skills (SCANS) 

published its report What Work Requires of Schools in 1991.  Picking up on the theme of 

America’s loss of competitive edge in the international marketplace and the inadequacies 

of the nation’s educational systems in preparing students for the world of work, the 

SCANS report drew three conclusions:   

• All American high school students must develop a new set of competencies 

and foundation skills if they are to enjoy a productive, full and satisfying life. 

• The qualities that characterize our most competitive companies must become 

the standard for the vast majority of our companies… 
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• The nation’s schools must be transformed into high-performance into high-

performance organizations in their own right (The Secretary’s Commission on 

Achieving Necessary Skills, 1991).   

The report recommended found that five competencies are needed in the 

workplace:  1) the ability to identify, organize and allocate resources; 2) the interpersonal 

skill necessary to work with others; 3)  the ability to acquire and use information; 4) an 

understanding of systems (i.e. complex interrelationships); and 5) the ability to work with 

a variety of technologies.  To achieve these competencies, a three-part Foundation was 

recommended.  First, Basic Skills in the areas of reading, writing, mathematics, and 

(interestingly) listening and speaking were recommended.  The Commission did not want 

young adults to leave school without them.  The next area needed in the Foundation is 

Thinking Skills:  creative thinking, decision-making, problem-solving, seeing things in 

the mind’s eye, knowing how to learn, and reasoning.  Finally, the Personal Qualities of 

responsibility, self-esteem, sociability, self-management, and integrity completed the 

Foundation. 

The SCANS report came out during a period in which American corporate and 

business structures were being touted as the models for education.  It seemed to me that 

the vocabulary regarding education shifted at this time from the language of equity and 

opportunity to that of outcomes, quality (and quality control), and accountability defined 

around outcomes. 

Goals 2000:  The Educate America Act (1994). 

The SCANS report was written to support Goals 2000, the six national goals 

agreed to by the state Governors at the Education summit in 1989.  These goals were 

enacted into law as the Educate America Act (PL 103-227), which was passed in 1994.  

They are: 

1. All children in America will start school ready to learn. 

2. The high school graduation rate will increase to at least 90 percent. 

3. All children will leave grades 4, 8, and 12 having demonstrated competency over 

challenging subject matter including English mathematics, science, foreign 

languages, civics and government, economic, the arts, history and geography, and 
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every school in America will ensure that all students learn to use their minds well, 

so they may be prepared for responsible citizenship, further learning, and 

productive employment in our nation’s modern economy. 

4. United States students will be first in the world in mathematics and science 

achievement. 

5. Every adult American will be literate and will possess the knowledge and skills 

necessary to compete in a global economy and exercise the rights and 

responsibilities of citizenship. 

6. Every school in the United States will be free of drugs, violence, and the 

unauthorized presence of firearms and alcohol and will offer a disciplined 

environment conducive to learning. 

7. The nation’s teaching force will have access to programs for the continued 

improvement of their professional skills and the opportunity to acquire the 

knowledge and skills needed to instruct and prepare all American students for the 

next century. 

8. Every school will promote partnerships that will increase parental involvement 

and participation by promoting the social, emotional, and academic growth of 

children. 

The Educate America Act established a National Education Standards and 

Improvement Council (NESIC) and a National Skills Standards Board to facilitate the 

development of and certify the various state and national standards that were expected to 

be developed in response to the law.  It also required alignment and coordination with a 

list of ten other federal programs, including ESEA, the Carl Perkins Vocational and 

Applied Technology Education Act, IDEA, and the Higher Education Act. 

Repeal of federal control over the content of education standards (1996). 

  In 1996, Congress repealed the National Education Standards and Improvement 

Council, the opportunity-to-learn standards, and the requirement that state educational 

standards be approved by the U.S. Secretary of Education. (Stedman & Riddle, 1998).  

This meant that the U.S. Department of Education had given up the idea of having direct 

control over the content or direction of state education standards.  The opportunity-to-
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learn standards had required states to ensure that all children had received adequate and 

appropriate instruction.  Its intent was to ensure that minority and disadvantaged children 

were neglected as schools geared up to implement education content standards. 

The repeal of these elements of the original standards movement is evidence of 

the debate over federal or local control of education, and reflects the concerns of states 

and school districts.  The opportunity-to-learn standards grew out of the concerns of 

community-based, grassroots organizations, and their loss is an indication of the relative 

power of these groups.   

Federal Legislation on Language Preservation: The Native American Language 
Acts of 1990 and 1992. 

At about the same time that the education standards movement began to be 

reflected in state and national legislation, an important bill supporting Indian language 

preservation – The Native American Language Act of 1990 – was passed by Congress. 

This Act has three important aspects: 

• Continuation of policy of Indian self-determination that had been in effect since 

the 1970s. 

• Reversal of the United States government’s historical policy of suppression of 

Indian language in Bureau of Indian Affairs and other schools. 

• Reaction against attempts to make English the official language of the United 

States (Reyhner, 1993). 

Because the Native American Language Act of 1990 was included as Title 1 of 

the “Tribally Controlled and Navajo Community Colleges, Reauthorizations” bill, it 

proved confusing to some because the title only mentions tribal colleges.  The following 

year, a second bill was passed.  The Native Americans Languages Act authorized funding 

for implementation of the declarations of the Native American Language Act of 1990 

(Arnold 2001). 

Rehyner (1993) comments that tribal, national, and international rhetoric and policy 

supporting language preservation do not necessarily translate into implementation of the 

necessary programs. One reason is that school districts have a stronger orientation to state 
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and federal governments than to the wishes or needs of the tribes.  He quotes Navajo 

president Peterson Zah at the 1992 White House Conference on Indian Education 

regarding a Navajo Nation law supporting language preservation programs:  

The wishes of the Navajo people were finally put into writing, a statement of 

principle that we can all support.  However, the different kinds of schools that we 

had on the reservation didn’t necessarily buy what the Navajo Nation government 

wanted the local school districts to do because those local districts had their 

allegiance to the state.  They had their allegiance to the federal government.  So, 

we now have a situation where we have a policy that is not in force (Zah, 1992, p. 

397). 

 

Summary and Preview of Methodology Chapter 

In this chapter I have taken a broad look at the contextual issues surrounding 

Indian language preservation, make a case for the importance of non-Western ways of 

knowing and thinking, and introduced the tension between human and indigenous rights 

and some of ideas underlying the education standards movement. 

I found very little analysis of current education standards movement policies as 

they relate to Indian language preservation.  In the next chapter I will discuss my 

methodology and introduce the intertextual analysis approach that I will use in my 

analysis of policy documents. 
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CHAPTER THREE 

Methodology 

Research Question, Overview of the Study, and Organization of the Chapter 

This chapter details the methodology for my study.  My research question is: In 

what ways do education standards help or hinder indigenous language programs?   

This began as a complex study that traversed intercultural boundaries and entered 

the territory between federal, state, and tribal sovereignties.  I had originally planned to 

use focus groups, an electronic survey, and case studies to validate my document 

analysis.  When it became apparent that these elements of the study would not work, I 

revised my plan.  In my revised study approach, I continued to focus on the document 

analysis.  I sought advice from Native American faculty, and reorganized or adapted my 

activities into an approach that would provide context, assist in developing an appropriate 

methodology for working with American Indian tribes, and contribute to the validation of 

my research findings.  

As I reorganized and clarified the components of my study, I assigned specific 

questions to each element of my study, as follows:   

Context:  What is known and not known about native languages and their status, 

the tribes and preservation programs in each of the selected states? 

Contacts:  What are the appropriate ways to approach the tribes and tribal 

members for participation in this study? 

Document Analysis using Intertextual Analysis:  How do the states standards 

and related education policies support or hinder language preservation 

programs? 

Validation:  Were the criteria I used and the findings valid? 

The procedures, protocols, and frameworks for analysis I used will be detailed 

later in this chapter.  Elements of complexity remained even after the study was 

streamlined and simplified.  I have organized my chapter into the following topics:   

• A discussion of researcher as instrument: personal disclosure and bias; 
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• Methodological foundations: a discussion of the concerns of indigenous peoples 

regarding research project; 

• A discussion of intertextual analysis as it applies to my study; 

• The creation of criteria for the document analysis portion of my study; 

• The selection of states included in my study; 

• Accessing the policy documents for the document analysis; and 

• The procedures, protocols, and frameworks for each of the three phases of the 

study. 

 

Researcher as Instrument:  Personal Disclosure and Bias 

I bring a great deal of life knowledge and experience – both personal and 

professional – to this study.  I was born at the end of World War II in 1945 in a Civilian 

Public Service camp for conscientious objectors near Celilo Falls, the major fishery and 

meeting place of the American Indians of the Pacific Northwest.  I observed my sixtieth 

birthday as I was working on this dissertation.  A daughter of this generation of peace 

activists, I grew up in a working class intellectual environment that was decidedly not 

mainstream and that was, especially during the McCarthy era of the 1950s, somewhat 

marginalized.    

As a toddler, I lived in Macedonia Cooperative Community in Georgia.  The 

community was founded on principles of non-violence and sharing.  Its social activism 

included working with low income Georgia farmers to improve farming techniques, and 

participating in the sit-ins in Atlanta that presaged the civil rights movement of the 1960s.  

It was loosely affiliated with the Koinonia Farm in Americus, Georgia.  Macedonia 

merged with the Society of Brothers (the Bruderhof) in the late 1950s.   Koinonia Farm 

continues to this day.  In the late 1970s it spun off Habitat for Humanity. 

From Georgia, my family moved to North Carolina, where we lived until I was 

ten.  Then we went to live in my father’s hometown in the Amish-Mennonite country of 

northern Indian for four years before returning to Oregon.   
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These childhood experiences took place in a community in which people reflected 

on the ideas and principles that would make the greatest contribution to human society, 

and then worked hard to live by them.  Life and human beings were valued over property 

and things.  Happiness and self-respect lay in kindness and generosity to others. Dinner 

table conversations included sociology, United States history, the historical context and 

politics of current events, Western rationality, logic and the construction of arguments, 

and international cooperation through institutions such as the United Nations.  I learned 

from my parents in the informal, oral way that was presented in my literature review. 

 My father began college when I was five and continued work on a series of 

degrees through his PhD in 1974.  He was one of the best high school social studies 

teachers in Oregon. He and his partner used a lecture-seminar approach to encourage 

discussion.  As a team, they analyzed emerging news stories and mapped out lessons in 

such a way that their students would often be studying about a country or region when 

international tensions came to a head.    

I married an immigrant from Peru.  My husband grew up in the Andean region 

above Cuzco and spoke both Spanish and Quechua (the Incan language) from the time he 

was a child.  He is a microbiologist and food chemist, specializing in pesticide 

contamination of foods.  Through my marriage, I developed the skills and openness 

needed for cross-cultural communication and understanding.  I honed an ability to step 

into alternate perspectives when I observed and interpreted the world around me, and to 

be patient in my negotiation of cultural differences. 

We enrolled the younger of our two daughters in a bilingual education program 

and I served on the parent advisory committee.  I went back to school to complete my 

degree in Spanish when I was twenty-nine, and returned as a teacher in the local bilingual 

education program.  I assisted in the coordination of planning and writing a Lau Plan (a 

civil rights plan for national origin students) for the school district, and, as a grant-writer 

and resource teacher for the bilingual education program, I became very familiar with the 

Elementary and Secondary Education Act and its shifting regulations and legislative 

priorities.  In the course of this work, I developed friendships with other teaching staff 

from the communities I served, discovered that those with Spanish surnames were 
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usually members of indigenous groups from the American Southwest and Mexico, and 

learned a great deal about their values and perspectives regarding education. 

After completing a Masters Degree in Counseling Psychology, I worked for the 

state Department of Education as a specialist in bilingual education and civil rights.  

During my tenure at the department, the number of minority language students in the 

state increased by 800%, from about 5,500 to more than 40,000 students.  My job was to 

help districts plan appropriate programs and to respond to questions from teachers.  I 

organized state-wide training events and regional seminars, and brought cross-program 

groups of teachers and administrators together to work through issues such as special 

education assessment of children whose native language was other than English.   

Toward the end of my time at the Department of Education, I frequently worked 

with the Indian Education specialist.  I also took advantage of opportunities my position 

offered me to support emerging Indian language preservation programs in my state.  

My work with the state’s tribes continued after I left the Department of Education and 

entered my doctoral program.  I served as a board member on the Northwest Indian 

Languages Institute and assisted in the grant-writing efforts of both the Institute and of 

the individual tribes. 

As I stated in the Introduction, I was at the Department of Education during the 

1990’s when the educational standards movement was brought into the state, and I 

participated in the subsequent development of the education policy and standards. 

I believe that in a complex society such as ours, well-planned public education 

programs are essential.  However, I did find several things to be disconcerting about the 

legislation for education standards in my state, Oregon.   First, the legislative initiative 

had been worked out in advance and that there was little time for alternative perspectives 

to organize and be heard before it was passed.  The framework for the legislation was 

adopted, for the most part, directly from the national standards movement, which in turn 

was grounded in the needs of the “global marketplace.”  Second, there seemed to be an 

effort to prevent true political dialog from taking place about the basis for the standards.  

The department of education had developed a social studies standard for the deliberation 

of public issues.  This standard was removed by a Republican legislature, which also 
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removed language that referred to the United States as a democracy, substituting the word 

“republic.”  While I felt generally supportive of having reasonable education standards, I 

could not help feeling that some underlying element of the movement was hostile to the 

voice and participation of ordinary people. 

 

Methodological Foundations:  A Discussion of the Concerns of Indigenous Peoples 
Regarding Research 

Overview 

In this section I will discuss some of the concerns indigenous peoples have 

regarding research as well as some strategies and models for addressing these concerns.  I 

will also describe how I was able to use these models as a researcher.  Finally, I will 

provide some background information on intertextual analysis and describe how this 

approach was adapted for use in the document analysis. 

 

Research and Indigenous Peoples 

In my self-disclosure, I described my personal and professional background with 

non-mainstream cultures that gave me an awareness of and experience in addressing 

issues of social justice.  Thus, as I read about the concerns of indigenous peoples 

regarding research, I became concerned about my own role as a researcher.  Many of the 

materials I read documented concerns about the intellectual property of indigenous 

peoples, which frequently addressed knowledge about the medicinal use of plants within 

their traditional territories and the adoption and marketing of indigenous spirituality 

(Sutler-Cohen, 2006; Whitt, 1998).  Another recurrent theme had to do with colonialism 

and post-colonialism, and with ethical issues surrounding the study of indigenous peoples 

by non-indigenous researchers (Kambysellis, 1997; Max, 2005; Meuth and Rollins, 2002; 

Smith, 1999).  

Western researchers generally assume that their work is for the greater good of 

mankind or the oppressed community – and that this good flows naturally out of 

scientific inquiry.   However, research is not an innocuous academic exercise.  Rather, it 

occurs in a set of political and social conditions where something at stake (Smith, 1999).  
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I did not want to move forward blindly on the basis of my good intentions.  Instead, I 

wanted to work as collaboratively as possible with language preservation program 

planners and, at the very least, conduct a policy analysis that would be useful to them as 

they develop and advocate for their programs. 

 

Concerns of Indigenous Peoples:  Research as a Form of Colonization  

The scientific method as an approach to research is rooted in Western forms of 

knowing.  When it is conducted on indigenous peoples, it bears a cultural orientation and 

set of values as well as a different way of conceptualizing such things as time, space and 

subjectivity.  It is conducted using highly specialized forms of language and structures of 

power.  This Western approach is assumed to be correct; it is a privileged way of 

knowing that permeates the study in such a way that the researcher may be unaware of its 

full dimension and implication (Smith, 1999).   

For this reason, the expected procedures and protocols of research often work to 

exclude indigenous learning and knowledge (Daviss, 1997; Jojola, 1998; Meuth & 

Rollins, 2002; Smith, 1999).  As an example, in Western science, knowledge is perceived 

as being accurate and valuable only when it is written. This is very different from the 

perspective of indigenous people (Jojola, 1998; Meuth and Rollins, 2002).   As Meuth 

and Rollins (2002) explain, 

 An inherent problem in reporting the findings of a study is using a 

written, edited document and organization structure more reflective of the 

dominant white system rather than of the tribes.  American Indians have 

an oral-based culture; one Nez Perce estimated that 90% of message 

content is lost in a written document (p. 7). 

But indigenous concerns about Western research go well beyond the mismatch 

with indigenous ways of perceiving, thinking and knowing.  Linda Tuhiwai Smith, a 

Maori of New Zealand, has written about research as a form of continuing colonization in 

her book, Decolonizing Methodologies:  Research and Indigenous Peoples (1999).  She 

states,  
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Research is one of the ways in which the underlying code of imperialism 

and colonialism is both regulated and realized.  It is regulated through the 

formal rules of individual scholarly disciplines and scientific paradigms, 

and the institutions that support them (including the state).  It is realized in 

the myriad of representations and ideological constructions of the Other in 

scholarly and ‘popular’ works, and in the principles which help to select 

and recontextualize those constructions in such things as the media, 

official histories and school curricula (pp. 7-8).  

The “Other” that Smith refers to is the framing stance of research, which tends to 

place the Western perspective in the center, as a norm, and to view all peoples outside 

this norm as “Others.”  Creating this “Other” allows whites to see themselves as generous 

helpers who give to “those less fortunate” at the same time that they create mystique 

about the “Other” as holding the key to something missing in themselves (Smith, 1999). 

In sociolinguistics, this concept is called “marking.”  A “marked” language or culture is 

often referenced by the addition of descriptors.  For instance, Mexican-Americans have a 

cultural and linguistic aspect of their identity highlighted in a way that seldom occurs for 

Americans of European descent.  When non-indigenous people research and write about 

indigenous peoples as “Others,” it has the effect of suppressing the indigenous point of 

view (Fixico, 1998). 

Another aspect of continuing colonization and imperialism concerns intellectual 

property rights and the “taking” of cultural knowledge.  Two examples of this showed up 

regularly as I reviewed books, journal articles, and reports.  The first example is the 

research into indigenous medicines by pharmaceutical companies, which then patent the 

medicine for marketing purposes.  The second is the adoption of indigenous spiritual 

beliefs or shamanistic practices by non-indigenous people, who then write books or 

develop workshops incorporating them.  In both cases, indigenous people lose control 

over their own culture while outsiders market and profit from it (Stephenson, Jr, 1999; 

Smith, 1999).  Smith (1999) notes that most indigenous peoples do not distinguish 

between scientific  research and amateur collecting, journalistic approaches, film-making, 

or other visits from acquisitive strangers.  Scientific research is viewed as worthless to 
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indigenous communities – it tells them things they already know and suggests things that 

will not work.  Its usefulness is primarily to the researcher (Smith, 1999). 

 

Working with Indigenous Peoples on Research Projects 

Smith (1999) describes four strategies that have been employed by researchers as 

they become increasingly sensitive to cultural and indigenous issues.  They are: 

1. The strategy of avoidance, in which the researcher avoid dealing with the 

indigenous subjects of the study or the attendant issues; 

2. The strategy of personal development, in which the researchers learn 

something about the language and culture of the subjects, and become more 

knowledgeable about their concerns; 

3. The strategy of consultation, in which efforts are made to seek support and 

consensus regarding the research project; and 

4. The strategy of “making space”, in which research organization have 

recognized the issues and the indigenous community, and have attempted to 

bring more indigenous researchers and ‘voices into their organization.   

These strategies dovetail with a set of research models for working with indigenous 

peoples that were developed by Graham Smith (1999) of the Research Unit for Maori 

Education at the University of Auckland.  The models are:  

1. the mentoring model: authoritative members of the indigenous community 

sponsor and guide the research;   

2. the adoption model: the researchers are incorporated into the daily life of the 

indigenous community and sustain a life-long relationship with the 

community;   

3. the power sharing model: the researchers seek the assistance of the 

community to support and participate in the development of the research 

project;   

4. the empowering outcomes model: the research addresses some of the 

questions the indigenous community would like to know more about and thus 

benefits the community.   
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For working with American Indian tribes, Meuth and Rollins (2002) emphasize 

the importance of collaboration with the tribes.  Shared interests can provide common 

ground for collaboration.  Since each tribe is unique, it is critical to learn about individual 

tribal structures, including the process for going through tribal governments for research 

and project approval.  It is equally important to develop an understanding of tribal 

philosophies and worldview that includes an understanding of tribal sovereignty and 

treaty rights.  To that end, the researcher needs to spend time with Native Americans on 

their territory in the position of learner. 

 

My Approach as a Researcher 

 I wanted to use a collaborative approach as much as possible.  At the local level, I 

was able to use the strategies of consultation and of developing my personal knowledge 

of tribal languages and cultures.  I took classes in Chinuk Wawa and Sahaptin, visited the 

reservations, and talked with many language program planners.  I developed friendships 

and strengthened my desire to be of service.  However, because of the number of tribes 

and states involved, I found that I was not able to establish the kind of relationships 

needed for collaboration with tribes beyond Oregon, the state where I live.  I was able to 

incorporate some elements of the power sharing model locally, through my work with the 

Northwest Indian Languages Institute, but the empowering outcomes model most closely 

describes what I was able to do within the scope of the study and my status as a doctoral 

student in a university setting. 

 

Intertextual Analysis 

Foundations for My Adaptation of Intertextual Analysis: A Discussion of the Literature 

When I decided to do an analysis of policies that might affect language 

preservation programs, I wanted to include a focus on the texts – the narrative, language 

and content – of the policies and on intertextuality.  Intertextual analysis is a 

methodology which originated in the field of literary analysis.  Intertextuality is also an 

element of the study of language and meaning. However, it has not commonly been used 

in education.   
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I reviewed several general texts on policy analysis including Public Policy 

Analysis:  An Introduction by William N. Dunn (2004), Analyzing National and 

International Policy:  Theory, Method, and Case Studies by Laure Paquette (2003), and 

Narrative Inquiry: Experience and Story in Qualitative Research by Jean D. Clandinin 

and Michael F. Connelly (2000).  These texts provided an overview of traditional 

approaches, but did not adequately address the intertextual approach.   

I briefly considered discourse analysis.  Fairclough (1989; 1992), a sociolinguist 

who explored the relationships between language and sociopolitical structures, believes 

that texts can be used to construct social reality.  A key concept underlying my study is 

the idea that arguments and positions embedded in the narratives used to promote the 

standards movement might be at odds with the needs and goals of local or minority 

communities.  Fairclough’s work showing how texts can be used to construct social 

reality, reinforces the importance of this concept. However, the discourse analysis 

approach he used focused on a detailed analysis of a few texts and was not manageable 

for use with a large number of texts from the multiple perspectives of thirteen states. 

Other policy researchers who used intertextual analysis focused on an analysis of 

the language, metaphor, and rhetorical devices used in narratives produced by two sides 

of a policy controversy.  For Roe (1994) and Yanow (1996), the goal was to find 

common ground from which to develop a resolution of the issue.  These researchers 

provided me with examples of the kinds of language and rhetorical devices that carry 

meaning or silence discussion in policy controversies.  However, like Fairclough’s 

approach, they were most appropriate for an in-depth look at a particular issue in a 

particular setting and were not suitable for the cross-state document analysis. 

I did find two approaches that included promising elements.  In the first, 

Schwartz-Shea and Yanow (2002) used textual analysis in a review of methods texts used 

for political science research.  The authors explain that this kind of analysis of text is 

well-grounded within literary analysis, and that analysis that pays particular attention to 

textual silences and silencing practices is one of the methods of political theory in the 

political sciences, especially in those informed by feminist theory, deconstruction, and 

critical theory.  These methods of reading a text are also used in hermeneutic and 
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semiotic analyses, which examine metaphoric practices, category-making, and structural 

oppositions in language use. 

Schwartz-Shea and Yanow (2002) began their analysis by assessing the 

substantive content of the texts in light of the expectations set up by the title, table of 

contents, and chapter titles.  Then they analyzed the structural design of the text’s 

contents to see if it gave equal treatment to each type of method it addressed.  Finally, 

they analyzed the language of the text for rhetorical devices (in the linguistic sense) that 

made arguments by implication rather than explicit, reasoned logic.  The rhetorical 

devices they looked for included word choice, sentence structure and order, argument-by-

adverb (“therefore,” “hence,” “however,” “of course”) rather than the use of explicit logic 

to make arguments, the use of quotation marks around certain words or phrases to call 

attention to their meaning or suggest other than their denoted meaning, the rhythmic 

repetition of key words or phrases to make a point, and “leaps of faith” in the logic of the 

argument.  The authors note that use of such devices directs the reader’s thought 

processes and shape their experience of the text.  They are ways in which writers make an 

argument by implication rather than explicit, reasoned logic.  Their use implies that the 

reasoning process is (or should be) self-evident, and by focusing attention on the implied 

logic, these devices direct attention away from that which is being obscured or omitted 

and, thereby, silenced.   

This was the first example of a study which compared texts from multiple 

sources.  I felt I could adapt the comparison of expectations set up in titles and rationales 

for the policy with its actual content, as well as the examination of the contents of the 

policy documents for equality of treatment.   For instance, the document analysis in my 

study could include a review of the extent to which rhetorical devices (primarily words, 

metaphors, and phrases) from the standards movement were used in state standards 

documents, and an examination of the policy documents for equality of treatment of 

American Indian perspectives. 

The other approach involved refocusing attention to the way in which a problem 

is framed.  Schön (1993) grounds his approach in a discussion of the tradition of treating 

metaphor as central to understanding our perspectives on the world, including how we 
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think about things, make sense of reality, and set the problems we later try to solve.   In 

this tradition, metaphor is both a product (i.e. a frame or perspective and a way of 

seeing), and the process by which new perspectives of the world are created.  Schön calls 

this process generative metaphor, and applies it to social policy. 

One of the problems that Schön addresses is the problem of interpretation of texts 

(in the broad sense of the word) and includes literary criticism.  The broad strategy here 

is to understand the kinds of inferences underlying the interpretations, the kinds of 

relevant evidence, and the criteria by which they should be judged and tested (Schön, 

1993).   To do this, Schön shifts the focus from problem-solving to problem-setting.  He 

notes that the traditional approach of problem-solving directs our attention to the search 

for solutions, while the problems themselves are assumed to be given.   This traditional 

approach is an instrumentalist position in that there are goals which are that we want to 

achieve, there are constraints such as limited resources, and there are various available 

courses of action to choose from (Schön, 1993).  

 However, Schön notes, problems are not given; rather, they are constructed 

attempts to make sense of complex situations, and they change as new features of the 

situation come in to prominence or as the pattern of solutions gives rise to new problems.  

Therefore, the way in which we set a social problem determines both the kinds of 

purposes or values we seek to attain and the direction in which we seek solutions.  

Whether a problem is well or badly set determines the direction and effectiveness of the 

response (Schön, 1993).    

Metaphors are embedded and embodied in the stories we tell to explain a 

problem, and since they highlight a few salient features and relationships from an 

otherwise overwhelming complexity, they essentially function to define the problem.  

They shape public perception of the issue and point the way to a response.  That is, they 

have a problem-setting function (Schön, 1993).   

Schön (1993) believes that we need to reflect on the problem-setting process, 

which is usually kept tacit, so that we can consciously select and critique the frames that 

guide our responses. Analyzing the metaphors embedded in the narratives that define 

how the problem is set allows us to consider alternative solutions or alternative ways of 
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framing the issue.  However, it is important to go beyond the surface metaphors of the 

story and to identify the deep metaphors.  For example, surface metaphors may speak of 

urban blight or decay, and not contain the words health or disease (the deep or underlying 

generative metaphors) that link the surface metaphors and other features of the story. The 

underlying metaphor helps us understand why certain elements of the situation are 

included in the story while others are omitted, why certain assumptions are taken as true 

although there is evidence that would appear to disconfirm them, and why the 

conclusions and solutions seem to follow so obviously from the presented facts.   

Schön argues that once we reconstruct the deep metaphor that generates a 

problem-setting story, we can “read” and interpret the story using approaches very much 

like those employed in literary criticism.  It is this interpretation, then that is testable 

against the assumptions of the story.  Once we have identified the deep metaphor, we can 

ask such questions as:  What does it mean to say (for instance) that an area is “blighted” 

when someone else might see it as (for instance) a “folk community”?  What criteria are 

being used and are they appropriate? What are similarities and differences between 

different stories or frames for the situation?  When this is done, the diagnosis and 

solutions stop appearing so obvious and we are able to proceed with a critical inquiry.   

Schön  believes that until this needed inquiry into the conflicting ends takes place, 

the kinds of responses typically offered (relativism; technological “fixes” or trade off 

analysis; and “fixes” such as voting, the bargaining table, or the marketplace) are 

inadequate.  Schön calls this kind of inquiry frame restructuring.  It involves constructing 

a new problem-setting story that integrates the conflicting frames with enough internal 

coherence and simplicity to lead to action.   In frame restructuring, the restructured 

descriptions of the situation are coordinated with one another within a larger framework, 

not mapped directly onto each other.  Nor does frame-restructuring involve a 

compromise.  Rather, it is a new way of seeing the situation (Schön, 1993).   

Schön’s attention to the issue of problem-setting highlights a central issue in my 

study – that the need for education reform and the resulting development of education 

standards were framed in terms of the global marketplace and that local, community-

based ways of setting the problem (such as concerns about language and cultural 
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preservation) were not always considered.  His strategy of understanding the kinds of 

inferences underlying the interpretations, the kinds of relevant evidence, and the criteria 

by which they should be judged and tested provided a reasonable foundation for 

developing my approach to document analysis. 

 

Adapting Intertextual Analysis for Cross-State Policy Analysis 

My study’s policy analysis is related to intertextuality and interpretive policy 

analysis, but has a broader scope and scale than was typically addressed in the 

approaches I reviewed.  While those approaches generally focused deeply on a single 

local policy or issue, my analysis compares the policies of thirteen states through the lens 

of an issue of particular sensitivity to American Indians.  In many ways, my study is a 

broad exploratory study from which subsequent, more narrowly focused studies might 

emerge.  I needed to create an approach that would allow me to review a large number of 

policy documents related to a nationwide issue that received differing levels of attention 

in different states, and different responses.  While I would not be able to do an in-depth 

study of the documents, I wanted to include enough information to indicate possible 

directions for more detailed intertextual analyses that might follow my initial study.  

I wanted my study to result in ideas and information that could be useful to 

language preservation efforts.  I also wanted to be respectful of the American Indian 

tribes, and avoid situations that were exploitive.  These concerns made me cautious and 

somewhat tentative in my approach. 

My approach had three elements that contributed directly to my intertextual 

analysis. First, I identified the metaphors that were used to frame and promote the 

education standards movement that gathered steam during the 1990s. I drew both on my 

experience as a bilingual education specialist in the Oregon Department of Education 

during that period and on an initial analysis of several of the key texts that were used to 

promote and justify the movement. I also took a class at the University of Oregon – 

EDLD 636, International Education and Standards – that situated the standards 

movement internationally and introduced me to (among other things) a number of 

international databases designed to compare the academic achievement of students from 
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different countries.  During this period, I also explored international education initiatives 

sponsored through the United Nations that might counterbalance the prevailing economic 

themes of the standards movement with themes attuned to human rights and the rights of 

indigenous peoples.   

Second, I summarized what I was learning through reading and through 

participation in language preservation activities about issues that were of concern to 

American Indians.   While at the Oregon Department of Education, I had participated in 

meetings between language preservation program leaders and the tribal linguists affiliated 

with the University of Oregon to develop standards for the study of their languages that 

would be closely aligned with Oregon’s Second Language standards.  I continued to 

participate in the efforts by Oregon’s tribes to develop and maintain language 

preservation programs.  I assisted with the formalization of the Northwest Indian 

Languages Institute (NILI), served on its initial board and presented in several of its 

summer institutes.  I assisted with grant writing efforts by NILI and by one of Oregon’s 

tribes.  I attended the Stabilizing Indigenous Languages conference in 2004, and read 

broadly on American Indian languages and history.  In addition to deepening my 

understanding of language issues and the perspectives of the tribes, these experiences led 

to friendships and personal relationships.   

I reflected on my experiences and kept a journal.   While Western ways of 

knowing privileges a stance of “objectivity” (which often cloaks the subjectivity of the 

researcher), I developed an understanding of the issues based in formal and informal 

contacts – an approach that is more compatible with non-western ways of knowing. 

Finally, I used my knowledge of the standards movement and of the tribes to 

create a set of questions and criteria that would serve as a guide in locating relevant 

education policy texts and eliciting from them the evidence needed the state and cross-

state intertextual analyses. 

   

Limitations and Parameters of the Document Analysis:  A Web-Based Study 

For my document analysis, I relied on documents and materials which were 

available on each state department of education’s web site.  The Department of Education 
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websites are the public face of these state agencies and it was therefore reasonable to 

expect that the most current policy information would be available through them.  The 

websites would also provide a sense of the philosophy and priorities of the state 

department of education through its selection of materials to place on the site, its 

organization, and the visibility of the various aspects of its policies. 

All the documents included in this study were accessed between 2001 and 

December of 2006.  Links were active at the time of this writing, and are included in the 

reference list which accompanies the results for each state.  The state results are compiled 

in alphabetical order in Appendix A. 

There were some problems with the materials I found on the websites.  In some 

cases, the state split apart its education standards documents and gave each segment a 

separate web page.  For instance, several states had a separate document for each 

standard in each content area.  Others had a separate document for each grade level of a 

content area’s standards. This proliferation of documents with very similar titles and with 

the same author and date led to challenges in preparing the bibliographical and in-text 

citations.  Since the authors of these documents were agencies rather than individuals, I 

was concerned that in order to provide enough information to direct the reader to the 

correct reference, my in-text citations would become very long, and that they would 

overwhelm the narrative and become distracting to the reader.  In Appendix A, which 

contains the results for each state, I resolved this issue by footnoting the in-text citations. 

 

Creation of Criteria for the Document Analysis 

Since I would be seeking the same information and responding to the same set of 

questions for each state, I would have comparable data sets that would lend themselves to 

analysis across the states.  I therefore needed to develop criteria that would allow a 

focused inquiry, and yet be flexible enough to allow for the natural variation in how 

states organized policies that were relevant to my study.  I was afraid that too tight a 

focus would cause me to miss important efforts of the state that fell outside the 

specifications of the criteria.   
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Any set of criteria is essentially a sampling process, and I therefore gave careful 

thought to the relevance and significance of the information they would reveal, as well as 

to that of the information which might be overlooked.  The intertextual analysis questions 

and the criteria are as follows: 

To what degree is the state department of education aligned with the national 

educational standards movement?   

Are there policy statements regarding alignment with national standards?   

To what degree are the state foreign language standards aligned with ACTFL 

standards? 

Criterion 1:  The department of education (DOE) demonstrates attention to the needs 

of NA/AI students by having an office or individual responsible for Indian 

Education. 

Criterion 2:  In English Language Arts, listening and speaking are valued as much as 

reading and writing. 

Criterion 3:  World language credit is given for American Indian languages.   

Criterion 4:  There are standards for learning about culture that specifically address 

American Indians, and sovereignty issues are addressed in the standards. 

Criterion 5:  Local Tribes (a) participated in developing the standards and/or (b) 

provide regular, formal advisement to the state Department of Education. 

Criterion 6:  There is evidence that culturally-based curricula and instructional 

approaches are supported and promoted. 

The intertextual analysis questions link state policy and national policy.  I asked 

an initial question regarding the degree of alignment of state and national policy 

regarding education standards, and followed with an analysis of the degree of alignment 

of the state’s world language standards with those of the American Council for the 

Teaching of Foreign Languages. 

Because policy is sometimes not supported though budget or other 

implementation efforts, I sought to strengthen the validity of my perceptions and 

interpretations of each state’s policy regarding American Indians and language 

preservation by setting several criteria beyond the focus of curricular standards.  In 
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essence, I would be looking for redundancy, cohesion, and a deeper resonance of the 

issue within the state’s policy structure.  I also realized that states may not have a policy 

that directly and explicitly supports American Indian language preservation study within 

the public schools, so I wanted to include criteria that would indicate whether the states 

policies and standards had the kind of flexibility that would allow (rather than 

discourage) such study, and that would foster the development of foundational 

understandings of non-western languages and American Indian culture on the part of all 

students. 

Criterion 1 and Criterion 5 address budget and opportunities for participation. 

There are a number of ways that policy can be supported in the state department of 

education’s budget including staffing, training, and materials.  I chose to examine staffing 

and other opportunities for participation by American Indians in the state’s policy-

development processes.  Including Indian Education specialists among a Department of 

Education’s staff demonstrates that the department is aware of the Native population 

within the state and wishes to heighten its visibility.  There is a value made explicit in the 

funding of the position(s), especially if the funding comes from the state rather than the 

federal level.  Having at least one specialist assigned to Indian Education issues allows 

for on-going monitoring of needs and implementation, and makes it more likely that 

Native perspectives will be included in internal policy discussions, curriculum 

development, textbook adoptions, on-going training and technical assistance, and other 

department operations.  In a similar way, having an advisory council, commission, or 

committee dedicated to representing Tribal perspectives regarding the education of Indian 

children helps to ensure that their needs are addressed on an on-going basis 

Criterion 2 and Criterion 3 address language standards.  Criterion 2 explores the 

value of oral language within the English language Arts standards framework.  In my 

introduction I discussed the centrality of oral language in human communication and 

culture.  Literacy is a relatively late technology in the course of human experience and it 

has become increasingly essential, especially for success in non-agrarian and 

information-based economies.  However, everyday human communication continues to 

be oral, even in highly literate societies.   
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A rich repertoire of oral language skills – listening, speaking, and attention to 

visual and contextual cues – facilitates human communication.  It cannot be assumed that 

children come to school with these skills already fully developed, nor should it be 

assumed that they will “pick up” these skills any more than that they will “pick up” 

literacy.  In looking for evidence of attention to the development of oral skills in 

education standards, I looked for equal value given to them as evidenced by standards for 

oral language that continued through high school, and by their inclusion in state 

assessments.  I also looked at the richness of the standards as evidenced by their breadth 

and by the thought that had gone into them as expressed in the state’s rationale for oral 

language development. 

Criterion 3 is a relatively direct exploration of the research question regarding the 

impact of standards on Indian language preservation.  It looks at the value given to 

American Indian languages within the foreign or world language standards by asking if 

they receive credit as a foreign or world language. 

Criterion 4 explores the way in which culture is represented as a construct, and 

the kinds of cultural information that is presented about American Indians.  I paid 

particular attention to the standards for social studies, although culture was also regularly 

addressed in the foreign language standards.  

To develop Criterion 6, which addresses policy regarding instruction, I considered 

the shared goals and purposes of non-Western cultures as described by Reagan (2000):  

education is community-based and communal, the family plays a central role, and 

educational goals include creative and effective use of language, participation in the local 

community’s economy, effective and appropriate participation in the local culture, and 

development of good character.  Rather than create separate criteria for the Reagan 

material, I summarized it as culturally-based curricula and instruction. 

Details regarding the procedures and protocols, as well as the supporting 

questions and  frameworks for analysis I used for each criterion are provided later in this 

chapter. 
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Selection of States 

I started with my home state, Oregon. Then I turned to the Census 2000 data 

summaries (US Census Bureau, 2002) to find the proportion of American Indian/Alaska 

Natives (AI/AN) relative to the total state population, and the total number of American 

Indian/Alaska Natives in the state.  Oregon is one of the top 15 states for percentage and 

number of American Indians. 

In the 2000 census in the United States, individuals could identify themselves 

either as a single race or ethnicity, or as a combination of races and ethnicities.  

Therefore, there were three count categories to be considered: American Indian/Alaska 

Native alone, American Indian/Alaska Native in combination, and American Indian/ 

Alaska Native alone or in combination.  For the study, I chose American Indian/Alaska 

Native alone, and American Indian/ Alaska Native alone or in combination.   I considered 

the American Indian/ Alaska Native alone category to be the better indicator of cultural 

preservation, and I considered higher proportions of American Indians in the state to be a 

potential indicator of political clout. 

I listed the top fifteen states for the number and percent of total for the American 

Indian/ Alaska Native alone, and American Indian/Alaska Native alone or in combination 

categories. Alaska had the highest percentage of American Indian/Alaska Natives, and 

California had the highest number.  Two states (New Mexico and Oklahoma) had 

percentages and numbers in the top five across all categories.  Additional states with 

percentages in the top five were South Dakota and Montana, and with numbers in the top 

five were Arizona and Texas. Of these states, only Texas did not appear in the 

corresponding top 15 states for percentage of American Indians. 

Noting that the American Indian population is greatest west of the Mississippi 

River, I also looked for states from the Southeastern and the Eastern regions of the United 

States.  New York was the only East Coast state in the top 15; it was sixth in the number 

of American Indian/Alaska Natives alone or in combination category.  From the South, 

North Carolina was in the top ten for numbers and in the top 15 for percent of American 

Indians, and Florida was in the top 15 in terms of numbers.  No other southern states 

were on the list. 
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To round out my list of states for study, I chose the next three consecutive states 

with high percentages of American Indians:  North Dakota, Wyoming and Washington. 

I excluded Alaska and Hawaii because they are dissimilar in a number of ways 

from the contiguous forty-eight states.   They are both very late additions to the United 

States; neither Alaska nor Hawaii was admitted as a state until the late 1950s. Because 

Hawaii is a former protectorate of the United States, Native Hawaiians have a different 

history and relationship with the federal government from those of the American Indians.   

Hawaii is also unique among the states in having a single, statewide school district.  

There are also significant differences in the history and federal relationships between 

Native Alaskans and American Indians.  Alaska is unique in the isolation and remoteness 

of its villages.  Extensive contact with outsiders was delayed considerably by the rugged 

isolation of Alaskan terrain, and Alaska did not experience a series of Indian Wars and 

treaties. Instead of the reservation system, Native Alaskan villages have formed Native 

Corporations that have a special relationship with the federal government.  I discussed 

these issues with American Indian faculty at OSU and, based on their advice, it seemed 

best to drop Alaska and Hawaii from my study. 

After considering these factors I selected the following states for my study: 

Arizona, California, Florida, Montana, New Mexico, New York, North Carolina, North 

Dakota, Oklahoma, Oregon, South Dakota, Washington, and Wyoming.   

Although I had originally intended to include several foreign countries in my 

study, I decided to drop them in the interest of streamlining the study and making it 

manageable in terms of the time and resources available to me. 

 

Accessing the Policy Documents for the Document Analysis 

I reviewed the following kinds of documents: 

• educational content and performance standards, and benchmarks;  

• introductions and rationales for educational standards; 

• state Board of Education policies regarding language instruction and 

American Indians;  
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• state legislation regarding American Indian tribes, equity, content 

instruction; 

• state-developed curriculum guidance and links to outside guidance; 

and 

• Indian Education web pages and links of state Departments of 

Education. 

Because of the number of states and the volume of materials, I decided fairly 

quickly to limit my review to materials available on the websites of state departments of 

education from 2004 to 2006.  I did this for several reasons.  First, the websites are the 

public face of a public agency.  No other form of self-presentation is as easily accessible 

from so many places in the nation or world.  Use of a website is a relatively inexpensive 

way to disseminate documents and other materials to any individual or organization with 

computers and internet service – if a state decides to use it.  Department of Education 

websites are nearly always updated on a regular basis; the documents available on the 

websites were the most current and sometimes had already been updated or replace by 

newer editions within a few months of my initial visit to the site.   

Second, the website itself – its organization, the content chosen for inclusion, its 

visual impact, and the ease of navigation – gives an insight into each state’s choices. 

State priorities are revealed through the kinds of materials and programs that are 

highlighted by making them visible and easy to find on the website, and, conversely, 

which programs are obscured and difficult or impossible to locate. 

Third, given the number of states and the potential number of documents to be 

reviewed, accessing the material through the state’s web site was the most efficient and 

cost-effective way to approach the project. 

I used the criteria I had created for the document analysis to create a template that 

I could use to make notes as I went.  I also made a paper file for each state in which to 

keep documents, such as the content standards, that I printed. 

In reviewing and comparing the content standards across the states, I ran into 

several challenges that affected how I conceptualized and organized my study and the 

results.  The first was variation in organization. The states had different ways of 
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organizing their standards, goals, and outcomes; grade level expectations, skills, and 

benchmarks; and performance indicators and descriptors. Some used formal outlining and 

numbering systems.  Others embedded this information in narrative.  When states used 

outlining systems, there were varying levels of detail presented in their documents.  For 

example, in a few states the standards frameworks stopped short of direct connection with 

corresponding performance indicators. At the other end of the spectrum, some states 

included curriculum frameworks and resources aligned with grade-level expectations and 

benchmarks. 

The second challenge was variation in nomenclature.  Terms were used quite 

differently among the states.  Some terms were unique to the state in which they were 

used.  Other common terms were meant different things in different states. For example, 

most of the states I reviewed used the term “standard”, but I found that in different states 

this term referred to different levels in the system.   In some states, “standards” were the 

overarching strands or outcomes that spanned all grade levels.  In others, “standards” 

were grade-specific outcomes. 

The third challenge was in degree of specificity.  Some states had only one or two 

standards for foreign languages.  Where there were only one or two standards, the skills 

and knowledge that were to be addressed were either listed within the standard, or the 

standard was written in a general, broadly inclusive manner. Other states distributed the 

skills and knowledge expected of students across five or six standards for foreign 

languages. 

Procedures, Protocols and Frameworks Analysis 

 Overview 

In this section, I will describe my procedures for my contextualizing case study, 

my document analysis, and my validation study.  I will organize my description of each 

element by stating the study question or criterion, followed first by a description of my 

approach and procedures, and then by an overview of my framework for analysis for that 

element of the study. 

In spite of my previous professional and volunteer work with individuals and 

organizations involved with language preservation programs, I did not fully understand 
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how to go about getting permission from potential participants in my study.  As I revised 

and refocused my study, I explored the implications of tribal sovereignty and the practical 

considerations involved in conducting research involving American Indians.   

 

Context  

The study question for context was: “What is known and not known about native 

languages and their status, the tribes and preservation programs in each of the selected 

states? 

This was a complex search involving multiple sources.  I used the U.S. Census 

2000 (U.S. Census Bureau, 2002) reports to obtain recorded number and percent of 

American Indians in each state, and used this information in the process of identifying the 

states in my study.  Population information is included on the Demographic Information 

page for each state in Appendix A. 

I used Tiller’s Guide to Indian Country (Tiller, 2005) to identify the tribes and 

reservations in each of the states and verified this information by Googling the names of 

reservations and tribes.  In some cases, a tribe had re-claimed usage of its pre-contact 

name and used it in addition to the name used in treaties and other federal documents.  I 

generally used the more commonly recognized federal name and acknowledged the 

traditional name in parentheses.  I listed tribal web page URLs when they were available.  

I summarized this information on a Demographic Information page for each state, which 

may be found in Appendix A. 

I identified the American Indian languages spoken in each state.  The Summer 

Institute of Linguistics’ (SIL) Ethnologue (Gordon, 2005) provides information about 

each language and where it is spoken. SIL uses a language classification system that 

groups languages that have developed from a common ancestral form.  This system is 

particularly interesting since it opens a window into the geographical territory that has 

been settled over time by a tribe’s related peoples and hints at possible migration 

patterns.  The data in the Ethnologue include these language families and branches, and 

their status (i.e. whether each language is still living, endangered, or extinct).  However, 

because these data are maintained for every language in the world and rely on reports 



   87   
 

 

from linguists as they work with the language, some of the information is outdated.  I 

used the Ethnologue information to prepare a chart of each state’s Indian languages, and 

placed the charts with other state information in Appendix A. 

In an effort to find updated information and language programs, I also conducted 

a web search on many of the languages. I was able to locate several web-sites that 

compiled information on languages and tribes.  While this material was not vetted, it did 

lead me to tribal and other language-related websites, some of which included 

descriptions of language programs and other efforts by the tribes to maintain and preserve 

their languages.   

I attempted to identify language preservation programs along with their contact 

information.  In addition to the searches related to identification of languages and their 

status, I contacted individuals responsible for Indian Education in the U.S. Department of 

Education and in the state Departments of Education.  I intended to use the list of 

programs for potential participation in my electronic survey.  However, the response was 

limited and my resulting list was incomplete.  I tabled both this effort and the survey in 

order to develop better information on how to approach and work with Indian tribes on 

research issues. 

 

Contacts  

The study question for improving my approach in working with American Indians 

was: “What are the appropriate ways to approach the tribes and tribal members for 

participation in this study?”  

Based on feedback from my unsuccessful attempt to conduct a focus group at the 

Northwest Indian Languages Institute, I realized that I needed to improve and fine-tune 

my approach. While I had plenty of information about research permissions procedures 

and protocols required by the university, and I had a good sense of what would be 

required by school districts, I actually knew very little about the process of obtaining 

tribal permissions for research involving tribal members. 

To develop better insight into both the formal and informal processes of obtaining 

tribal permission, I met with two Native American faculty members at Oregon State 
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University, Alison Davis-White Eyes and Dr. Kurt Peters, and with the Tribal Education 

Director and language program coordinators of two Oregon tribes.  I introduced myself, 

provided information about my professional background and interest in language 

preservation, explained and answered questions regarding my research study.  I provided 

copies of the survey I had developed and of my review of the literature.  I provided 

enough information to demonstrate that I understood and respected tribal sovereignty.  

Then I asked for recommendations on how to proceed in working with the tribe.  

 

Framework for Analysis of the Context and Contact  

Because the case study was formative, the information and conclusions were used 

to adjust my approach within the time and resource constraints of my study.  I created 

rankings of the density of the American Indian/Alaska Natives (AI/AN) across the states. 

I also ranked the states by total state population and by the AI/AN population of the states 

in the study.  I highlighted the states that had explicit support for indigenous language 

preservation. This gave me insights into the relationship between the number of 

American Indian/Alaska Natives living in the state, the density of the AI/AN population, 

and state support for Indian languages.  

I used the information regarding the American Indian languages in each state to 

show the range of languages and language families across states and, in many cases, 

within states.  The number of endangered languages within a state highlights the urgency 

for support for language preservation.  Details of the language and demography for each 

state are included in Appendix A.  The notes from the focus group, faculty interviews, 

and site visits were reviewed to identify appropriate ways of approaching tribes and their 

employees for participation in my study.  The results for the Context and Contacts are 

reported in Chapter Four.   

 

 Document Analysis Using Criteria and Intertextual Analysis 

The cross-state results for my Document Analysis are reported in Chapter Five.  

Detailed results for each state are located in Appendix A.  Appendix A also contains 
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demographic and language details for each state.  These results are grouped together for 

each state, and the states are organized in alphabetical order. 

My study question for the Document Analysis using criteria and intertextual 

analysis was:  In what ways do education standards help or hinder indigenous language 

programs? 

I generally used the following steps to navigate my way through the sites, which 

were quite diverse in their organization and content.  I focused on one criterion at a time, 

but I also made note of materials and links I located that applied to any of the other 

criteria.   

First, I accessed and bookmarked the agency’s home page, the page introducing 

and/or indexing its education standards, and the assessment office’s introductory page. 

The criterion for the intertextual analysis was: To what degree is the state 

department of education aligned with the national educational standards movement?   

The operational questions for this criterion were: Are there policy statements 

regarding alignment with national standards, and: To what degree are the state foreign 

language standards aligned with ACTFL standards? 

To answer the operational question: Are there policy statements regarding 

alignment with national standards? I located policy statements regarding the state’s 

education content standards and looked for statements that describe the underlying 

rationale and reasons for developing the standards. To conduct the intertextual analysis, I 

looked for both direct references and allusions to A Nation at Risk and other documents 

that were used as references in the development of each state’s education standards 

policy.  I was particularly interested in the words, phrases, and metaphors that were 

commonly used by proponents of distinct perspectives to advance their position on the 

policy.  For instance, A Nation at Risk uses the metaphor of competitiveness in the global 

marketplace to promote education content standards.   

I rated the degree of state’s policy alignment with national standards (as expressed 

by the rationale statements) using a three-point scale.  High alignment meant a state had 

references to A Nation at Risk and other standards movement documents, and an 

alignment policy in place with implementation underway or complete. States with 
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Moderate alignment had a mixture of intertextual references that included national 

standards movement documents.  Although there was no alignment policy, the state used  

national standards as models.  States with Low alignment had few or no references to 

national standards movement documents.  Instead, the state had developed its own 

approach to standards. 

To estimate the validity of these ratings, I used the operational question, To what 

degree are the state foreign language standards aligned with ACTFL standards?  I 

conducted an in-depth comparison of the each states foreign language standards with the 

eleven national standards developed by the American Council for the Teaching of 

Foreign Languages (ACTFL).  I chose the foreign language standards because when 

language preservation is studied in the public schools, it generally falls under the auspices 

of foreign languages. In addition, the number of national standards is manageable, and 

because achievement of the foreign language standards is measured by proficiency levels, 

rather than by multiple grade-level benchmarks.  In other words, the foreign language 

standards presented a simpler framework than the other content areas.  However, a 

potential drawback to the use of the foreign language is that it is not considered core 

content, such as math or English Language Arts, and foreign language study is not 

universally required across the states.  

To conduct the analysis, I mapped the state’s standards onto a chart of the ACTFL 

standards.  In some cases, the wording was exactly the same.  When it was not, I 

examined the meaning and intent of the standard to determine whether or not there was a 

substantive match.  I also noted the state’s omissions and additions to the ACTFL 

standards.  Based on the resulting chart, I calculated the percentage of the state’s 

standards that were near or exact matches with the ACTFL standards, and ranked the 

states from high to low degree of alignment with ACTFL.  

I was then able to use information from the remaining criteria to determine the 

extent to which American Indian languages and culture were valued by the state 

department of education.   
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Criterion 1:  The department of education (DOE) demonstrates attention to the 
needs of NA/AI students by having an office or individual responsible for Indian 
Education. 

To gather materials for Criterion 1, I searched a variety of links (when they were 

available on the site) for the department of education staff who were responsible for 

Indian Education.  I looked for links from the department’s home page links to the main 

divisions or offices of the department.  I also searched the site map; the staff directory; 

and the site’s A-Z index.  If I was unable to locate the information I needed, I used the 

site search engine using terms such as Indian, American Indian, Native, Native American, 

and Indian Education.   

I wanted to determine whether the state Department of Education demonstrated 

heightened attention to American Indian students in the state by including resources for 

them in the budget.  However, budget documents were not readily available through the 

websites, and even if they had been, sifting through them for evidence would have been 

difficult and time-consuming.  I therefore turned to evidence of staffing and activities. 

Hiring staff to be responsible for Indian Education is typically a first step in 

institutionalizing programs and projects for American Indians. The drawback is that 

without the budget in hand, one cannot readily determine if the staff is hired by state or 

federal funding.  State funding would represent a higher level of state commitment. 

Other indicators of budgetary commitment included evidence of multiple staff 

assigned solely to Indian Education, advisory committees and councils (which typically 

receive reimbursement for participation expenses), special materials or curricula 

developed for Indian students, and training activities aimed at improving instruction for 

Indian students. 

I recorded the names and contact information of Indian Education staff, where 

available, and noted any activities that were not included under the other criteria. 

Criterion 2: In English Language Arts, listening and speaking are valued as much 
as reading and writing.   

I approached this criterion by asking three operational questions: 
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Is there equal emphasis in state assessment?   

Are there K-12 benchmarks and instruction in listening and speaking?   

Does policy rationale expresses support of oral language development?   

To gather materials for Criterion 2, I located and reviewed the English Language 

Arts content standards and their introductions or rationales, and the state materials for 

assessment policy and procedures.   

My first operational question was:  

Is there equal emphasis in state assessment?   

Content that is included in the state’s assessment system receives a high degree of 

attention in the classroom.  Inclusion of oral language performance standards or 

benchmarks in the statewide assessment would demonstrate that it is considered highly 

important.  However, I found this was a weak indicator because oral language does not 

lend itself to paper and pencil methods of assessment.  Only one or two of the states I 

reviewed included it in their statewide assessments.  I therefore looked at the next level of 

support for oral language development – evidence of K-12 benchmarks for oral language. 

My second operational question was: 

 Are there K-12 benchmarks and instruction in listening and speaking?   

The impact of this variation was that when I attempted to compare the expected 

outcomes at the high school grade level, I found myself comparing apples and oranges.  

A list of skills included in the high school outcomes would miss those that may have been 

taught at earlier grades.  I anticipated, for instance, that high school students might not 

receive advanced schooling in social interaction skills. Only the other hand, a review of 

high school level skills should reveal what the states considered the most important oral 

language outcomes to fully develop.  To address the variation, I tallied oral language 

standards and expectations at the high school grade level, grouped the outcomes into four 

categories and summarized the findings in a chart.   

My third operational question was: 

 Does policy rationale expresses support of oral language development? 

To round out my analysis of the state’s commitment to K-12 development of oral 

language, I reviewed rationales for oral language provided with the state’s English 
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Language Arts content standards. These ranged from non-existent, to a brief paragraph, 

to extended and well-developed narratives. 

Criterion 3:  World language is given for American Indian languages. 

Gathering materials for Criterion 3 was a more complex search.  I began with the 

introductions and rationales for the foreign language content standards, and the standards 

themselves.  I also searched board policy and state law documents that were available on 

the site and the department’s Indian Education pages and links. 

State policies that ensure that districts provide world language credit for 

American Indian languages make it clear that the nation’s indigenous languages are 

viewed as valuable and are given the same respect as other languages of the world.  This 

speaks directly to state support for American Indian language preservation.   

I treated this as a simple yes/no question.  Some states include American Indian or 

Native American languages in the title of their content standards document.  For other 

states, I found evidence of support in the introduction and rationale for the foreign 

language standards.  Sometimes I was able to find the evidence in state board policy 

documents or state legislation.  And sometimes, policy either supporting or forbidding 

credit for American Indian languages is either well-hidden or nonexistent. 

Criterion 4:  There are standards for learning about culture that specifically 
address American Indians, and sovereignty issues are addressed in the standards. 

I addressed Criterion 4 by using two operational questions:   

Are there standards for culture that specifically address American Indians?   

Are sovereignty issues addressed in these standards? 

To gather materials for Criterion 4, I located and reviewed the Social Studies and 

Foreign Language content standards and their introductions or rationales, and the state 

materials for assessment policy and procedures.   

In researching Criterion 4, I regarded culture as a dynamic way of thinking, 

responding, valuing, communicating, and being.  I looked for content standards that 

develop a deeper understanding of culture in these terms, rather than as a collection of 

superficial attributes and artifacts or a term that signified a group of people in history.  In 
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teaching all children and youth about American Indians, this deeper understanding can be 

applied to one’s own culture as well as other cultures and can provide a foundation for 

understanding those who are different from oneself. 

Because the states in my study were selected on the basis of their significant 

populations of American Indians, I expected that specific content on the tribes indigenous 

to the state would, at a minimum, appear in the content standards for state history.  I 

searched each state’s social studies content standards and benchmarks or grade level 

objectives for references to American Indians or Native Americans, to sovereignty, and to 

culture.  I also looked at its foreign language content standards for culture as a concept.   

For this criterion, I looked for evidence that the state’s content standards included 

both the study of culture as a concept and the study of the cultures of American Indians.  

The inclusion of these areas promotes an understanding of American Indians on the part 

of both the teachers and the general student population, and can provide a foundation for 

understanding those who are different from oneself.  To gauge the quality of cultural 

content about American Indians, I chose the concept of American Indian sovereignty as 

an indicator of thoughtfulness and depth.  This concept is a key issue for the tribes that 

are often misunderstood by the general population.   

Criterion 5:  Local Tribes (a) participated in developing the standards and/or (b) 
provide regular, formal advisement to the state Department of Education. 

In this case the operational questions: Was there participation in standards 

development; and Is there on-going advisement by the state’s tribes? were embedded in 

the criterion.  

To gather materials for Criterion 5, I looked for any historical information 

regarding the development of the state’s content standards on the introductory pages to 

the standards and in the standards document themselves.  However, due to the length of 

time that had passed since the development of the standards, information about the 

participants was usually either very sketchy or no longer available.  As an alternative, I 

looked for Indian advisory committees or councils on the superintendent’s pages and 
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searched the site map and A-Z index.  If that failed, I used the site search engine with 

combinations of terms such as advisory council, advisory committee, Indian, and Native. 

The first operational question was: 

 Was there participation in standards development? 

The most direct, democratic and effective way to ensure that American Indian 

issues and priorities are addressed in education standards and other policies is to 

systematically include their representatives in the process from the beginning.  

Adaptations that are made after completion of the standards or policy may appear to be 

tangential or even counter to the original intent of the policy, and may not have the same 

degree of support in the implementation phase. 

Ideally, the tribes would have been well-represented from the beginning of the 

development of the state’s standards.  However, because most of this development 

occurred during the 1990s and early 2000s, participation records were not usually 

available through the state’s web pages.   

The second operational question was: 

 Is there on-going advisement by the state’s tribes?   

I looked for ongoing opportunities for input into policy-development through such 

structures as advisory councils and committees.  The links associated with these groups 

sometimes lead me to state legislation or board policies mandating tribal involvement.   

Criterion 6: There is evidence that culturally-based curricula and instructional 
approaches are supported and promoted.   

There were two operational questions for criterion 6:   

Are culturally-based curricula and instructional approaches supported and 

promoted through the State educational standards and curriculum guidance?   

Is there evidence of support or promotion of cultural-based curriculum and 

instruction that is outside the state standards framework?    

This criterion was created to provide a degree of insight into the kinds of support 

states gave teachers in bridging from education standards to classroom instruction.  

Typically instructional support from state departments of education includes activities 
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such as training, technical assistance, and development of (or suggestions regarding) 

specialized curricula and instructional approaches. The nature of support varies widely 

from state to state.  

To gather materials for Criterion 6, I accessed the web pages for the state board of 

education and looked for policy, legislation, and regulation regarding culture and 

instruction.  Then I accessed the web pages of the offices of curriculum and instruction 

and Indian Education to find links regarding instruction. I then reviewed the materials for 

evidence of cultural-based or culturally responsive instruction.  Links to resources for 

instruction were sometimes found from the web pages for the content standards, as well. 

Most education systems are working with increasingly diverse student 

populations and are making an effort to make school cultures more welcoming and to 

train their teachers to be effective with students from different cultures.  Culturally-based 

instruction incorporates ways of learning and knowing from the culture of the students.  

Other terms I looked for included culturally-relevant, cultural sensitivity, and culturally 

responsive. 

I looked for links from the web pages of the offices responsible for curriculum 

and instruction and from those responsible for Indian Education. The web pages for the 

standards were also a source of links to additional resources, and sometimes resources 

were highlighted on the home page of the department of education.  In the analysis, I 

assumed that materials that had been budgeted for and developed by the department of 

education had greater policy support than links to outside resources. 

 

Validation study: “Were the criteria I used and the findings valid?” 

I developed a short questionnaire to get feedback from experts in the fields of 

education policy and indigenous language programs on the ability of the criteria used in 

the document analysis to gather and analyze data that would be useful to tribal and state 

policy-makers.   I planned to send the questionnaire to as many as 55 state Department of 

Education Indian Education specialists, researchers on language preservation, and 

language preservation program coordinators.  The experts were to be identified from  
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among known experts in Indian language preservation programs and policy, from 

personal contacts and through the Northwest Indian Languages Institute, and from state 

and tribal websites.  The questionnaire can be found in Appendix B. 

The questionnaire was sent by email and consisted of the following questions: 

Are these the appropriate criteria to use for this analysis of policy?  That is, was this the 

best way to ask a question that would yield information and descriptions that are useful to 

program planners and for planning state policy?  (Participants were asked to rate each 

criterion using a Likert scale.) 

1. Are there other criteria that we should have used?   If so, please list them.  

2. Is the description of your state complete?   If not, what is missing and where 

can we find it?   (Please comment on relevant policies and activities in your 

state that we were unable to find on the web site, and indicate where we can 

find additional information on these policies and activities.) 

3. Is the description of your state accurate?  If not, please tell us what corrections 

should be made. 

4. The information on language status is taken from the Summer Institute of 

Linguistics Ethnologue.  In some cases, the information is out of date.  Please 

list any updates we should make regarding the status of languages listed for 

your state. 

The responses for the questionnaire were analyzed using simple statistics.  The 

mean was calculated for each item. Then the criteria were ranked, and open ended 

responses were summarized. 

 

Preview of Results Chapters 

Chapter Four contains the results of the research questions on context and 

contacts: What is known and not known about native languages and their status, the 

tribes and preservation programs in each of the selected states, and, What are the 

appropriate ways to approach the tribes and tribal members for participation in this 

study? 



   98   
 

 

The results of the document analysis and the validation questionnaire are 

addressed in Chapter Five.  The Chapter Five research questions are: How do the states’ 

standards and related education policies support or hinder language preservation 

programs, and: Were the criteria I used and the findings valid? 
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CHAPTER FOUR 

Context and Contacts: Framing the Study 

Introduction and Overview 

In this chapter I will describe the results of my search for demographic and 

language data on the states included in my study.  In particular, I will look at the 

American Indian/Alaska Native population and population density, and at the American 

Indian languages spoken in those states.  This information provides a basic context for 

the policy study in the next chapter.  To round out this context, I will describe face-to-

face meetings with individuals and small groups of people affiliated with Indian 

Education and scholarship, language preservation, and Northwest tribes.  The meetings 

include an attempted focus group, meeting with American Indian faculty members at my 

university, and site visits to tribal language preservation programs. 

  

Context:  The Demographics and Languages of the States Studied 

In order to consider the demographics of state American Indian populations in 

relationship to policies favorable to language preservation programs, I compiled the 

relevant data from the U.S. Census 2000 reports.  I also identified the tribes and 

reservations in each of the states I studied, and the tribal languages.  The detailed 

information for each state is located in Appendix A.   

The following tables summarize information across the states.  States with explicit 

policy support for language preservation are indicated by an asterisk (*).  In 2000, the 

Census Bureau divided its ethnic categories.  Thus respondents may indicate, for 

example, that they are American Indian/Alaska Native Alone, or American Indian/Alaska 

Native in combination with (an)other race/ethnicity.  I gathered information regarding 

both categories.  Please note that the figures for Hawaii are for American Indian/Alaska 

Natives, and do not include Native Hawaiians. 

In Table 4.1, Column A shows all fifty states ranked in descending order by total 

population in comparison with the percent of the population in each state who are 

American Indian/Alaska Natives (AI/AN).  Column B is AI/AN Alone, and Column C is 
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AI/AN in combination.  All columns are ranked independently of each other.  The states 

in the study are in bold type.   

Table 4.1 shows that: 

• The states with the greatest population density (i.e. the highest percent) of 

American Indian/Alaska Natives (AI/AN) are generally among the states 

with a lower total state population; 

• Of the seven states with specific support for American Indian language 

preservation, six are in the seven states with the highest density of AI/AN 

population;  

• The AI/AN population density in all but one of the states with specific 

support for American Indian language preservation is about 5% or higher. 

 

Table 4.1 
American Indian Population as a Percent of Total Population1 

Column A Column B Column C 

State Population 
Total 

AI/AN Alone AI/AN in combination  
w/ other race-ethnicity 

California 33,871,648 Alaska 15.6 Alaska 19.0  

Texas 20,851,820 New Mexico*        9.5 Oklahoma*   11.4

New York* 18,976,457 South Dakota* 8.3 New Mexico*           10.5

Florida 15,982,378 Oklahoma* 7.9 South Dakota*         9.0

Illinois 12,419,293 Montana* 6.2 Montana* 7.4

Pennsylvania 12,281,054 Arizona* 5.0 Arizona* 5.7

Ohio 11, 353,140 North Dakota*      4.9 North Dakota*         5.5

Michigan 9,938,444 Wyoming 2.3 Wyoming   3.0

                                                 
 

 

 

 
1 U.S. Census Bureau.  (2002, February).  The American Indian and Alaska Native population:  2000.   
Washington, DC: U.S. Department of Commerce. 
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Column A Column B Column C 

State Population 
Total 

AI/AN Alone AI/AN in combination 
w/ other race-ethnicity 

New Jersey 8, 414,350 Washington 1.6 Washington 2.7  

Georgia 8,186,453 Idaho 1.4 Oregon 2.5

North Carolina 8,049,313 Oregon 1.3 Hawaii 2.1

Virginia 7, 078,515 Nevada 1.3 Nevada    2.1

Massachusetts 6,349,097 Utah 1.3 Idaho 2.1

Indiana 6,080,485 North Carolina 1.2 California  1.9

Washington 5,894,121 Minnesota  1.1 Colorado 1.9

Tennessee 5,689,283 California 1.0 Utah 1.8

Missouri 5,595,211 Colorado 1.0 Kansas 1.8

Wisconsin 5,363,675 Kansas 0.9 North Carolina 1.6

Maryland  5,296,486 Nebraska 0.9 Minnesota 1.6

Arizona* 5,130,632 Wisconsin 0.9 Arkansas 1.4

Minnesota 4,919,479 Arkansas 0.7 Michigan 1.3

Louisiana 4,468,976 Louisiana 0.6 Nebraska 1.3

Alabama 4,447,100 Maine 0.6 Wisconsin 1.3

Colorado 4,301,261 Michigan 0.6 Missouri 1.1

Kentucky 4,041,769 Texas 0.6 Vermont 1.1

South Carolina 4,012,012 Alabama 0.5 Alabama 1.0

Oklahoma* 3,450,654 Rhode Island 0.5 Kansas 1.0

Oregon 3,421,399 New York* 0.4 Maine 1.0

Connecticut 3,405,565 Mississippi 0.4 Rhode Island 1.0

Iowa 2,926,324 Missouri 0.4 Texas 1.0

Mississippi 2,844,658 Vermont 0.4 New York* 0.9

Kansas 2,688,418 Florida 0.3 Delaware 0.8

Arkansas 2,673,400 Connecticut 0.3 Dist. of Columbia  0.8

Utah 2,233,169 Delaware 0.3 Florida 0.7

Nevada 1,998,257 Dist. of Columbia 0.3 Connecticut 0.7

New Mexico* 1,819,046 Georgia 0.3 Maryland 0.7

West Virginia 1,808,344 Hawaii 0.3 Mississippi 0.7
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Column A Column B Column C 

State Population 
Total 

AI/AN Alone AI/AN in combination 
w/ other race-ethnicity 

Nebraska 1,711,263 Indiana 0.3 Ohio 0.7

Idaho 1,293,953 Iowa 0.3 South Carolina 0.7

Maine 1,274,923 Maryland 0.3 Tennessee 0.7

New Hampshire 1,235,786 South Carolina 0.3 Virginia 0.7

Hawaii 1,211,537 Tennessee 0.3 Georgia 0.6

Rhode Island 1,048,319 Virginia 0.3 Illinois 0.6

Montana* 902,195 Illinois 0.2 Indiana 0.6

Delaware 783,600 Kentucky 0.2 Iowa 0.6

South Dakota* 754,844 Massachusetts 0.2 Kentucky 0.6

North Dakota* 641,200 New Hampshire 0.2 Massachusetts 0.6

Alaska 626,932 New Jersey 0.2 New Hampshire 0.6

Vermont 608,827 Ohio 0.2 New Jersey 0.6

Dist. of Columbia 572,059 West Virginia 0.2 West Virginia 0.6

Wyoming 493,782 Pennsylvania 0.1 Pennsylvania 0.4

 

 

Table 4.2 (p. 5) shows the AI/AN population in the thirteen states included in the 

study.  As a point of comparison, the total population of the United States is 281,421,906.  

The American Indian/Alaska Natives – Alone category represents 0.9% of the population 

in the United States is 0.9%, and the American Indian/Alaska Natives – In combination 

with other race/ethnicity category represents 1.5% of the total United States population. 

States with explicit policy support for language preservation are indicated by an 

asterisk (*).  In Table 4.2, we see that the state population of American Indian/Alaska 

Natives, either Alone or In Combination, does not appear to be closely related to a state’s 

specific support of language preservation.  Even states with low populations of American 

Indian/Alaska Natives sometimes have this support. 
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Table 4.2 
American Indian Population in the States Studied2 

American Indian 
Alone 

American Indian 
in Combination w/ other Race-Ethnicity 

California 333,346 California   627,562

Oklahoma*   273,230 Oklahoma* 391,949

Arizona* 255,879 Arizona* 292,552

New Mexico*          173,483 New Mexico*               191,475

North Carolina         99,551 New York*                   171,581

Washington 93,301 Washington   158,940

New York*              82,461 North Carolina             131,736

South Dakota* 62,283 Florida 117,860

Montana* 56,068 Oregon 85,667

Florida 53,541 South Dakota* 68,281

Oregon 45,211 Montana* 66,320

North Dakota* 31,329 North Dakota* 35,228

Wyoming 11,133 Wyoming 15,012
. 

 

 Language Families in the States Studied 

After gathering the census data, I identified the tribes and languages for each 

each of the states in the study.  I also identified the Indian reservations in each state, and 

matched them with the tribes and their languages.  Detailed results for each state are 

located in Appendix A.   

                                                 
 

 

 

 
2 U.S. Census Bureau.  (2002, February).  The American Indian and Alaska Native population:  2000.   
Washington, DC:  U.S. Department of Commerce 
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Table 4.3 shows the language families that are present in the states studied.  The 

total number of languages in each language family appears in parentheses beside each 

family name.  Table 4.3 also provides (for the states studied) a list of the names of 

languages within each family.  In some cases, separate languages with similar names are 

listed in parentheses after the common name of the language.  For example, in the Kiowa 

Tanoan languages family Northern Tiwa and Southern Tiwa are listed as Tiwa (Northern 

and Southern).   The number of languages in each language family that are Living (L), 

Endangered (D), or Extinct (X) is listed just to the left of the list of languages. 

Table 4.3 shows that in the thirteen states included in the study, there are sixteen 

language families and about 160 distinct languages.  Some language families, such as 

Algic, are present across a broad region and are represented by a large number of distinct 

languages that, at first glance, may not seem to be related.   

  Two of the languages in Table 4.3 – Kutenai and Zuni – are language isolates, 

which means that they are not related to any other known language.  Two others – 

Chinuk Wawa and Michif – are described by the Summer Institute of Linguistics as a 

pidgin and a mixed language, respectively.  A pidgin is form of speech with a 

rudimentary grammar and vocabulary that is used by speakers of two or more different 

languages to communicate with each other.  It is not spoken as a first or native language 

by these groups.  As it develops complexity and becomes spoken as a native language, it 

becomes a creole, or creolized language.   

The language status columns of Table 4.3 show that, in the states studied, 61 

languages are still living, 44 are endangered, and 49 are extinct.  These figures are based 

on Ethnologue data, which is often outdated.  There may be more languages in the 

endangered and extinct categories at the time of this writing. 
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Table 4.3 
Overview: Language Families in the States Studied3 

# of Languages, 
By Status 

Language Family States 

L D X 

Languages in the States Studied 

Algic (44) California, 
Montana*,  
New York*, 
North Carolina, 
North Dakota*, 
Oklahoma*, 
Wyoming 

11 1 7 Arapaho, Blackfeet, Carolina Algonquian, Cheyenne, Chippewa, Cree, Gro 
Ventre, Kickapoo, Lumbee, Mahican, Mesquakie, Miami, Mohegan-Montauk-
Narragansett, Ottawa, Potawatomi, Shawnee, Unami, Wiyot,Yurok 

Caddoan (5) North Dakota*, 
Oklahoma* 

1 3 1 Arikara, Caddo, Kitsai, Pawnee,Witchita 

Chimakuan (2) Washington   1 1 Chimakum, Quileute 
Chumash (7) California   7 Barbareño, Chumash, Cruzeño, Ineseño, Obispeño, Purisimeño, Ventureño 
Coahuiltecan (1) Oklahoma* - - 1 Tonkawa 
Hokan (28) Arizona*, 

California 
5 9 8 Achumawi, Atsugewi, Chimariko, Cocopa, Esselen, Havasupai-Walapai-Yavapai, 

Karok, Kashaya, Kumiai, Maricopa, Mohave, Pomo (Eastern, Southeastern, 
Northern, Northeastern, Central, and Southern), Quechan, Salinan, Shasta, Washo, 
Yana 

Iroquian (11) New York*, 6 1 1 Cayuga, Cherokee, Mohawk, Oneida, Onodaga, Seneca, Tuscarora, Wyandot 

                                                 
 

 

 

 
3 Gordon, Raymond G., Jr. (Ed.). (2005). Ethnologue: Languages of the World. (15th ed.). Dallas, Tex.: SIL International. Online 
version: http://www.ethnologue.com/ 
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# of Languages, 
By Status 

North Carolina, 
Oklahoma* 

Keres (2) New Mexico* 2 - - Keres (Eastern, and Western) 
Kiowa Tanoan (6) New Mexico* 3 - - Tewa, Tiwa (Northern, and Southern) 
Muskogean (6) Florida, 

Oklahoma* 
5 - - Alabama, Chickasaw, Choctaw, Mikasuki, Muskogee  

Na-Dene (47) Arizona*, 
California,  
New Mexico*, 
Oklahoma*, 
Oregon  

4 6 5 Apache (Jicarilla, Lipan, Kiowa, Mescalero-Chiricahua, and Western), Chetco, 
Coquille, Galice, Hupa, Kato, Mattole, Navajo, Tolowa, Tututni, Wailaki, 

Penutian (33) California, 
Oklahoma*, 
Oregon, 
Washington 

5 15 9 Alsea, Chinook, Coos, Kalapuya, Karkin, Klamath-Modoc, Maidu (Northeast, 
Northwest, Valley), Miwok (Bay, Coast, Lake, Plains, Central Sierra, Northern 
Sierra, Southern Sierra), Molale, Nez Perce, Ninesan, Ohlone (Southern, and 
Northern), Siuslaw, Takelma, Tenino, Umatilla, Walla Walla, Wasco-Wishram, 
Wintu, Yakima, Yokuts 

Salishan (27) Montana*, 
Oregon, 
Washington 

7 5 7 Chehalis (Lower, and Upper), Clallam, Columbia-Wenatchi, Couer d’Alene, 
Cowlitz, Kalispel-Pend D’Oreille, Lushootseed, Nooksack, Okanagan, Quinault, 
Salish (Southern Puget Sound, and Straits), Skagit, Snohomish, Spokane, 
Tillamook, Twana,  

Siouan (17) Montana*,  
North Dakota*, 
Oklahoma*, 
South Dakota* 

5 - - Assiniboine, Crow, Dakota, Hidatsa, Lakota 

Uto-Aztecan (61) Arizona*, 
California, 
Oklahoma*, 
Oregon, 
Wyoming 

6 6 1 Cahuilla, Hopi, Kawaiisu, Luiseño, Mono, Panamint, Ute-Southern Paiute, 
Northern Paiute, Serrano, Shoshoni, Tohono O’odham, Tübatulabal, Yaqui 

Wakashan (5) Washington - - 1 Makah 
Language Isolate  Montana*,  1 1 - Kutenai, Zuni 
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# of Languages, 
By Status 

New Mexico* 
Pidgin  Oregon, 

Washington 
- 1 - Chinook Wawa 

Mixed Language Montana*,  
North Dakota* 

1 - - Michif  
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Contacts:  Developing a Relationship with Language Preservation Programs 

While demographics and language data gave me a rough idea of the context for 

my policy analysis, I also wanted to include the perspectives and on-the-ground 

experiences of language preservation program administrators and teachers.  I had 

originally intended to do this through focus groups, case studies, and a nationwide 

survey.  However, as I described in my Methodology chapter, things did not work out as I 

expected and I had to revise my approach.  This section describes my contacts with 

American Indians in the Pacific Northwest. 

 

Focus Group 

In July 2005, I went to the Northwest Indian Languages Institute to conduct a 

focus group in one of the classes.  All of the students were American Indian language 

teachers.  Only seven or eight teachers had registered – far fewer that I had hoped for – 

but I planned to do the group anyway.  As my first effort, I felt that even a small group 

would give me some preliminary data to work with.   

I had already asked a colleague to come with me to assist.  When my co-facilitator 

and I arrived, we found that the instructor had not even told the group that we would be 

there, nor had she mentioned who we were or what we would be doing.  At least one 

student asked if he was in the right room when he came back from lunch and saw us. 

We introduced ourselves and I stated our purpose for being there. Then I 

explained that participation in the study was voluntary and passed out the consent form.  I 

gave the group time to read it, commented on a few points and told them what the focus 

group questions would be.  One older woman didn’t take a form; another looked it over, 

then set it aside and began working on other papers.  A middle-aged man also looked it 

over quickly and told me he would not participate.   

Some of the younger teachers read the consent form.  There seemed to be both 

interest and reluctance.  Before the session began, Student A had been informally 

discussing with us her school district’s excuses for not including the language program 

among its offerings. Student B was a Title VII coordinator who had an interest and 

experience with policy and budgets. Student C read and re-read the form, his brow 
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furrowed.  Finally he got up and approached me.  He explained that they were told what 

they could say and who they could say it to.  As program teachers, they couldn’t really 

respond to the questions.   Student A seconded student C’s explanations, telling me that I 

would have to go to their supervisors to get permission.  Student B was clearly interested 

in the questions, but didn’t feel comfortable participating.  She did ask if she could take 

the questions and respond to them later, perhaps by email.  

I ended by thanking them for their time and consideration, wishing them well, and 

encouraging them in their language preservation efforts.  I felt calm and respectful during 

the process.  I wasn’t particularly surprised by their response.  From what I had read, 

American Indians are understandably reluctant to lend themselves to unknown research 

efforts.   

 

Meetings with Native American Faculty at Oregon State University. 

Between January and March 2006 I met with two Native American faculty 

members at Oregon State University to get advice on how best to approach American 

Indian tribes and individuals regarding participation in my focus groups, case study, and 

electronic survey.  Ms. A of the Indian Education Office recommended that I visit the 

tribes and talk personally with the tribal Culture or Education Program coordinators.  She 

recommended that I review my procedures and permission process with them (including 

the consent form), and find out how much support there is for my project and my process.  

Using my electronic survey as an example, she suggested that, in addition to asking if any 

of the questions are inappropriate or sensitive, I should ask them about the best way to 

handle it and if there are any questions that they would like to add.  She suggested that I 

be clear about the benefits of the research, and told me that I could tell them that I come 

recommended by the university’s Indian Education Office.  When I asked whether I 

should use phone, email, or personal visits in my contacts, she told me that my best 

approach would be to go out into the field personally.  

When I described what had happened in my focus group attempt, and asked for 

her insights and suggestions for handling the Consent Form during the focus groups or 
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interviews, she said that in her research she first explained in layman’s terms what the 

form is and emphasized that it protects you (the participant) and that it is anonymous.   

She also explained that the research gives the participant’s perspective and perceptions a 

voice.  She then would pass out the form and verbally explain each item.   She 

emphasized that their response to her survey was voluntary and that if there were any 

questions that they didn’t know or didn’t want to answer, they should just skip them and 

go on to the next question 

My meeting with Dr. K of the Ethnic Studies Department was also very helpful.   

Rather than plunge into my questions, I took several minutes to introduce myself – my 

professional background in bilingual education and civil rights, my father’s contribution 

to my understanding of the social studies and my own commitment to social justice, my 

entrance into the PhD program and choice of topics, and my previous contacts and 

involvement with Oregon’s tribes and the Northwest Indian Languages Institute (NILI).  I 

also told him that I was acutely aware of the sensitivity of language issues to the tribes 

and that, as a white person, I felt some anxiety about my project since I wanted to be 

helpful rather than harmful or self-serving.  He said that getting a meaningful response on 

my survey from a distance (i.e. electronically or by mail) would be extremely difficult.  

Tribes beyond Oregon didn’t know me, and becoming known to a group so large and 

diverse would take a great deal of effort over years.  

He said that Ms. A’s idea of going out to meet with tribal Culture and Education 

coordinators was a good one, and that being willing to talk to people on their terms, 

rather than my preconceived agenda, held the most promise.  He mentioned that a tribe’s 

receptivity to researchers could change rapidly as the current state of affairs between 

tribe, state, and federal governments shifted.  In addition, a number of tribes, including 

Siletz, are establishing their own IRB codes, which researchers must comply with prior to 

being granted access.  

He strongly encouraged me to look closely at my project and be willing to 

eliminate parts of it so that it would be manageable enough to complete.  He suggested 

that I focus on a narrower group, such as a comparison of just a couple states, and that I 

should be sure that the states I look at have similar governance and administrative 
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features.  He noted in particular that Alaska Natives are organized under corporations 

rather than the treaty structures of Indian tribes in the lower forty-eight states, and 

sovereignty of Native Hawaiians is also organized differently.  He suggested that as I 

narrow the focus of my study, I should be very clear about how each component of my 

study actually serves my hypothesis and that if it doesn’t serve my hypothesis, I should 

consider it expendable.  I replied that maybe I should zero in on the document analysis, 

and perhaps my own exploration of nepantla – my negotiation of this space between 

cultures.  He responded indirectly, saying that that would be do-able and reminding me 

that I would need to work with my advisor and committee regarding any changes.   

 

Meetings with Language Preservation Program Coordinators and Staff 

Between March and September 2006, I visited two northwest tribes and met with 

directors of their language, culture, and/or education programs.  Each tribe handles the 

supervision of its language program differently.  Some place it under Culture and 

Heritage; others place it under Education.  The purpose of my visits was to share 

information about my research project and to get input into the process for their possible 

participation in the survey, and focus group or case study.   

To respect various requests for anonymity, I will refer to my site visits as Program 

A and Program B, and will refer to positions rather than individual names. 

 Program A. 

I met with Program A twice – once regarding access and permissions, and once 

regarding the appropriateness and validity of the criteria I was using for my document 

analysis.  

 At our first meeting I shared my papers on Western and non-Western ways of 

knowing, on global education initiatives, and on U.S. education standards with the 

Director of Education and Language as a way of briefing her on where I was coming 

from in my research.  When she read my paper on non-Western ways of knowing, she 

asked me if I was aware of the Indigenous Ways of Knowing Project at Lewis and Clark 

College.  She expressed interest in what I had done and was very supportive of my 

project.  The Language Program Coordinator and the Assistant Director of Education 
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later joined us and participated in the meeting.  As the meeting progressed and they 

received more information, they shifted from talking about whether the program would 

participate and discussed how to persuade the elders to support the project.   

Their advice to me was, “Don’t ask people to represent the tribe.  Instead, ask 

them to participate and to speak from their own heart and experience.”  They told me 

that people who “represent” the tribe get challenged – “Who are you to represent our 

tribe?!”  It is inappropriate.  

The tribe’s linguist joined us and we had an extended discussion of language, 

some historical aspects of the introduction of writing, and his experiences working with 

the tribes on linguistic research.  He noted that writing often arrives through the vehicle 

of foreign conquest.  In 1831, the tribes he is now working with became interested in 

writing and schooling, and sent a delegation back east to find Lewis and Clark.  They 

wanted a system for writing their own languages.  Teachers were sent.  However, later 

there was resistance to writing as it became associated with the massive influx of settlers. 

A side conversation about how to develop a language policy for the tribe included 

a comment that language can live on in two ways.  One is through scholarship and study 

of the language, which is used only for ceremonial purposes.  The other is through living 

people from the world of the language, which becomes pidginized as fewer and fewer 

people speak it with native fluency.  In either case, those who speak it need to be honored 

and respected. 

The Education Director offered to take copies of the survey and the consent form 

to the tribe’s Education and Training Committee to ask for their support of the project.  

She suggested that I write a letter to the Chairperson of the Committee introducing 

myself, briefly describing my research project, and requesting permission for the 

language program staff to participate.   If they decided to support the project, I would be 

able to return and conduct a focus group composed of people who would like to 

participate.   

Six months later, after having received permission, I returned and met with a 

small group of administrators and staff involved with language program planning and 
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implementation.  The focus of my visit was to validate the criteria I was using in my 

policy analysis.  I used the questionnaire I planned to use in my validation study.  

I briefly explained what validation means, where it fit in my larger research study, and 

that I was asking them to complete it as experts on language preservation programs – that 

is to comment on the quality of the criteria.  I explained that I would like to be able to 

quote them directly, but that they could ask that I not do so.  I then had them read the 

cover page, complete the permission statement according to their wishes regarding 

quotation, and complete the questionnaire. 

They all felt that I should not quote them directly.  While all but one were 

American Indians, they were extremely cautious that they not be perceived as speaking 

for the tribe because they are employees, but not members, of the tribe I was visiting. 

One of the group expressed confusion about how to respond to the questionnaire.  

She thought that I wanted her to respond directly to the criteria as if they represented a 

survey.  When I explained that, instead, I was asking whether she thought they were good 

criteria for a researcher to use, she understood and completed the questionnaire. 

After they had finished, we began a discussion.  I had intended to ask a series of 

questions, including which criteria they considered most and least useful, and their 

comments on the accuracy of the information I had gathered for their state’s 

demographics and languages.  But I found that they had their own desires for an outcome 

of the meeting.  They were still in the process of developing a language policy proposal 

for the tribe, and they were interested in using the results of my electronic survey for their 

state to provide input and information relevant to the proposed policy.  They also had 

some questions they wished to add to the survey. 

In short, I felt that the meeting had a shared agenda and that there was among us a 

tacit agreement for collaboration.  I interpreted it as a supportive and positive sense of 

trust:  the tone became noticeably less reserved as participants relaxed and smiled, and 

some even laughed for the first time in my presence.  The discussion proceeded in a non-

linear fashion.  In addition to the discussion of tribal language policy, it included 

comments and discussion of state and local school district policies regarding Indian 

Education and languages, and comments and updates on the language preservation efforts 



114 
 

 

of other Northwest tribes.  I also received suggestions for additions to the survey, and an 

invitation to an upcoming training on the implementation of a state curriculum on the 

region’s Indian culture and history. 

  Program B. 

I met with Program B once.  The purpose of my visit was to share my work so far 

and to discuss access and permissions.  I met with the General Manager of the Education 

Branch, and the Manager of Culture and Heritage. 

Since the General Manager was delayed a bit in joining us, I explained my project 

to the Manager of Culture and Heritage.  I placed my research project within the context 

of the themes I had developed in my papers on Western and non-Western ways of 

knowing, on global education initiatives, and on U.S. education standards. During our 

conversation and after I showed her my library paper diagrams of indigenous and 

Western approaches to education, she asked how to get beyond the major influence 

linguists have in program design.    She said that the linguist-based approach focused on 

instruction that relied on games and activities, and that she felt that a more effective, 

indigenous, and natural approach would be to do cultural activities (such as making a 

basket) with the children using only the indigenous language.     

 As I was beginning to talk about the survey and focus groups, the General 

Manager of the Education Branch joined us.  I had had occasion to work with him during 

my years at the Department of Education.  I stood to greet him, and he greeted me with a 

recollection of my participation in the conference that initiated Indian language program 

efforts some fifteen years earlier which, to tell the truth, I had nearly forgotten.   

The General Manager talked at length about the efforts leading to the current 

status of the language program and about a long history of efforts to establish 

collaboration among the land grant universities in Washington, Oregon, and Idaho.   He 

explained that the land grant universities had a long-established relationship with the 

tribes, but that the trick is to get the universities to work together.  Turf and funding 

issues work against tribal needs for collaboration across institutions.   

Both responded enthusiastically to my library paper on non-Western ways of 

knowing and learning (which appears in the Chapter Two literature review of this 
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dissertation).  The General Manager, in particular, felt it provided a slightly different 

frame and dovetailed with some of the efforts he was working on in trying to bring 

universities and other players together on indigenous language.  He expressed an interest 

in working with me.  I asked if he would be willing to look over some of my work to 

provide feedback.  He took me to his office to find some materials that might be useful to 

me and to introduce me to his assistant.   His assistant was well-informed and perceptive.  

She was also planning to drop out of her university program.  The crux of the matter is 

the difference between the indigenous approach and the Western approach.  She felt that 

the university drew her too far away from her own way of knowing and did not 

acknowledge or respect her knowledge base.   

Due to time and travel constraints, I was not able to meet a second time with 

Program B. 

 

 Summary and Preview of Document Analysis Chapter 

I gained valuable insights into the differences between tribal and university 

approaches to the research experience from my meetings with leaders from Programs A 

and B, as well as from the focus group and the meetings with American Indian faculty at 

OSU.   The meetings helped me make adjustments in my approach.  They confirmed that 

my work so far is of interest to the tribes and that my study will make a contribution to 

their efforts to preserve their languages and cultures.  After my visits, I immersed myself 

in completing the analysis of policy documents from the thirteen states in the study.  

Locating the documents, studying them and extracting the relevant information, and 

conducting my analysis proved to be extraordinarily time-consuming.  In consultation 

with my advisor, I decided to focus on completing the document analysis for my 

dissertation and to leave further focus groups and site visits for a separate study. 

Chapter Five compares the results of the document analysis across the states in 

the study.  The degree of each state’s alignment with the national standards movement is 

assessed, and states with policies supporting language preservation are compared with 

those that do not have language preservation policy support. The results of the validation 

study are also provided. 
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CHAPTER FIVE 

Document Analysis Results: Cross-State Analysis 

Introduction and Overview 

This chapter compares and summarizes across the states the results of my 

Document Analysis, which addresses my primary research question, In what ways do 

education standards help or hinder indigenous language programs?  Detailed results of 

the Intertextual Analysis and Criteria for each state may be found in Appendix A. 

Table 5.1 provides an overview of the document analysis results.  The states are 

arranged in descending order based on Census data regarding American Indians/Native 

Alaskans as a percent of total state population.  Row 1 indicates those states with policies 

supporting Indian language preservation.  The remaining rows summarize the results for 

the intertextual analysis and criteria sections of the document analysis. 

In the Intertextual Analysis section of this chapter, I describe the degree to which 

each state’s policy is aligned with documents that provided the rationale for the national 

standards movement, and the degree to which each states foreign language standards are 

aligned to the national standards for foreign languages. 

In the Criteria section, I describe and compare the results for the states for each of 

the Criteria and their operational questions. 

The Validation Study section provides the results of a questionnaire in which 

policymakers and scholars were asked to evaluate the appropriateness and value of the 

Criteria. 
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Table 5.1 
Cross-State Comparison of Document Analysis Results 
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State OK* NM* SD* MT* AZ* ND* WY WA OR CA NC NY* FL R 
O
W American Indians as 

Percent of Population 
11.4 10.5 9.0 7.4 5.7 5.5 3.0 2.7 2.5 1.9 1.6 0.9 0.7 

 1 Pro-language preservation 
Policy 

Yes Yes Yes Yes Yes Yes No No No No No Yes No 

2 Pro-national standards. 
alignment policy  

No No No No Mod. Mod. No Mod. High Mod. Mod. No No 

3 Alignment  with ACTFL 
Standards 

High Mod. 
Low 

Low Mod. Mod. 
Low 

High Low n.a. High n.a. Mod. 
High 

Low Mod. 
 

4 DOE office for Indian 
Education 

Yes Yes Yes Yes Yes No Yes Yes Yes Yes No Yes No 

5 AI participation – 
Development of Standards 

No 
data 

Yes Yes Un-
clear 

No 
data 

Yes No No 
data 

No 
data 

No Un- 
clear 

No No 
data 

6 AI participation – On-going No Yes Yes Yes Yes 
 

Yes No Yes Yes No Yes No No 
data 

7 ELA –  State assessment 
includes oral language  

No No No No No Yes No No No No No Yes No 

8 ELA –  K-12 benchmarks 
inc. oral language 

Yes Yes Yes Yes Yes Yes Yes Yes Yes Yes Yes Yes Yes 

9 ELA – policy inc. rationale 
for oral language 

Yes Yes No Yes No No Yes 
 

Yes No Yes Yes Yes No 

10 Foreign Language credit for 
AI languages 

Yes Yes Yes Yes Yes Yes No 
data 

n.a. Un-
clear 

n.a. Un-
clear 

Yes No 
data 

11 Standards include cultural 
processes  

No Yes Yes Yes Yes Yes No Yes No No  No  No No 

12 Standards include American 
Indians 

Yes  Yes  Yes  Yes  Yes  Yes  No Yes  Yes Yes  Yes  Yes  Yes  

13 Standards include tribal 
sovereignty 

Un-
clear 

Yes Yes Yes Yes Yes No 
 

No No  Yes  No No Un-
clear 

14 Culture-based C & I  in 
Standards framework 

No Yes No 
data 

Yes Mod. n.a. n.a. Yes 
 

No No No No No 

15 Culture-based C & I:  links 
to outside support 

No Yes Yes n.a. No 
data 

n.a. n.a. No Yes Yes No No No 
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Intertextual Analysis 

 Overview 

The primary question for my Intertextual Analysis was, “To what degree is 

the state department of education aligned with the national educational standards 

movement?”  To explore this question, I asked two operational questions:  “Are there 

state policy statements regarding alignment with national standards?” and “To what 

degree are the state’s foreign language standards aligned with the national ACTFL 

standards?”  ACTFL is the American Council on the Teaching of Foreign Languages.   

The literature on the national standards movement includes documents such as 

A Nation at Risk (National Commission on Excellence in Education, 1983), What 

Work Requires of Schools (The Secretary’s Commission on Achieving Necessary 

Skills, 1991), and Goals 2000: The Educate American Act.  It is reviewed in my 

Chapter Two Literature review.   

In social studies, framing is a form of rhetoric in which words and phrases are 

selected that will encourage one interpretation of an issue, and discourage others.  As 

I conducted my intertextual analysis of these documents vis-a-vis state policy, I 

looked for frames related to competition in the global marketplace.  Some states used 

alternative frames and themes such as those related to human rights or to 

communities. 

The section on foreign language standards begins with a listing of the ACTFL 

standards.  I selected the foreign language standards for a detailed look at alignment 

because it is the content area with which American Indian language preservation 

programs are most closely associated and because foreign language content standards 

have a simpler structure than most other content areas.  There are only eleven content 

standards arranged in five strands.  In addition, teaching of the target language can 

begin and end at any age, and assessment is based the student’s increasing proficiency 

rather than on grade level.  Therefore, foreign language standards do not have the 

added complexity of K-12 grade-level benchmarks.   
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Alignment with the National Standards Movement   

To determine the degree of state alignment with national education standards, 

I used the operational question: “Are there state policy statements regarding 

alignment with ‘national standards’?”   

The Elementary and Secondary Education Act (currently authorized under the 

title No Child Left Behind) dominates the flow of federal funding for education in 

such a way that states cannot ignore it, and beginning in the early 1990s (under the 

title, Goals 2000: The Educate America Act) it was closely and deliberately aligned 

with the school reform/education standards movement.  States must comply with at 

least the broad brush strokes of content standards and assessment if they want to 

receive funding.  Therefore I was not surprised that all the states I studied have 

adopted education standards in one form or another.    

Still, states can and do find ways to assert their own perspectives and needs.  

The United States does not have a nationally prescribed curriculum.  The purpose of 

the intertextual analysis was to examine the degree to which states referenced (either 

explicitly or implicitly through devices such as allusion or use of catch-phrases) A 

Nation at Risk and other standards movement documents.  I considered alignment 

with the national movement to be High if state policy documents and rationales 

contained references to A Nation at Risk & other standards movement documents or if 

there was a specific policy for alignment.  Moderate alignment meant that there was 

no alignment policy, but national standards used as a model.  The rationales of 

moderately aligned states also contained mixed references that included references 

and allusions to both national standards movement documents and to different 

documents and rationales that were not related to the standards movement. States 

with Low alignment had few or no references to national standards movement 

documents. Instead, these states had developed their own approaches to standards. 

Table 5.2 summarizes the level of state policies aligning with national 

standards for states with and without policies supporting language preservation.  

There was data available for all thirteen states.  The states are clustered in Group A 

and Group B according to whether or not there was evidence of state policies 
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supporting Indian language preservation.  The number of states in each group with 

high, moderate, and low policy alignment with national standards is recorded in the 

column titled Total Number of States with Data, and a percent of the total number and 

of each group was calculated.   

 

Table 5.2 
Summary:  Level of Alignment with National Standards 

Group A 
7 States with Policy 

Supporting Language 
Preservation  

Group B 
6 States Without 

Language Preservation 
Policy 

 
State Policy of 

Alignment with 
National Standards 

Total 
Number 

of  
States 

w/ Data
 

N= 13 

# % of 
Total 

(N=13) 

% of 
Group

A 

# % of 
Total 

(N=13) 

% of 
Group

B 

High alignment 1 0 0 0 1 8% 17% 
Moderate alignment 5 2 15% 29% 3 23% 50% 
Low alignment 7 5 38% 71% 2 15% 33% 
 

Overall, only one state in the study had a policy of high alignment with 

national standards, while most states had low or moderate alignment. There were no 

trends evident in states without language preservation policy.  However, in states with 

language preservation policy support, there was a tendency to have low or only 

moderate levels of alignment with national standards policy.   

 

States with High Alignment  

Of the states I reviewed, only Oregon had explicit alignment policy aligning 

the state standards with national standards and the National Assessment of 

Educational Progress (NAEP).  Oregon policy and rationales for the standards include 

direct references to A Nation at Risk. 
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States with Moderate Alignment 

Five of the states I reviewed had moderate alignment with national standards 

movement rationales and documents:  Arizona, California, North Carolina, North 

Dakota, and Washington.  Two of these states (Arizona and North Dakota) were 

among the seven that had explicit policy for American Indian language preservation. 

States with policy in support of language preservation 

Arizona does not have policy statements aligning state and national education 

standards.  However, national standards documents were included among the models 

used for the development of Arizona’s standards.  Arizona includes native languages 

in its foreign language standards, and made clear that the target language could 

include heritage languages.  Arizona has an English-only law that would potentially 

have impacted the study of indigenous languages.  However, the state’s attorney 

general has provided legal guidance making it clear that public schools must comply 

with Federal law and that Indian languages are protected under the federal Native 

American Languages Act. 

North Dakota had a variety of influences for its education standards.  They 

included references to national standards and to standards from other states.  The 

social studies standards also drew from the histories of the American Indian nations 

of North Dakota.  North Dakota has policy specifically supporting its indigenous 

languages, and has even included a standard in its foreign language content standards 

that students will value native and heritage languages and efforts to preserve them.  

States without policy in support of language preservation  

In North Carolina, the national standards are viewed as guides, rather than 

mandates, for state policy development.  The state’s introduction and rationale for the 

standards emphasizes with pride North Carolina’s long history of education dating 

back to 1885.  These documents include some allusions to the standards movement in 

phrases such as preparing students to compete in a global economy and to succeed in 

the international marketplace.  However, there is also an emphasis on approaches and 

outcomes such as personal fulfillment and responsibility that are not related to the 

standards movement.  



123 
 

 

California has somewhat contradictory policy statements which reference A 

Nation At Risk and uses its language to justify its standards, while also asserting that 

education reform results have been uneven and that the state is therefore “going 

beyond school reform” to specify for the first time the content that students must 

acquire in grades K-12. 

Washington promotes education environments that foster mutually respectful 

interactions and an atmosphere of collaboration and cooperation – ideas which are not 

at the forefront of the standards movement.  The term “education reform” is usually 

highlighted with quotes, which suggests skepticism and distances the state somewhat 

from the concept.  On the other hand, Washington’s key legislation includes 

references to key themes and phrases of standards movement including competitive 

international economy, standards set at internationally competitive levels. 

 

States with Low Alignment  

Seven of the states I studied had low levels of alignment with the national 

standards movement.  They are Florida, Montana, New Mexico, New York, 

Oklahoma, South Dakota, and Wyoming. Five of these states (Montana, New 

Mexico, New York, Oklahoma, and South Dakota) were among the seven that had 

explicit policy for American Indian language preservation. 

States with policies in support of language preservation. 

Montana appears to have statements aligning the state’s education standards 

with the national standards movement. 

New Mexico places its emphasis on partnerships with families and 

communities, citizenship, educational success, gainful employment and closing the 

achievement gap.  I did not find statements aligning the state’s education standards 

with the national standards movement. 

New York does not have statements regarding alignment with the national 

standards movement.   



124 
 

 

Oklahoma has accreditation standards rather than education content standards.  

Policy statements indicate that the state uses Carnegie units for graduation, which the 

national standards movement sought to replace with performance standards.   

South Dakota’s student outcomes promote student success in work, 

postsecondary education, citizenship and personal fulfillment. 

States without policy in support of language preservation. 

Florida does not provide much information regarding a rationale for its 

education standards.  On the other hand, it does provide a fairly detailed chronology 

and rationale for its assessment program, which was developed prior to the adoption 

of the content standards.  The primary references and allusions are to federal No 

Child Left Behind legislation. 

Wyoming standards promote success in school and at work in the expanding 

global community.  There are no statements regarding alignment. 

 

Alignment with American Council on the Teaching of Foreign Languages (ACTFL) 
Standards 

To determine alignment with ACTFL standards, my operational question was: 

“To what degree are the state foreign language standards aligned with ACTFL 

standards?” 

The ACTFL Strands and Standards 

The American Council on the Teaching of Foreign Languages (ACTFL) has 

eleven standards for foreign language which are organized under five strands:  

Communication, Cultures, Connections, Comparisons, and Communities.  The eleven 

standards, with their strand in parenthesis, are listed in Table 5.3, ACTFL Strands and 

Standards (American Council on the Teaching of Foreign Languages, n.d.).   
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Table 5.3   
ACTFL Strands and Standards  

Standard 
Number 

Strand and Standard 

 Communication Strand 
ACTFL 1.1 Students engage in conversations, provide and obtain information, 

express feelings and emotions, and exchange opinions.   
ACTFL 1.2 Students understand and interpret written and spoken language on a 

variety of topics.   
ACTFL 1.3 Students present information, concepts and ideas to an audience of 

listeners or readers on a variety of topics.   
 Cultures Strand 
ACTFL 2.1 Students demonstrate an understanding of the relationship between the 

practices and perspectives of the culture studied.  
ACTFL 2.2 Students demonstrate an understanding of the relationship between the 

products and perspectives of the culture studied.   
 Connections Strand 
ACTFL 3.1 Students reinforce and further their knowledge of other disciplines 

through the foreign language.   
ACTFL 3.2 Students acquire information and recognize the distinctive viewpoints 

that are only available through the foreign language and its cultures.   
 Comparisons Strand 
ACTFL 4.1 Students demonstrate understanding of the nature of language through 

comparisons of the language studied and their own.   
ACTFL 4.2 Students demonstrate understanding of the concept of culture through 

comparisons of the cultures studied and their own.   
 Communities Strand 
ACTFL 5.1 Students use the language both within and beyond the school 

setting.   
ACTFL 5.2 Students show evidence of becoming life-long learners by using 

the language for personal enjoyment and enrichment.   
 

 

State Coverage of the ACTFL Strands and Standards   

Two states – California and Washington – do not have state standards for 

foreign languages, although Washington promotes the ACTFL standards as a model 

districts might use if they wished to develop a foreign language program. 

Generally, state coverage of the five ACTFL strands is better than their 

coverage of the eleven ACTFL standards.  Among the eleven states with foreign or 
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world language standards, the number of state standards varies from 2 to 12.  Only 

Oregon and North Dakota include all eleven ACTFL foreign language standards in 

their state standards.   

The remaining states with foreign language standards chose not to include or 

address some of the ACTFL standards.  In fact, some states chose to omit some of the 

ACTFL strands entirely.  New York and Wyoming each have only two broad 

standards for foreign language – one for communication skills, and one for cross-

cultural skills and understanding – and omit the ACTFL strands for Connections, 

Comparisons, and Communities.  Neither North Carolina nor South Dakota address 

the ACTFL Communities strand, in which students are expected to use their foreign 

language skills outside the classroom. 

Table 5.4 summarizes the level of alignment with ACTFL’s standards for 

states with and without policies supporting Indian language preservation.  States with 

65-100% match are counted as high alignment.  Moderate alignment indicates a 36-

64% match, and low alignment indicates a 0-35% match.  The scoring process is 

discussed in Chapter Three. 

 

Table 5.4 
Summary of State Levels of Alignment with ACTFL Foreign Language Standards 

Group A 
7 States with Policy 

Supporting Language 
Preservation 

Group B 
4 States Without 

Language Preservation 
Policy 

 
State Alignment with 

ACTFL  
Foreign Language 

Standards  

Total 
Number 

of  
States 

w/ Data
 

N= 11 

# % of 
Total 

(N=13) 

% of 
Group

A 

# % of 
Total 

(N=13) 

% of 
Group

B 
High alignment 4 2 18% 29% 2 18% 50% 

Moderate alignment 2 1 9% 14% 1 9% 25% 

Low alignment 5 4 36% 57% 1 9% 25% 
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All of the states with policies supporting language preservation have foreign 

language standards, and there is a modest tendency toward a lower alignment with the 

ACTFL standards.  Two of the states without a language preservation policy do not  

have foreign language standards.  Of those that do, there is a tendency toward higher 

alignment with the ACTFL standards.  Additional results are described below. 

 

State Deviation from the ACTFL Standards 

Overview. 

States’ deviations from the ACTFL standards (which are listed in Table 5.3) 

are nearly always in the areas that addressed cultural knowledge, understanding, and 

skills.  I have developed two charts that illustrate the similarities and differences 

described below. 

In Table 5.5, States with Standards that Match ACTFL Standards, the shaded 

cells indicate that the state foreign language standards are either an exact match with 

the ACTFL standards, or have minor variations in wording or structure that do not 

affect the intent of the ACTFL strand.  The total number of each state’s foreign 

language standards appears in the column just to the right of the state.  States with 

specific policies or legislation supporting American Indian or heritage language 

preservation are indicated by an asterisk (*).  Additions to the basic ACTFL intent are 

indicated by a plus sign (+) and subtractions are indicated by a minus sign (–).  States 

whose foreign language standards are identical to those of ACTFL are indicated by 

the abbreviation, I.  In some cases, the state had a single standard that combined the 

ACTFL standards within a strand.  These are indicated by the word combined. In the 

cases of New York, Oklahoma, South Dakota, and Wyoming, the first two ACTFL 

Communication Strand standards were combined into a single state standard that 

simply stated that students would communicate in the target language. 
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Table 5.5 
Foreign Languages:  States with Standards that Match ACTFL Standards  

ACTFL Standards Framework 

Communication Culture Connections Comparisons Communities

 

State 

# of 

State 

Stnds 1.1 1.2 1.3 2.1 2.2 3.1 3.2 4.1 4.2 5.1 5.2 

AZ* 7 + + I combined +    I  

CA 0            

FL 8 I I I   I I   I  

MT* 9 I I I   I I     

NM* 7 ++ ++    I  +   + 

NY* 2 communicate          

NC 6 – I I combined I  I    

ND* 12 I I I I I I I I I I I 

OK* 5 communicate    –  combined – I  

OR 11 I I I I I I I I I I I 

SD* 5 communicate     +     

WA 0            

WY 2 communicate          

 

On the other hand, Table 5.6, State Standards that are outside the ACTFL 

Framework, shows state standards that are substantively different from the 

corresponding ACTFL standards or that fall completely outside the ACTFL 

framework.  Most of the reworked state standards fit within the ACTFL five-strand 

framework.  In some cases, the state has a single standard that addressed two or more 

of the areas covered by the corresponding ACTFL standards.  The total number of 

each state’s foreign language standards appears in the column to the right of the state.  

States with specific policies or legislation supporting American Indian or heritage 

language preservation are indicated by an asterisk (*).  States with foreign language 

standards different from the corresponding ACTFL standard are indicated by an “X”.   
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Table 5.6 shows that all seven of the states with laws or policies supporting 

American Indian language preservation had substantive revisions, compared with 

only two of the six states without laws or policies supporting American Indian 

language preservation (Florida and Wyoming).  Nearly all the revisions had to do 

with culture.  Two states – North Dakota and South Dakota – have additional state 

standards that go beyond the ACTFL framework.  Both states have policy or 

legislation supporting indigenous language preservation.  North Dakota’s Standard 

5.3 expects students “to value native and heritage languages and show interest in 

efforts to preserve those that are endangered” (North Dakota Department of Public 

Instruction, 2001, p. 7).  South Dakota revised ACTFL’s Communities Strand by 

specifying that students use the language to interact in multicultural communities, and 

then extended it significantly by adding the expectation that students also use the 

language to analyze career options in a global marketplace. 

 

Table 5.6 
Foreign Languages:  State Standards that are Outside the ACTFL Framework 

ACTFL Standards Framework 
Communication Culture Connections Comparisons Communities 

 

State 

No.:   
State 
Sds. 

Outside 
ACTFL 

1.1 1.2 1.3 2.1 2.2 3.1 3.2 4.1 4.2 5.1 5.2 
AZ* 7         X   
CA 0             
FL 8     X   X    
MT* 9     X   X    
NM* 7     X    X   
NY* 2     X       
NC 6             
ND* 12 X            
OK* 5     X       
OR 11             
SD* 5 X    X   X   
WA 0             
WY 2     X       
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Communication strand 

All of the states have standards that are the same or very similar to the 

ACTFL strand on Communication, especially the first two standards on 

comprehension and production of languages.  The third ACTFL Communication 

standard, which has to do with presenting to audiences, is used by only six states.  

New Mexico’s revision of the basic ACTFL standard for Communication was the 

most significant.  New Mexico added the ability to comprehend or interpret visual 

messages and to express oneself by signing.  In addition, New Mexico added 

culturally appropriate expression. 

Culture strand. 

ACTFL’s Culture Strand expects students to understand the relationship 

between the target culture’s perspectives and its products or practices.  The ACTFL 

standard essentially uses a culture’s visible distinctions to guide students to a deeper 

understanding of the underlying cultural perceptions.  The following states revised the 

ACTFL standards for culture to emphasize their own priorities. 

Florida has a unique inversion of the ACTFL standards for culture.  For 

Florida‘s Standard FL.B.1.4, “[t]he student demonstrates an understanding of the 

relationship between the perspectives and products of the culture studied and uses this 

knowledge to recognize cultural practices” (emphasis added).   

Many of the states revised the ACTFL standard to more clearly emphasize 

cross-cultural understanding.  New York, Oklahoma, and South Dakota wrote 

standards that state that the study of the target language would lead to the 

development of cross-cultural knowledge, skills, and understanding.  New Mexico 

also addresses the development of an understanding of other cultures, and specifies 

the inclusion of their value systems, languages, traditions, and individual 

perspectives.  These four states all have policies or legislation supporting indigenous 

language preservation. 

Arizona, Montana, and Wyoming wrote culture standards that went beyond 

understanding to include a component for culturally appropriate practice or 

interactions.  In Wyoming, “[s]tudents develop cultural understanding and 
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demonstrate practices appropriate to the culture(s) in which the language is used.”  

Using the plural for culture(s) is a visible acknowledgement that even cultures that 

use the same language may have cultural variation.  Montana adds its component for 

effective interaction in cultural contexts to the basic ACTFL standard.  Arizona’s 

standard is longer.  It reads, “[s]tudents know ‘what to do when’ and ‘what to say 

while doing it’ in the culture and use this knowledge to interact appropriately.  They 

also understand the relationships between cultural perspectives, products and 

practices within cultures.”  This construction places the emphasis on culturally 

appropriate interactions, and treats the original ACTFL standard as an add-on.  

Arizona and Montana both have policies or legislation supporting indigenous 

language preservation, but Wyoming does not. 

Connections strand. 

ACTFL’s Connections strand asks students to use the language to study other 

disciplines and to gain information about distinctive cultural viewpoints that are only 

available through the target language.  Only Arizona and Oklahoma changed the 

ACTFL Connections strand standards, and their revisions were minor.   

Comparisons strand. 

ACTFL’s Comparisons Strand deals with concepts – the nature of language, 

and culture as a concept – by comparing a group’s own language and culture with the 

language and culture being studied.  New Mexico Standard 3 is different from 

ACTFL Standard 4.2.  Rather than focusing on the concept of culture, New Mexico 

expects students to understand the relationship between language and culture.  

Arizona and South Dakota also shift the focus of the ACTFL standard in their 

revision.  Both states ask students to use the study of the target language to develop 

insights and understanding of their own language and culture.  Montana and Florida 

take the same approach, and add a component that focuses on the different patterns of 

communication that different languages have. 

Communities strand. 

The ACTFL Communities Strand asks students to use the target language 

beyond the language classroom and for personal enjoyment and enrichment.   



132 
 

 

Montana revised this slightly by adding cultural knowledge to the expectation and 

broadening the context to daily life.  New Mexico added employability to the uses of 

the language. 

 

Cross-state Analysis of Criteria 

 Indian Education Staffing and Tribal Participation in Policy Development 

Criterion 1, which addresses staffing, and Criterion 5, which addresses 

participation and advisement by American Indian tribes, are related; both provide for 

a mechanism to allow for regular and systematic input. 

Table 5.7, Department of Education Staffing and Tribal Participation, shows 

the pattern of state department staffing for Indian Education, Tribal participation in 

standards development, and formal on-going advisement by the Tribes.  States with 

specific policies or legislation supporting American Indian or heritage language 

preservation are indicated by an asterisk (*).  States with the factor in the column on 

the left are indicated by an “X.” In the final row, the type of formal advisement is 

detailed by the following:   “P” indicates policy promoting collaboration; “D” 

indicates state department of education Tribal advisory committee; and “S” indicates 

a state advisory committee (including commissions and government-to-government 

councils). 
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Table 5.7 
Department of Education Staffing and Tribal Participation  

Staffing or 
Advisement 

Factor 

AZ 
* 

CA FL MT 
* 

NM 
* 

NY 
* 

NC ND 
* 

OK 
* 

OR SD 
* 

WA WY 

Office of 
Indian 
Education 

X X  X X X   X X X X X 

Regional 
Centers 
for Indian 
Education 

 X   X         

Multiple 
staff for 
Indian 
Education 

   X X         

Contact 
for Indian 
Education 

X X  X X X  X X X X X X 

Tribes 
participated 
in 
development 
of education  
standards 

    X   X   X   

Formal on-
going 
advisement 
by tribes 

P   D D  D S S S D D  

 

Department of Education Staffing 

Criterion 1:  The department of education (DOE) demonstrates attention to the 

needs of American Indian/Alaska Native (AI/AN) students by having an office or 

individual responsible for Indian Education. 

Two of the ten states with an office for Indian Education assign multiple staff 

to Indian Education.  Montana provides a Director of Indian Education, a Bilingual 

Education/Indian Education administrator, and an administrative assistant, as well as 
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four specialists.  New Mexico has an entire division assigned to Indian Education.  In 

addition to the Santa Fe Indian education Bureau within the Department of Education, 

a Satellite Bureau operates out of Gallup, New Mexico. 

A third state, North Dakota, has a Native American Education web page with 

links to information about and resources for Native American students.  However, the 

contact information is for an Assistant Superintendent in the state superintendent’s 

office rather than an Indian Education specialist. While this highlights the importance 

of appropriate or formalized communication between the state and the tribes and 

certainly assures the visibility of the tribes to the Superintendent of Public Instruction, 

it leaves a question in my mind about who would provide the expertise, the technical 

assistance, and the on-going perspective of Native Americans in the day-to-day 

operations of the Department. 

 

Participation and Advisement 

Criterion 5:  Local Tribes (a) participated in developing the standards and/or 

(b) provide regular, formal advisement to the state Department of Education. 

(Operational Questions:  Was there participation in standards development?  Is there 

on-going advisement by the state’s tribes?) 

Participation in standards development.   

When I began looking into documentation of participation in the development 

of the original standards during the 1990s, I found that too much time had passed and 

that often the documents detailing the development of the standards were simply no 

longer readily available.   

Only three states (New Mexico, North Dakota, and South Dakota) clearly 

indicated that the American Indians had been among the participants in the 

development at least some of their education standards.  Montana can probably be 

added to these.  The makeup of groups and committees involved in the development 

of the standards was unclear, but Montana has a long history of planning for Indian 

children and shortly after original standards were approved A Plan for American 
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Indian Education in Montana was developed in collaboration with Montana Advisory 

Council for Indian Education. 

While they did not specifically mention American Indians, two states 

(Washington and Florida) had a Bias Committee which reviewed the standards as 

they were being developed.  In addition, Florida had a Community Sensitivity 

Committee that may have included American Indians. 

On-going advisement. 

Since documentation of participation in the development of the original 

standards was fading away into the obscure nooks and crannies of state archives, I 

looked for evidence of on-going advisement to the state departments of education by 

American Indian tribes.  Most states have either statewide Indian Advisory 

committees or Indian education advisory committees to the superintendent of public 

instruction.  The Arizona Department of Education has a policy statement promoting 

maximum communication and collaboration to achieve quality education for 

American Indians. 

  

Content Standards:  Oral Language 

 Criterion 2:  In English Language Arts, listening and speaking are valued as 

much as reading and writing.  (0perational questions:  Is there equal emphasis in state 

assessment?  Are there K-12 benchmarks and instruction in listening and speaking?  

Does policy rationale expresses support of oral language development?) 

Equal emphasis in state assessment. 

Inclusion of content in the state assessment is one way of assuring that it is 

adequately covered in the classroom.  When oral language is included, it is an 

indicator that the state values and is committed to it.  Only two states – North Dakota 

and New York – include assessment of oral English in their state assessment. 

K-12 benchmarks and instruction. 

All of the states I reviewed have standards for oral language (listening and 

speaking).  In Chapter Three (Methodology), I discussed the variation in organization 

and naming of each state’s standards, goals and outcomes, grade level expectation 
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and benchmarks, and performance indicators and descriptors, as well as in the degree 

of specificity in the states’ standards frameworks.  The impact of this variation was 

that when I attempted to compare the expected outcomes at the high school grade 

level, I found myself comparing apples and oranges.  A list of skills included in the 

highs school outcomes would miss those that may have been taught at earlier grades.  

I anticipated, for instance, that high school students might not receive advanced 

schooling in social interaction skills. On the other hand, a review of high school level 

skills should reveal what the states considered the most important oral language 

outcomes to fully develop. 

I tallied oral language standards and expectations at the high school grade 

level and found that nearly all fell explicitly or by inference into 12 outcomes.  I then 

grouped the outcomes into the following five categories: 

Verbal skills, including presentations and social interaction  

Non-verbal communication skills,  

Thinking skills such as planning, analysis, and evaluation,  

Conceptual understandings about the nature of language,  

An understanding of the interaction between language and culture.   

This information is summarized in Table 5.8.  The presence of state standards or 

benchmarks in a state is indicated by an “X”   States with policies supporting 

American Indian language preservation are indicated by an asterisk (*). 
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Table 5.8 
Language Arts Standards: Oral Language Skills in High School English  

            State 
Content  

AZ 
* 

CA FL MT 
* 

NM 
* 

NY 
* 

NC ND 
* 

OK 
* 

OR SD 
* 

WA WY 

Skills 
Verbal  

X X X X X X X X X X X X X 

Non-
verbal  

    X   X      

Thinking 
 

 X X  X X  X X X X  X 

Concepts 
Language  

  X X    X      

Language 
& Culture 

   X       X X  

 
 

While the greatest attention typically is given to oral language development in 

elementary school, all the states continue with at least some attention to speaking 

skills through high school.   The states vary, however, in the scope of their curriculum 

on oral language.  For instance, North Dakota addresses four of the five categories, 

while Arizona addresses only one.  

The number of categories a state addresses does not seem to correlate with 

whether or not the state has policies supporting language preservation.  However, the 

only two states that include non-verbal skills (which are often an aspect of cross-

cultural communication) are states with strong support for language preservation – 

New Mexico and North Dakota. 

Some of the more interesting details of the results shown on Table 5.8 are 

described in the following paragraphs.   

While most of the states limit their standards for verbal skills to formal 

presentations, New York devotes one of its four language arts standards to social 

interaction, which is divided into oral interaction skills and written interaction skills.  

The standard’s emphasis on interaction expand it well beyond making presentations 

to include informal social settings and formal academic discussions. 
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Montana also seems to emphasize social interaction throughout its four 

listening and speaking content standards.  Its Standard 4, Benchmark 4 is unique in 

that it progresses from an expectation that students show respect for both the feelings 

and values of other when listening and speaking in the early grades, to an 

understanding of the legal and ethical issues of responsible communication in high 

school. 

In most states, non-verbal communication is treated as a sub-set of skills 

supporting presentations, discussion, and social interaction.  However, two states 

highlight non-verbal communication as a separate area. New Mexico’s high school 

benchmarks for Writing and Speaking standards expect students to communicate 

information coherently and persuasively using both verbal and non-verbal 

communication.  North Dakota also addresses Verbal and Non-Verbal 

Communication as a separate topic within its listening and speaking standard.  This is 

worth highlighting, since in the face-to-face communication of primary oral cultures 

the ability to comprehend and respond to non-verbal and contextual aspects of social 

exchanges is an essential skill.  Both New Mexico and North Dakota are states in 

which American Indian languages and cultural traditions remain strong and in which 

American Indian communities are active and visible. 

Montana folds concepts about language and culture into at least three of its 

12th grade benchmarks by asking students to explain the importance of oral 

communication in creating meaning, influencing thought, and making decisions; 

explain, apply and evaluate one’s own and others’ techniques of listening; and 

analyze legal and ethical issues associated with communication.  Montana is the only 

state that I studied that focuses student attention on the idea of oral communication in 

such a direct and purposeful way. 

South Dakota and Washington also direct attention to intercultural aspects of 

language and communication.  Washington expects high school students to be able to 

use skills and strategies to communicate inter-culturally.  South Dakota expects high 

school students to be able to recognize the influence demographics can have on the 

response of an audience and to be able to use effective strategies in interpersonal 
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communication.  While the term demographics is a rather oblique way to refer to 

cultural diversity, the state is directing attention to different in communication 

patterns based in culture and language. 

Policy support for oral language. 

A well-reasoned rationale is evidence of the degree of state commitment to the 

full development of oral language skills and also provides insight into what aspects 

and roles of oral language are considered most important.  In comparing the rationales 

across the states, I was struck by the divergence of ideas, theories, and understandings 

about oral language that the states selected to place in their rationale statements.  In 

some ways, this is not surprising; most of the oral language rationales are one or two 

paragraphs in length, which forced the selection of only a few ideas to be highlighted.  

On the other hand, there was more triangulation of the state’s view of language in 

general than I expected.   

I did not find a rationale for oral language development for five states: 

Arizona, Florida, Oregon, North Dakota, and South Dakota.  The ideas focused on by 

the eight states that do have a rationale for oral language are summarized in Table 

5.9, State Rationales for K-12 Oral Language Standards.  The presence of a 

particular rationale for oral language standards is indicated by an “X” and states with 

policies supporting American Indian language preservation are indicated by an 

asterisk (*).   
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Table 5.9: 

State Rationales for K-12 Oral Language Standards 

Topic / Rationale CA MT 
* 

NM 
* 

NY 
* 

NC OK 
* 

WA WY 

Importance/Complexity 
75-80% of communication is oral 

 X    X   

Oral language requires a vast repertoire 
of skills 

      X  

Language & Thought 
Oral language is closely linked with 
thinking 

X X X X     

Oral language is necessary for 
gathering & expressing information & 
ideas 

     X  X 

Oral Language & Literacy 
Oral language is foundation for literacy

  X      

Oral language is integrated with 
literacy as a developmental process  

    X X   

Oral language is worth developing, but 
is less important than literacy  

       X 

Oral Language & Adulthood 
Oral language skills prepare us for 
formal & informal speaking situations 

    X   X 

Oral language skills prepare us for 
adult roles (e.g. family members, 
citizens, workers) 

 X  X     

Oral language skills prepare us for 
careers and work in an information age 

X      X X 

Oral language is a life-long skill (for 
making sense of our lives) 

   X     

How Others See Us 
Our use of oral language shapes how 
we are perceived by others 

 X     X X 

Oral Language & Cultural Diversity 
Oral language is linked with  diversity 
& multicultural perspectives  

     X X  
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Content Standards:  Credit for American Indian Languages 

Criterion 3:  World language credit is given for American Indian languages. 

  Five states, Montana, New Mexico, New York, North Dakota, and 

Oklahoma, highlight their strong support for American Indian languages by including 

them in the title of their foreign language standards, including specific standards for 

American Indian languages, and/or having policy statements affirming the importance 

of American Indian languages.   

In Arizona the foreign language standards include native languages, and the 

definition of target language includes heritage languages (languages that are the 

predominant language in the home).   This would clearly include languages such as 

Spanish and the languages of vigorous language communities, but may exclude those 

endangered languages that are not commonly spoken in the home.   Arizona has 

struggled with English-only initiatives and legislation, but the state Attorney General 

has ruled that these laws must comply with Federal law, particularly with the Native 

American Languages Act, and they may not be used to prevent the teaching or use of 

Indian languages in Arizona schools. 

Oregon and Montana are among the states with special credentialing 

provisions for the teachers of American Indian languages. 

Two states, Washington and California, did not develop education standards 

for foreign languages. 

The information regarding the status of American Indian languages in the 

standards of the remaining states (Florida, North Carolina, Oregon, and Wyoming) 

was difficult to locate and was rather ambiguous.  One of the reasons for this may be 

that foreign language study is not always a required area of study, even though 

standards may have been developed for it, and consequently state boards of education 

may not have adopted a complete set of policies regarding American Indian language 

study.   
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Content Standards:  Culture and Sovereignty 

Criterion 4:  There are standards for learning about culture that specifically 

address American Indians, and sovereignty issues are addressed in the standards. 

(Operational Questions:  Are there standards for culture that specifically address 

American Indians?  Are sovereignty issues addressed in these standards?) 

Table 5.10 summarizes the results for Criterion 4 for the states with language 

preservation policies, and Table 5.11 does the same for the states that do not have 

policy support for language preservation.  States that have the component in the 

column to the left are indicated by shading and “Yes”; those without the component 

are indicated by “No”.  States with policies supporting American Indian language 

preservation are indicated by an asterisk (*).     

I broke the results out into separate tables so there would be room to include 

annotations.  As I looked for content standards regarding culture, I was especially 

interested in states that treat culture as a process (e.g. a focus on cross-cultural 

communication or the implications of interactions between cultures).  In some states, 

culture is treated as static historical content – a term denoting the artifacts and daily 

life of, for instance, the Plains Indians.  In Tables 5.10 and 5.11, states that include 

only this static sense of American Indian cultures are indicated by the added notation, 

“History”.   

In other cases, the state includes discussion of tribal governments in its 

standards framework, but does not make it clear whether this includes a discussion of 

tribal sovereignty.  I marked these states as “Unclear”, with the added notation 

“Tribal Govt.”  

In Table 5.11, several states do not include a discussion of tribal sovereignty 

in their standards framework, but do include it in an elective course, a supplemental 

curriculum, or as a suggested topic for discussion.  These are so noted in parentheses. 

It is obvious from even a superficial glance at Tables 5.10 and 5.11 that states 

that have policy support for language preservation have a much more substantial 

treatment of Indian culture and tribal sovereignty than states without language 

preservation policy support. Detailed results are provided in the following sections.  



143 
 

 

In addition, many of the state standards concerning culture are quoted or summarized 

in the State Summaries (Appendix A).  

 

Table 5.10 
American Indians Specifically Included in Content Standards Framework:  The Seven 
States with Language Preservation Policy Support 
 

Standards 
include: 

MT* NM* ND* SD* OK* NY* AZ* 

Culture as 
process 

Yes Yes Yes Yes Yes No Yes 

Culture as 
content 

Yes Yes Yes Yes Yes Yes Yes 

American 
Indians 

Yes  Yes  Yes Yes  Yes  
(History) 

Yes  Yes  

Tribal 
sovereignty  

Yes Yes  Yes  Yes  Unclear 
(Tribal 
govt.)  

No  Yes 

 

 

Table 5.11 
American Indians Specifically Included in Content Standards Framework:  The Five 
States without Language Preservation Policy Support 

Standards 
include: 

WA OR NC FL WY CA 

Culture as 
process 

Yes No  No No  Yes No  

Culture as 
content 

Yes No Yes Yes No Yes 

American 
Indians 

Yes 
 

Yes 
(History) 

Yes  Yes  
(History) 

No  Yes  

Tribal 
sovereignty  

No 
(Suggested 

topic) 

No 
(Curriculum 
supplement)

No 
(Elective)  

Unclear 
(Tribal 
govt.) 

No Yes  
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Standards that address American Indians. 

Culture is addressed in some form by all the states, although not necessarily 

including specific mention of American Indians.  The standards are usually found in 

the Social Studies standards – especially the standards for History – or in the Foreign 

Language standards.  New Mexico, however, infuses standards and benchmarks 

regarding culture into many of its content areas including language arts, visual arts, 

physical education, and health.  North Dakota has a social studies strand on Culture 

(equivalent to that for History) and also includes a standard on social, cultural, and 

gender perspectives in English Language Arts.  

Of these states, only four have standards and benchmarks specifically 

regarding the lived culture of American Indians.  These states are Montana, New 

Mexico, New York (in its native language strand of world languages), and Oklahoma.  

All four of these states have state policies in place supporting American Indian 

language preservation. 

Most states specifically address American Indians in their standards or 

benchmarks on history. Some of these states mention the cultures of American Indian 

tribes.  However, the content focus is on the history of the tribe.  Of the states that 

take this approach, only Oregon and Wyoming do not specifically address American 

Indian cultures in their social studies standards and benchmarks. 

Standards that address American Indian sovereignty. 

Of the six states that include American Indian sovereignty in their social 

studies standards or benchmarks, five have state policies in place supporting 

American Indian language preservation.  The states vary in the grade level where 

sovereignty is addressed.  In the case of North Dakota, the attention to tribal 

sovereignty is extensive.  An entire strand is devoted to sovereignty with benchmarks 

on sovereignty at all grade levels from Kindergarten through twelfth grade.  Montana 

covers tribal sovereignty in grades eight through twelve, Arizona addresses it in high 

school, and New Mexico addresses it in grades five through eight. In South Dakota, 

Native American sovereignty is covered in fourth grade civics as a foundation skill 

that will be needed at later grades.  In addition to sovereignty, Montana, New Mexico, 
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and North Dakota also have standards or benchmarks developing student 

understanding of tribal governments.   

In North Carolina, tribal sovereignty is among the subjects covered in an 

elective course, American Indian Studies, which is listed in the state’s social studies 

Standard Course of Study. 

While it does not appear to be included at the level of standards and 

benchmarks, Oregon has developed and adopted a secondary curriculum (Indians in 

Oregon Today) on that addresses tribal histories, cultures, and sovereignty.  

Florida and Oklahoma do not have standards or benchmarks regarding 

sovereignty, but they do have standards that address the development of tribal 

governments and their place in the federal system (i.e. national government, state 

governments, and other government units). 

 

Culture-based Curriculum and Instruction 

Criterion 6:  There is evidence that culturally-based curricula and instructional 

approaches are supported and promoted.  (Operational Questions:  Are culturally-

based curricula and instructional approaches supported and promoted through the 

State educational standards and curriculum guidance?   Is there evidence of support 

or promotion of cultural- based curriculum and instruction that is outside the state 

standards framework?) 

To gather information for criterion 6, I looked for curriculum and 

supplemental materials on the state department of education website and reviewed 

them for evidence of instructional approaches that were based in the cultures of 

American Indians.  Table 5.12 summarizes the results.   

I distinguished between materials that had been developed by the state (as 

evidence of a commitment of time, funding, and possible policy support), and those 

that are linked to as outside resources. In a number of cases, the state does not provide 

this type of supplemental guidance to any content area, and these states are indicated 

by the notation “n.a.” (not applicable).  The states that provide the materials are 

indicated by an “X”.  States with policies supporting American Indian language 
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preservation are indicated by an asterisk (*).  Details are described in the following 

sections. 

 

Table 5.12 
States that Promote Culturally-Based Instruction 

            State 
Content  

AZ 
* 

CA FL MT
* 

NM 
* 

NY 
* 

NC ND 
* 

OK
* 

OR SD 
* 

WA WY

Within 
State 
Framework 

X   X X   n.a.  X n.a. X n.a. 

Outside 
State 
Framework 

n.a. X  n.a. X n.a.  n.a.   X  n.a. 

 
 

Supported within the state’s standards and curriculum framework. 

North Dakota, South Dakota, and Wyoming do not generally provide 

resources for curriculum and instruction.  

Oklahoma, New York, and Florida do not have resources based in culture 

among materials they have developed for instruction.  In North Carolina, the state-

developed curriculum on American Indians was discussed above in Criteria 4, but 

does not include resources for culturally-based instruction. 

Five states – Arizona, Oregon, Montana, New Mexico, and Washington – 

provide some policy support or resources for instruction that is based on some form 

of cultural relevance.   Of these, New Mexico and Washington come closest to 

meeting the criteria of culturally-based instruction.   

In Arizona, culture-based materials and resources developed by the state do 

not appear on the web site.  However, the State Board of Education does have a 

policy on Indian Education recommending that local school districts integrate 

Arizona American Indian languages, cultures, and histories into all areas of the 

curriculum.   
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Oregon has state legislation for multicultural education which directs the 

department of education to evaluate the demographic data for students and teachers 

and strategies for informing districts regarding multicultural diversity laws, to 

evaluate how current laws on diversity and multicultural education are being 

implemented, and to identify strategies to integrate a multicultural education program 

with other education programs of school districts.   

Montana  has state  legislation (Indian Education for All) which mandates that 

American Indian culture and heritage be integrated across the curriculum and taught 

to all students,   and the state has disseminated guidance for district level 

comprehensive 5-year plans to implement Indian Education for All.  A model 

curriculum for social studies, an idea book for lesson plans, and other materials to 

provide guidance to teachers are available through eth Office of Public Education’s 

Indian Education website.   While the focus is more on cultural content than on 

incorporating American Indian ways of thinking and learning into the instructional 

process, the entire initiative has been developed in close collaboration with 

Montana’s Indian communities. 

New Mexico also has state legislation regarding Indian culture in the schools.  

Among the purposes of New Mexico’s Indian Education Act, passed by the 

legislature in 2003, are the assurance of equitable and culturally relevant learning 

environments, maintenance of native languages, and notification of all curriculum 

development for their approval and support.  The Act created a separate division for 

Indian education within the Public Education Department with specific directives to 

develop curricula and instruction in tribal history and government, to assist school 

districts in implementing the curricula into the social studies coursework at the school 

district level, and to ensure implementation district level planning for native language 

bilingual programs.  

In Washington, while the term culturally-based instruction does not appear in 

the Washington web pages, references to culture, and the terms culturally relevant 

and culturally responsive regularly appear in the K-10 Grade Level Expectations 

(GLEs).   Culturally relevant is defined in the Reading GLEs as “reading materials to 



148 
 

 

which students in a classroom can identify or relate.  Depending on the student 

cultural make-up in a classroom, relevant reading material can change from year to 

year.”  In Washington’s GLEs for Science and the draft GLEs for Writing, there is a 

section in the introduction that addresses Culturally Responsive Teaching.  The 

section on culturally responsive teaching in the Writing GLEs draft document notes 

that writing naturally emerges from the unique characteristics and cultures of each 

student writer, and that the richness of language that students bring to the classroom 

can be used to raise cultural awareness and to enrich the study of language.  The 

science GLE document notes that children’s cultures and backgrounds provide the 

starting point for learning science and that the teacher needs to understand and take 

steps to address conflicts between students’ values and scientific approaches.  A bias 

and fairness review document balances opportunities to design instruction that is 

relevant to local community needs and concerns with the need for “sound and broad, 

non-idiosyncratic grounding in science that will all further participation at the college 

and university level.”  

Supported by links to outside resources. 

Links to culturally relevant resources outside the state framework are rare.  I 

found only a few in California, New Mexico, and South Dakota 

In California, the web resources page for the Department of Education’s 

American Indian page does not offer direct links to culture-based curriculum and 

instruction, so I searched the available sites of American Indian Education Centers in 

California.  Only a few had web pages. Of those that did, I found one link to 

culturally responsive resources.  The Northern California Indian Development 

Council has an annotated resource list with a category for culturally responsive 

pedagogy at http://www.ncidc.org/educ/edresources.pdf .  The Southern California 

Indian Center, Inc. provides links to a more general group of Native resources at 

www.indiancenter.org/pages/index.php?ID=7.  

In New Mexico, I found only one link to outside resources for teachers that 

focused on culture: the Intercultural Development Research Association at 

www.idra.org.    
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In South Dakota’s Social Studies standards, one of the resources listed is the 

Cradleboard Teaching Project, which addresses K-12 social studies, history, 

geography, science, and music curricula from a Native American perspective and 

includes tribe-specific curriculum when appropriate.  The Cradleboard Teaching 

Project may be accessed at http://www.cradleboard.org/main.html.  The South Dakota 

regional Education Service Agency for regions 6 and 7 has a professional 

development program that uses the Black Hills Mount Rushmore and Crazy Horse 

Memorials as a vehicle for the study of U.S. History, including Native American 

cultures and perspectives.  The Mountains of History program can be accessed at 

http://www.tahbh.org/content/default.htm.  This agency has also published a series of 

strategy booklets which assist teachers in designing instruction for diverse 

classrooms. The series may be accessed at http://www.sdesa6.org/content/ 

projects.htm. 

 

 Validation Study Questionnaire and Results 

The Validation Study addressed the question: Were the criteria I used and my 

findings valid? to validate my document analysis. I emailed a questionnaire to twenty 

experts in language preservation and education policy.  I also asked four participants 

in one of my case study site visits to complete a prototype of the questionnaire, 

bringing to twenty-four the total number of people asked to participate.  The experts 

included state department of education Indian Education specialists, Native American 

state board of education members, American Indian advisory council members, and 

university scholars in the field of language preservation. I had hoped that by 

contacting policy-makers and scholars – individuals whose professional roles include 

taking a public position on various issues – there would be greater response and 

participation.  I sent a follow-up reminder two weeks after my first contact.  

However, only eight individuals completed the questionnaire.    

The first question was, “Are these the appropriate criteria to use for this 

analysis of policy?  That is, was this the best way to ask a question that would yield 

information and descriptions that are useful to program planners and for planning 



150 
 

 

state policy?  It asked the respondent to evaluate the six criteria I used in the 

document analysis using a Likert scale of 1 to 5, with “1” being “not important” and 

“5” being “very important”.  The results are summarized in Table 5.13, Validation 

Study Results:  Evaluation of the Document Analysis Criteria.   

The number of respondents is too small to be meaningful in a statistical sense.  

However, I averaged the results for each criterion.  The criteria are listed below, with 

the average score and participant comments in the same row.  It should be noted that 

all of the criteria were rated at 3 or higher by the participants and that, when 

averaged, all the ratings fell between 4.0 and 4.6, which is a very small range of 

slightly more than half a point.   

The remaining questions on the validation questionnaire concerned the 

accuracy and completeness of the information I found.  The responses to this set of 

questions are summarized below.    

In response to Question 2 – “Are there other criteria that we should have 

used?” – there were requests for listings of the Native languages in the state and for 

tribal language policies.  The study did locate information about the Native languages 

in the state, but did not have a criterion to identify and record tribal policies regarding 

their language(s). 
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Table 5.13 

 Validation Study Results:  Evaluation of the Document Analysis Criteria 

Criterion Score Comments  
Intertextual Analysis:  The state department 
of education’s policy is explicitly and 
closely aligned with national policy for 
educational standards. 

4.3 - National standards are important but not if they ignore local priorities like 
culturally based or linguistically based standards of Native peoples (and 
possibly other minority groups).  (Professor of Education; Alaska Native) 
- The involvement of stakeholders is one of our top priorities.  Their expertise 
is an important resource for alignment issues. (State Department of Education, 
Native American content specialist) 

Intertextual Analysis:  The state department 
of education’s foreign language standards 
are closely aligned with the American 
Council on the Teaching of Foreign 
Languages (ACTFL) standards. 

4.0 - Again national standards are important but if they do not reflect the research 
(i.e. starting students at a young age like in pre-school), or do not take into 
account the syllabic approach for Native languages – the sound of each letter – 
then they are not appropriate for Native or other languages that require a 
syllabic approach to language learning.  (Professor of Education; Alaska 
Native) 

Criterion 1:  The department of education 
(DOE) demonstrates attention to the needs 
of NA/AI students by having an office or 
individual responsible for Indian 
Education. 

4.6 - These offices become very important when they are allowed to adjust public 
school curriculum and language use to meet Native priorities – not as an 
avenue to force Native groups to meet national or state norms that are not 
aligned with Native interests.  (Professor of Education; Alaska Native) 
- Important to know if Department of Education supports or does not support 
Indian Education. 
- One such position was brought to existence seventeen years ago, but no 
longer exists.  At the present time there is an advisory council in place which 
advises the State Board on American Indian education issues. (State 
Department of Education contact) 
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Criterion Score Comments  
Criterion 2:  In English Language Arts, 
listening and speaking are valued as much 
as reading and writing.  (Is there equal 
emphasis in state assessment?  Are there K-
12 benchmarks and instruction in listening 
and speaking?  Does policy rationale 
expresses support of oral language 
development?) 

4.4 - The use of oral language skills are equally important to reading and writing 
for overall language development and should be included where they are not 
included.  (Professor of Education; Alaska Native) 
- Equal emphasis does not exist on state assessment, however speaking and 
listening are outlined in the state standards and are expected to be emphasized 
in the curriculum. (State Department of Education contact) 
- Important to know how holistic the assessment piece is across the field of 
language arts and how it will apply to Native Languages.  A thought:  Because 
language is primarily taught in oral fashion, should the reading and writing 
play a role in assessment? 
- Listening and speaking are important standards.  They are assessed with our 
Body of Evidence system – a portfolio to document student proficiency on the 
standard.  (State Department of Education, Native American content specialist) 

Criterion 3:  World or foreign language 
credit is given for American Indian 
languages. 

4.2 - Foreign language or world language credit for Native languages is a state in 
the right direction.  Indigenous or Native languages should have a place holder 
of their own and [be] recognized as legitimate academic areas of study and 
development.  (Professor of Education; Alaska Native) 
- There is not a curriculum in place which addresses any particular one of [our 
state’s] indigenous language, specifically regarding graduation requirements or 
elective credit. 
- This is an indicator how accepted the Native languages are in the state if 
credit is given. 
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Criterion Score Comments  
Criterion 4:  There are standards for learning 
about culture that specifically address 
American Indians, and sovereignty issues are 
addressed in the standards. 

4.5 - Sovereignty issues for U.S. Native America is not a well understood concept by most 
of the world (including many Indian and Native peoples).  Many do not understand the 
concept of fiduciary responsibility and the legal responsibilities that are associated 
with this term.  Culturally based educational issues are also not fully understood and 
are being worked on via tribal codes, and programs that have culturally based 
education programs.  It is important for states and the federal government to gain a 
higher level of understanding regarding the issues surrounding this issue (academic, 
psychological, linguistic, and other issues of “Indian well being” are closely related to 
this priority.  (Professor of Education; Alaska Native) 
- You may consider adding a question regarding the availability of elective courses 
[such as American Indian Studies] with state developed curriculum.  (State department 
of education contact) 

Criterion 5:  Local Tribes (a) participated in 
developing the standards and/or (b) provide 
regular, formal advisement to the state 
Department of Education. 

4.6 - Not only for State or Federal governments but for themselves as well.  An advisory 
role is not appropriate – it should be a legitimate partnership.  This means equal 
authority.  (Issues of sovereignty enter into this discussion.)  (Professor of Education; 
Alaska Native) 
- An American Indian Education Advisory Council is in place for regular formal 
advisement.  However, they did not participate in the development of indigenous 
language standards.  (State department of education contact) 

Criterion 6:  There is evidence that culturally-
based curricula and instructional approaches 
are supported and promoted.   

4.6 - There is minimal state and federal support for culturally-based curricula and 
education programs.  States like Hawaii, Montana, Washington, South and North 
Dakota are making progress in this area but have much to learn.  (Professor of 
Education; Alaska Native) 
- However highly supported and promoted, the level at which it appears in the c 
classroom is limited, and many tribes provide cultural-based instruction outside the 
framework of the state standards.  (State department of education contact) 

Additional  comments on the criteria  - There needs to be more Tribal community input from each tribe then given to tribal 
representative [sic]. 
- Not all nine tribes have language programs. 
- There is a limited involvement for language classes just “option or pullout” for 
students.  We need our own classrooms – in public schools in [the local] district 
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In response to Question 3 –  Is the description of your state complete? – the 

Wyoming Department of Education noted that  Wyoming Statutes mandate minimum 

graduation standards and give the State Board of Education the authority to prescribe 

content and performance standards, but forbid it to prescribe textbooks or curriculum.  

Wyoming’s Assessment System consists of multiple assessments and multiple 

opportunities.  The school districts determine how the content and performance standards 

are taught and report the results to the Wyoming Department of Education. 

Other responses included a request for information about the states’ provisions for 

Native language speakers to be licensed teachers, as well as a comment that the Native 

speakers and programs wanted to be included in discussions and did not want to be 

micromanaged.  The study did not include a criterion regarding Native language teacher 

credentialing.  Finally, the responses to Question 3 included a request that the description 

of the state include the percent of Native Americans and the specific state standards for 

Native American languages and for Native American cultures.  These were included in 

the study. 

In response to Question 4 – Is the description of your state accurate? – there were 

requests that I double-check the status of the state’s Indian Education office and tribal 

consultation process. There was also a request for updated data on Native language 

speakers (which would need to come from the tribes themselves).  Other requests were 

items that belonged in the criteria: information regarding certified Native language 

instructors, the level of state funding support (if any), and college and school foreign 

language criteria.   

Question 5 stated that information on language status is taken from the Summer 

Institute of Linguistics Ethnologue and was, in some cases, out of date.  Participants were 

asked to list any updates we should make regarding the status of languages in their state.  

Rather than providing updated information, participant comments returned to requests for 

information on tribal language policies and licensure for Native language teachers. 
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 Summary and Preview of Conclusions Chapter 

In this chapter, the document analysis results for states with and without policies 

supporting Native language preservation were compared.  The states with language 

preservation policy support consistently included participation by their American Indian 

tribes in the development of their education policies, provided foreign language credit for 

Native languages, and addressed American Indian sovereignty as well as cultural 

concepts and processes in their social studies standards.  States without support for 

language preservation policy did not provide foreign language credit for American Indian 

languages.  They seldom included Indian sovereignty and understanding of cultural 

concepts and processes in their education standards. 

The validation questionnaire found that additional document analysis criteria for 

the credentialing of Native language teachers and tribal policies regarding their languages 

would have been helpful. 

In the next chapter, the conclusions of this study will be discussed. 
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CHAPTER SIX 

Conclusions, Recommendations, and Future Research 

Introduction: Tensions Between the Global and the Local and Between Western and 
Indigenous Ways of Knowing 

This chapter is organized into sections on the conclusions reached by the study, 

recommendations, and suggestions for further research.  The conclusions section 

discusses the states that had policies supporting language preservation as a group, and 

highlights the policies they have in common that were not typically found in states that 

did not have policy support for language preservation.  The recommendations section 

focuses primarily on state and local education agencies, and on American Indian tribes.   

The primary research question of this study is: In what ways do education 

standards help or hinder indigenous language programs?  The states in the study are 

Arizona, California, Florida, Montana, New Mexico, New York, North Carolina, North 

Dakota, Oklahoma, Oregon, South Dakota, Washington, and Wyoming.  This question 

exists within a broader context in which tensions between international markets’ need for 

productive workers as a result of increasing globalization and the needs of local 

communities, and between Western and indigenous ways of knowing and of being, 

accumulate beneath the surface. 

As it relates to the research question, the tension between the needs arising from 

globalization and versus the needs of local communities has implications for states that 

adhered to the rationale for the national standards movement and developed their own 

education standards around the idea of competition in the global marketplace, raising the 

question of whether such states can simultaneously focus on local populations and needs, 

or whether local needs are continually viewed as accommodations that must be 

rationalized and argued anew against the original premise. On the other hand, there may 

be states which premised the development of their education standards on an 

understanding and primary concern for their local populations. If so, how might their 

standards and policies differ from those premised in the global marketplace?   

The second tension is between Western and indigenous ways of knowing and 

learning.  Chapter Two establishes the centrality of oral language in human society and 
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daily life, and noted that the invention of the printing press and subsequent widespread 

need for literacy occurred only about 550 years ago.  Indigenous cultures often remain 

primarily oral cultures which rely on oral language for communication, learning, and 

passing on knowledge.  Reliance on oral language affects the ways in which perception 

and thought take place, which in turn are embedded in the culture.  Thus, there are 

differences in the ways in which people in Western and non-Western cultures think, 

teach, and learn, as well as in their aims of education.  The shared aims of education in 

non-Western cultures are illustrated in Figure 2.2, and non-Western approaches to 

education are illustrated in Figure 2.3.  Non-western approaches show a strong emphasis 

on the development of the individual's character and his/her relationship to the 

community, which is achieved by an integrated, holistic approach to education.  There are 

underlying questions raised by the importance ascribed to oral and written language in 

schooling:  To the extent that the education standards neglect oral language development, 

do they neglect the essential social, interpersonal, rhetorical skills carried by oral 

language?  Does neglect of oral language affect the ways that schools and policy-makers 

prioritize and allot resources for language preservation programs?  

 

 The Education Standards Movement 

The education standards movement that gathered momentum during the 1990s 

promoted the alignment of education standards nationally and, to the extent possible, 

internationally.  Because of the strong tradition of local control, it was not possible to 

pass federal legislation mandating a set of national standards.  Therefore, the regulations 

for federal educational funding laws were aligned around the goals of the standards 

movement in ways that made it difficult for states to avoid the goals of the movement. 

The education standards movement had links with organizations promoting 

economic globalization.  All of society benefits from good education.  However, 

international marketing forces collect a particular set of benefits from internationally 

aligned education standards; such standards allow corporations to move their operations 

throughout the world, confident that the local labor force will have been prepared to meet 
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a certain standard of education.  Some of these international components are included in 

the literature review, as well as a brief history of the standards movement in the United 

States. 

The tension between the interests of local indigenous communities and economic 

development interests at the international level also has implications for the education 

standards movement.  The literature review includes an overview of international human 

rights, the emerging indigenous rights movement, and the role of standards-setting 

organizations such as the United Nations.  In this case, “standards” refers to expectations 

about the way that nations interact and the ways in which human beings are treated.  The 

indigenous rights movement is concerned with issues such as maintaining the traditional 

lands and territories of indigenous peoples in the face of pressures for development, and 

maintaining their traditional cultures and languages in the face of globalization. 

A consequence of a national education standards movement with international 

linkages is that the needs and realities of local communities and peoples may be drowned 

out by an external vision that is dominated by those interests with the most clout (which 

is reliably determined by wealth and access to decision-makers).  Standards are a form of 

quality control; they are a homogenizing force.  Diverse cultures – especially when the 

cultures are those of traditional, non-Western, indigenous peoples – may be threatened by 

an education movement grounded in the needs of international markets. 

 

Conclusions 

This was a broad exploratory study.  The states chosen had relatively large or 

dense populations of American Indians in common, but varied widely in their historical 

and current relationships with their Indian tribes.  They also varied in their current state 

political makeup, in the issues they face, and in their points of state pride.  For example, 

the English-Only movement has been active in Arizona, California, and Oregon; 

California and Washington have legislation limiting their ability to fully develop foreign 

language standards; Florida embraces the assessment themes of federal No Child Left 

Behind education funding regulations; New Mexico takes outspoken pride in its Native 
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communities; New York is a cosmopolitan state that incorporates themes from United 

Nations human rights conventions in its policy; North Carolina is proud of its long 

history of fine education. 

In the spirit of the exploratory nature of the study and the variation among the 

states, I offer the following conclusions as themes for reflection, thought, discussion, and 

further investigation. 

 

Cluster of States with Policy Support for Language Preservation 

Seven states -- Arizona, Montana, New Mexico, New York, North Dakota, South 

Dakota, and Oklahoma -- demonstrated policy support for the preservation of American 

Indian languages.  This section will discuss elements they have in common. 

Foreign language credit for American Indian languages. 

The defining factor for the states with policy support for language preservation 

was the specific inclusion of American Indian languages among those that could receive 

credit as meeting the state’s foreign language requirements.  Many of these states 

emphasize their support by including Native American languages in the title of their 

foreign language standards documents.  However, I found specific policy or legislation 

supporting language preservation in only a few states.   

The visibility of putting a reference to Native languages in the title of the 

standards is a very important acknowledgement of the language and may be construed as 

an expression of the state’s pride in its Native peoples.  However, policy or legislation 

supporting language preservation is also very important due to the nature of public 

deliberation that goes into policy development.   

Standards that are grounded in state needs and values. 

The states that support language preservation demonstrate a willingness to set 

aside the national standards movement rationales.  Most of these states show no evidence 

of either direct or indirect use of the global marketplace metaphor used by the national 

standards movement.  This allowed them to create education standards based on an 

independently developed state philosophy grounded in the needs and values of the state. 
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Participation in policy development. 

Participation by American Indians in discussions of education policy is critical, 

even when (as in the case of the education standards movement) the issue under 

discussion may not seem to be of immediate urgency to the tribes.  On-going 

opportunities for input and participation help to keep tribal communities informed about a 

variety of education initiatives, and provide opportunities for discussion of their 

implications. 

The overall level of participation by American Indians, either as individuals or as 

tribal representatives, was much greater in states that support language preservation 

programs.  Nearly all of these states have an office of Indian Education (or, in one case, a 

superintendent level contact) and nearly all have a committee or commission that 

provides on-going input into the policy concerns of the tribes.  In addition, several of 

these states provide easily available evidence that American Indians participated in the 

creation of the original education standards.  There is no evidence of this early 

participation in any of the states that do not have policy support for American Indian 

language preservation. 

American Indian population density and land bases. 

A higher level of participation is associated with states with an American Indian 

population density greater than five percent and in which the tribes have larger 

continuous land bases, generally in the form of reservations or pueblos, with established 

communities and forms of government.  This suggests that communities in which people 

come into contact with each other, share common experiences and issues, and address 

those issues through a shared governance structure may have an initial advantage in 

planning and organizing effective advocacy.  The population density of a community and 

the size of its land base also make it more visible to the state. 

However, this advantage may not be sustainable in the absence of the 

opportunities for on-going participation discussed above. Oklahoma, with its many tribes, 

an American Indian population density of eleven percent, and an American Indian 

Superintendent of Public Instruction, does not have an on-going American Indian 
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advisory committee.  It meets fewer of the criteria in this study than do Washington and 

Oregon, which have only 2.5 – 3% American Indian populations but do have advisory 

committees on issues of concern to American Indian tribes in the state.  

Emphasis on culture and an understanding of sovereignty. 

The states with policy support for language preservation have more 

comprehensive coverage of culture in their education standards.  They include the 

understanding of cultural processes in their education standards, and are far more likely 

to include standards regarding culture in several content areas than states without policy 

support for language preservation. 

In addition, most of the states supporting language preservation have education 

standards or benchmarks that specifically address American Indian sovereignty.  These 

two issues are of relatively high concern to the tribes, and their presence in the education 

standards is additional evidence of the importance of participation and having a voice in 

policy development. 

 Alignment with international human rights conventions. 

New York has a relatively large American Indian population in terms of numbers, 

but American Indians represent less than one percent of the state’s large population.  It 

is the only state in the study that has policy support for language preservation but does 

not have evidence of American Indian participation in either the development of its 

education standards or on a formal on-going basis.  As a major port of entry for 

immigrants from throughout the world, New York’s foreign language standards are 

broader and more nuanced than those of the other states in the study.  They include 

classical as well as contemporary and American Indian languages, and contain 

adaptations that allow the study of languages for different purposes.   

It is interesting that, in spite of being the financial center of the United States, 

New York has very low alignment with the global marketplace metaphors of the national 

standards movement.  Instead, the state’s education policy documents contain intertextual 

references to United Nations documents and conventions concerning human rights.  This 



162 
 

 

is evidence of the power of these conventions when they are valued by policy-makers and 

included in their considerations. 

 

Cluster of states without policy support for language preservation 

The states without policy support for language preservation have a somewhat 

greater alignment with the marketplace metaphors of the national standards movement.  

Like the states supporting language preservation, they usually have an office for Indian 

Education, K-12 oral benchmarks for oral language development, and social studies 

standards that specifically include American Indians.  The west coast states of Oregon, 

Washington, and California are somewhat more likely than the others in this group to 

have one or another of the elements addressed in the criteria.   

However, other than an American Indian population density of less than three 

percent, there were no particular patterns that emerged among these states, as a group. 

 

Methodology 

Intertextual analysis. 

The modified intertextual analysis used in this study was effective for reviewing 

multiple policy documents across several states to determine the extent of influence by a 

particular movement or initiative.  While the global marketplace metaphors and themes 

of the education standards movement were targeted in this study, policy documents could 

also be reviewed using the metaphors and language used to promote different initiatives.  

There was a value in doing an intertextual analysis of state education policy using 

the metaphors and language of the national education standards movement.  It is 

sometimes assumed that because all states now have education goals that are referenced 

under the general term of standards, that they have all used the same frame of reference 

in developing them – i.e. that there are, in fact, national standards.  This study shows that 

most states either ignored or greatly modified the framing idea of competition in the 

global marketplace which provided the initial rationale for education standards.    
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The intertextual analysis question – Are there policy statements regarding 

alignment with national education standards? – provides an indication of the state’s 

willingness to consider alternatives, including a focus on local values and needs.  

However, this does not necessarily translate into support for language preservation or  

other issues of concern to American Indian tribes.  While many of the states in the study 

that have no alignment with the national standards movement have policy supporting 

language preservation as well as standards for cultural process and tribal sovereignty,  

two (Wyoming and Florida)  have the lowest levels of support for language preservation 

and issues that are important to American Indians. 

The document analysis criteria. 

The six criteria and supporting questions used in the document analysis were 

effective indicators of states’ support for Native language preservation which provided 

insights into how states were able to use the latitude they gave themselves by not 

adhering strictly to the original premises of the education standards movement, as 

discussed in the above section on states with language preservation policy.  The criteria 

could be used as a checklist by states or tribes to identify levels of state support and areas 

that they may wish to address.  The criteria, their uses, and adaptations that may make the 

criteria more useful are shown in Table 6.1.  An exploration of the terms core, strength, 

and baseline follows Table 6.1. 
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Table 6.1 
 Document Analysis Criteria Summary 

Criterion Use to assess: Adaptations needed 

1.  The department of education (DOE) demonstrates 
attention to the needs of NA/AI students by 
having an office or individual responsible for 
Indian Education. 

Baseline   

2.  In English Language Arts, listening and speaking 
are valued as much as reading and writing.   

  

   2a. Is there equal emphasis in state assessment?   Strength  
   2b. Are there K-12 benchmarks and instruction in 

listening and speaking?   
Baseline  Too broad.  Specify 

topics.  
   2c. Does policy rationale expresses support of oral 

language development? 
Strength Too broad.  Specify 

topics. 
3.  World language credit is given for American 

Indian languages. 
Core  

4.  There are standards for learning about culture that 
specifically address American Indians, and 
sovereignty issues are addressed in the standards. 

  

   4a. Are there standards for culture that specifically 
address American Indians?   

Baseline: 
American 
Indian content 
Core:  Cultural 
processes 

Should be broken into 
two components: one 
for cultural processes, 
and one for content on 
American Indians.  

   4b. Are sovereignty issues addressed in these 
standards? 

Core  

5.  Local Tribes:    
   5a. participated in developing the original 

standards, and/or   
Strength  

   5b. provide regular, formal advisement to the state 
Department of Education. 

Core  

6:  There is evidence that culturally-based curricula 
and instructional approaches are supported and 
promoted.   

  

   6a. Are culturally-based curricula and instructional 
approaches supported and promoted through the 
State educational standards and curriculum 
guidance? 

Strength  

   6b. Is there evidence of support or promotion of 
cultural- based curriculum and instruction that is 
outside the state standards framework? 

Strength  
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Criteria 1, 2b, and 4a can be considered baseline criteria.  They are basics that 

nearly all the states in this study should have, and their absence can be considered a 

weakness in the level of state support.  However, Criterion 2b (K-12 oral language 

benchmarks) should be fine-tuned by identifying more specific topics within the oral 

language curriculum.  Table 5.8, Language Arts Standards: Oral Language Skills in High 

School English, shows some of the oral language topics included by states in the study.  

In the oral language standards, topics such as non-verbal communication, thinking skills, 

and the link between language and culture are associated with states that are supportive of 

language preservation. 

  Criteria 3, 4b, and 5b are the core criteria that were found in nearly all the states 

with language preservation support policies, but are seldom present in the states without 

support.  A revised version of criterion 4a is part of the core criteria group.  The revision 

would seek standards that address cultural processes (rather than cultural products). 

Criteria 2a, 2c, 5a, 6a and 6b are strength criteria.  While they were rarer than the 

others, they appeared most often in states that were supportive of language preservation 

and thus were an indicator of the strength of the state’s support and commitment.  

Criterion 2c might be strengthened by specifying topics that are addressed in the state’s 

rationale for oral language.  Table 5.9, State Rationales for K-12 Oral Language 

Standards, shows topics that are associated with states supportive of language 

preservation, including the link between oral language and thought, and oral language as 

preparation for adult roles in the family and community. 

 

Working with American Indian Tribes 

Working the tribes was a humbling experience for me.  In spite of years of 

experience and the building of relationships over an extended period of time, there was 

still much I did not fully understand.  I appreciate the time and patience of the tribal 

people I worked with, and hope that my study was conducted in a way that was both 

appropriate and respectful. 
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Each tribe, each researcher, and each research project is unique.  To be successful 

in working with American Indian tribes, the researcher needs to understand non-Western 

ways of developing knowledge and to be willing to set aside his or her assumptions and 

pre-conceived ideas about the nature of the project.  While the Western style of research, 

as embodied in the scientific method, follows a preconceived, linear plan and values the 

“objectivity” of the researcher, tribal communities often approach the development of 

knowledge in a much more holistic and organic manner.  Western researchers establish 

“objectivity” by setting themselves apart from and above their subjects, and may appear 

arrogant or manipulative to indigenous peoples; whereas the tribal approach is often 

embedded in relationships and personal experience, and appears to Westerner researchers 

to be “subjective.” 

As a non-Native researcher, I felt it was ethically and morally essential to engage 

myself in the process of developing relationships, of having personal experiences 

working alongside American Indians in addressing some of the issues of language 

preservation, and of being open to suggestions and requests that would make the research 

project useful to language preservation program planners.  This approach also gave 

administrators and staff in the language preservation programs time to get to know me 

and to think about how my project might serve their goals. Finally, it was important to 

meet with the program planners in their offices on the reservations and, in fact, it was 

these meetings that facilitated tribal approval of the research project. 

Of course, building the kind of relationships needed for a successful research 

project takes time, and the relationship one has developed with one tribe will not transfer 

to other tribes.  In my case, the length of time involved in gaining approval resulted in my 

changing the research design by eliminating an electronic survey and a case study and 

focusing, instead, on the analysis of public documents. 
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Recommendations Based on the Results of this Study 

State Departments of Education and Local School Districts 

State Departments of Education should create policies affirming the Native 

American Languages Act and allowing foreign language credit to be given for the study 

of American Indian languages.  State Departments of Education need to rigorously and 

conscientiously involve American Indians and other groups of local or marginalized 

people from the earliest stages of policy initiatives such as the development of education 

standards. The priorities of these groups may be different from those of the business-

oriented groups which are usually assured a voice in policy development.  Since all 

members of a community have a large stake in public education, all should have a voice 

in education policy.  State and local education agencies should be cautious about 

importing policy movements wholesale from outside the community and about promoting 

systems of standards that further advantage corporate interests over the diverse citizens of 

their own communities.   

In the education standards, there needs to be a much greater emphasis on 

understanding cultural processes and dynamics.  Ironically, this is especially true if the 

primary priority of education has to do with globalization.  In many states in this study, 

however, the treatment of culture was superficial, at best.   

The study of American Indian sovereignty should be included in the social studies 

standards and required of all students.  This is as much a core concept as the Constitution 

or the Westward Movement.  Issues of sovereignty and treaty rights are regularly in the 

news, and it is necessary for students, teachers, and citizens in general to have a better 

understanding of them. 

State and local policy-makers should be aware of United Nations conventions 

relating to human rights, which have been developed as standards through world-wide 

consensus, and include them in their considerations.  For example, standards from Article 

26 of the Universal Declarations of Human Rights include the universal right to an 

education which is directed to the full development of the human personality and to the 

strengthening of respect for human rights and fundamental freedoms (United Nations 
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General Assembly, 1948).  The Convention on the Rights of the Child includes the 

assurance that children who are indigenous or who belong to ethnic, religious or 

linguistic minorities may not be denied the right to enjoy his or her own culture, 

language, and religion (United Nations General Assembly, 1989). 

Policies regarding American Indians should be disseminated to all school districts 

and tribes in the state, and should be easily located on the department of education’s web 

page.  

State Departments of Education are public agencies and as such have an obligation to 

make information – especially regulatory information and contact information – easily 

available.  The state’s policies should be easier to find.  In addition, every state DOE 

should include: 

a site-map or A-Z list of internal pages and a functioning, site-specific search 

engine; 

agency organization information that identifies offices and programs, and gives 

contact information so that appropriate offices can be reached.  This 

information should be made especially easy to find for programs that serve 

unique populations such as American Indians; and  

easily located and accessible links to Board policy, legislation, rules, and 

regulations.  

 

American Indian Tribes 

Participation by American Indian tribes in the development of education policy 

initiatives is essential.  It is much easier to include the perspective of American Indians in 

policy if their voices have been heard from the beginning.  A strong on-going 

commission or advisory committee can monitor and anticipate shifts in education policy, 

advocate for key issues, and facilitate the inclusion of members of the community in the 

work groups that are assigned to hammer out the details of the policy. 

Tribes should monitor the state DOE website to make sure that information 

regarding key laws and policies are in obvious, easy to find places, and that official 
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documents are available in PDF format.  PDF format is an indication that the original 

document has been scanned in, rather than summarized. 

If necessary, tribes should ask for an opinion from the state Attorney General 

regarding the federal requirements of the Native American Languages Act to use in 

negotiations with their state Department of Education and with local school districts.   

Tribes may want to consider creating a central, regularly up-dated repository of 

data regarding language status and programs.  This might be done through a university, 

an Institute such as the American Indian Language Development Institute (AILDI) or the 

Northwest Indian Languages Institute (NILI).  I believe this information would be useful 

to both tribes and researchers. 

I would urge local tribes to explore the options available to them for participation 

at the international level, if they have not already done so. 

Other 

Tiller’s Guide to Indian Country (2005), now in its second edition, was originally 

prepared for the US Department of Commerce.  It has been updated once since its 

original publication in the 1990s.  It would be perfect (from my perspective) if it were to 

include recent information regarding language status and language preservation programs 

next time it is updated. 

An accurate central listing of language preservation programs with contact 

information would be helpful to researchers.  Perhaps the US government, which 

provides funding for some of these programs, should maintain, update, and make 

available this information. 

 

Suggestions for Further Research 

Teacher Preparation 

Questions regarding the credentialing and training of teachers of American Indian 

languages were included in the electronic survey that was later dropped from the study.    

Because teacher credentialing is often handled by an agency other than the state 

Department of Education, it was not included in the document analysis portion of the 



170 
 

 

study.  However, there is an interest on the part of language preservation program 

administrators in how different states handle the training and credentialing of teachers of 

American Indian languages.  A follow-up study needs to be done to identify the teacher 

credentialing agency in each state and the policies regarding teachers of American Indian 

languages.  With this information, a criterion could be added to the document analysis 

criteria and included in policy checklists.  

 

Additional Policy Studies 

Based on the findings of this study, it would be interesting to compare how states 

with high and low alignment with the education standards movement address their larger 

minority communities.  This study’s approach to intertextual analysis could be adapted to 

research the potential impact of specific policy movements on a variety of local groups. 

For example, further studies could address the following questions: 

To what extent have the language and ideas of groups such as English-Only 

movement become embedded in education policy in states such as Oregon, Arizona, and 

California?   

Which states have included the ideas and language of human rights movements in 

their education standards and policy, and in what content standards does this language 

appear?   

How many states are embracing culture-based approaches, what do they have in 

common, and what strategies are community groups using to advance this type of cultural 

inclusion? 

 

Collaboration with Indigenous Peoples 

Research is needed on how university Institutional Review Board (IRB) 

requirements for a complete research plan and protocols before contact with potential 

participants affect collaborative research efforts such as those needed with indigenous 

peoples.  The admirable intent of requiring IRB approval prior to contact with potential 

participants is to protect indigenous peoples from exploitation.  However, the university 
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process does not take into account the non-linear, community-based approach of 

indigenous peoples.  By keeping the project under wraps until it is completely planned, 

collaborative approaches to research planning may be thwarted or, on the other hand, the 

protective function of the IRB process may be circumvented altogether.  I heard 

comments from university researchers who find it difficult to gain access to tribes for 

research, as well as from a long-time tribal linguist who lives and works within the tribe 

that he finds the IRB process so intrusive that he does not bother with IRB permissions 

for his research.  I also heard comments from tribal administrators that it is difficult for 

the tribes to develop necessary collaborative efforts with and between the universities in 

general due to turf issues. 

Alternative approaches that foster collaboration are needed.  Perhaps a beginning 

point for research would be a review of the literature and an analysis of how successful 

university-tribal collaborative efforts have been established in the past.   

 

Concluding Comments 

As I have worked on this dissertation topic involving Western and non-Western 

perspectives, the world has lurched from one alarming crisis to another with an intensity 

that I have not experienced since the Cold War’s arms race and nuclear brinksmanship of 

my adolescence.  Perhaps I should confine myself to the ivory tower of scholarship, and 

complete this dissertation as if it exists in isolation from everything else.  After all, that is 

the Western Way. 

But I know that we human beings are going to need the resourcefulness, 

communication skills, and social cohesiveness that are the hallmarks of indigenous 

societies.  These qualities have been eroded in Western societies by rapidly changing 

transportation and communication technologies and profit-centered economies.  

Somehow, we have forgotten to consistently maintain human communities as central to 

our well-being. 
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It is my hope that this research stimulates new ideas and provides food for 

thought, and that it results in increased respect for indigenous peoples, particularly in the 

field of education. 
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Appendix A contains the following results for the individual states:   
 

The State Summary of the document analysis results, which includes a reference 
list of the documents included in the analysis; 
 
The State Demographics, which includes the total state population and American 
Indian population, a list of Indian reservations in the state with their tribes and 
languages, and a list of web-page URLs for the tribes; 
 
A table showing the Indigenous languages of the state with their language 
families and related languages within the state; 
 
A map showing where the reservations are located. 
 

The states appear in alphabetical order:  Arizona, California, Florida, Montana, New 
Mexico, New York, North Carolina, North Dakota, Oklahoma, Oregon, South Dakota, 
Washington, and Wyoming. 
 
The first intertextual analysis question in the state summary – To what degree is the state 
department of education aligned with the national educational standards movement – 
uses the following criteria for High, Moderate, and Low alignment:   
 

High:  References to A Nation at Risk & other standards movement documents. 
Alignment policy is in place, and implementation underway or complete; 
Moderate:  Mixed references include national standards movement documents. 
There is no alignment policy, but national standards used as a model. 
Low:   Few or no references to national standards movement documents.  The 
state has developed its own approach to standards 

 
I developed a scoring system for the second intertextual analysis question – To what 
degree are the state foreign language standards aligned with ACTFL standards?  Each 
state foreign language standard with the same wording as the corresponding ACTFL 
standard, give or take a few minor modifications in wording or clarifications, received a 
score of 1.   Each state foreign language standard with a different focus or idea from the 
corresponding ACTFL standard received a score of 0.  Partial overlap of the state and 
ACTFL standard received a score of 0.5.  The scores were totaled, and the total score for 
each state was divided by 11 (the total number of ACTFL standards) to yield a 
percentage of alignment.  The percentages were rated as follows: 
 

 
High Alignment:  0-35% 
Moderate Alignment:  36-75% 
High Alignment:  76 – 100% 
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The indigenous language families are mapped for each state using the following format: 
 

Iroquoian Language Family 
(There are 11 languages in this family in the United States and Canada.) 

Mohawk-Oneida  
Branch   

Mohawk [moh]   
Oneida [one]   
Seneca-
Cayuga Branch   
 

Cayuga [cay]   
Seneca [see]    

 
Five Nations  
Branch    Seneca-

Onondaga  
Branch   
 Onondaga Branch 

  
Onondaga [ono]  

 
 
 
Northern 
Iroquoian Branch:  

Tuscarora-Nottoway  Branch   Tuscarora [tus]   
 

 
The larger language family and the total number of languages in the family are provided 
in the gray box.  Below it, the family tree is mapped with the larger branches to the left 
and the specific languages that are present in the state on the right.  Each branch of the 
language family is hot-linked back to the Ethnologue (Gordon, 2005).  In the electronic 
version of the dissertation, readers may follow these links to get additional information 
on the language and its family.  For the individual languages, these links are coded in 
brackets to the right of the language using the Ethnologue’s language code.  The 
individual language statuses are also color-coded as follows:  Green = Living Language 
(Aqua = vigorous use in some communities); Red = Nearly Extinct; Black = Extinct. 
  
The data in this appendix were gathered from 2004 through 2006.  All links were 
accurate at the time of writing. 
 
Citations for this appendix will appear as footnotes at the bottom of the page.   They are 
handled this way to avoid confusion, since many of the references used for the document 
analysis have the same institutional author and date of publication. 
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DOCUMENT ANALYSIS OF EDUCATION STANDARDS 

State Summary 
 
STATE:   ARIZONA       WEB SITE: www.ade.az.gov  
 
 
Intertextual Analysis:  To what degree is the state department of education aligned with 
the national educational standards movement?   
 
Are there policy statements regarding alignment with national standards?  
 
No.  There is moderate alignment with the national standards movement.  I was unable 
to find statements or policy regarding alignment of state and national in the web page 
materials.  However, national standards documents were included among the models used 
for Arizona’s development of standards. 
 
To what degree are the state foreign language standards aligned with ACTFL standards?   
 
Moderately Low.  Arizona has a 32% match with ACTFL standards.  An analysis of 
Arizona’s foreign language standards showed a substantial match with only three of 
ACTFL’s eleven standards.  The matching standards are Standards 1.1 and 1.3 in 
ACTFL’s Communication strand, and 5.1 in the Communities strand.    
 
Three of the ACTFL standards were not used (Standards 1.2, 3.2, and 5.2).   
 
Arizona combined ACTFL Standards 2.1 and 2.2 in the Culture strand and changed them 
to strongly emphasize actual interaction within cultural contexts.  ACTFL standards 4.1 
and 4.2 in the Comparisons strand were also combined and changed in order to 
emphasize development of insights into the student’s own language and culture, rather 
than the nature of language in general and the concept of culture.  ACTFL Standard 5.1 
was changed to specify using the language in both multilingual communities and in the 
international marketplace. 
 
 
Criterion 1:  The department of education (DOE) demonstrates attention to the needs of 
NA/AI students by having an office or individual responsible for Indian Education. 
 
Yes.  Arizona has a specialist assigned to Indian Education: 
   

Debora Norris 
(602)542-2784 
Dnorris@ade.az.gov  
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The Arizona Department of Education has placed Indian Education with exemplary 
programs, including programs for the gifted, in its Innovative/Exemplary Programs 
Section of the department’s Academic Achievement Division.  For purposes of 
comparison, Title I and English Language Learners each have their own section within 
the Academic Achievement Division, and other federal programs (Homeless Education, 
Migrant Education, and Refugee Education) are grouped in the Policy – Federal and State 
Articulation Section.  The standards themselves come out of the Department’s School 
Effectiveness Division.1   
 
The Arizona Dept. of Education posts a directory of Indian Education at    
http://www.ade.az.gov/asd/indianed/IndianEdDirectoryFY2005.pdf 
 
 
Criterion 2:  In English Language Arts, listening and speaking are valued as much as 
reading and writing. 
 
Is there equal emphasis in state assessment?  
 
No.  Arizona’s state testing system, AIMS (Arizona’s Instrument to Measure Standards) 
is a criterion-based instrument aligned to the standards.  It tests only three of the 
standards areas: Reading, Writing, and Mathematics.2  
 
Are there K-12 standards, benchmarks and instruction in listening and speaking?  
 
Yes.  Arizona includes Listening and Speaking as the third area in its language arts 
standards.  The Listening and Speaking standards are developed in grades K-12, and 
progress from Readiness in kindergarten through Foundations (grades 1-3), Essentials 
(grades 4-8), and Proficiency (grades 1-12).  Proficiency focuses on formal and 
impromptu speeches, oral interpretation of literary or original works, interviewing, and 
evaluation.  In addition, there are standards for a fifth level – Distinction.3  
 
The range of skills at the proficiency level seems well rounded.  The curriculum requires 
both speech making and oral interpretation.  Interviewing proficiency includes taking 
notes and summarizing information which, when they are included in the curriculum of 
other states, are usually treated as study skills that fall outside the content standards. 
 

 
1 Arizona Department of Education.  (n.d.)  Academic achievement division.  Retrieved December 30, 2005 
from www.ade.az.gov/asd  
2 Arizona Department of Education.  (n.d.)  Accountability division, assessment section:  Arizona’s 
Instrument to Measure Standards (AIMS).  Retrieved December 30, 2005 from 
http://www.az.gov/standards/aims  
3 Arizona Department of Education.  (n.d.).  Standard 3:  Listening and speaking.  Retrieved April 12, 2006 
from www.ade.az.gov/standards/language-arts/std3.pdf  
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Does policy rationale express support of oral language development?   
 
No.  While listening and speaking are mentioned as two of the four commonly 
recognized skills of language, there is no further statement regarding their importance.   
On the other hand, Arizona does provide a rationale for the development of visual 
communication skills.4 
   
 
Criterion 3:  World language credit is given for American Indian languages.   
 
Yes.  Although there is no specific policy on the website, the program description for 
Indian Education specifically addresses validation of the linguistic identity of American 
Indian children.  In addition, the standards for foreign language are titled Foreign and 
Native Language Standards.  The standard refers to target language, the definition of 
which includes “‘heritage language’ (i.e., the language that is the predominant language 
in the home).”5  This would include many of Arizona’s American Indian languages.  
 
English-Only in Arizona:  The Impact of Proposition 203 on Indian Language Instruction   
 
Arizona schools had to contend with legislation sponsored by the English-Only 
movement.  In 2000, Arizona voters passed Proposition 203, which essentially bans 
bilingual education unless requested in person by parents each year.  Districts are not 
required to have classes in bilingual education unless at least 20 students at a given grade 
level have received the waiver requested by parents.  Arizona’s Indian tribes were greatly 
concerned that Proposition 203 would affect their language preservation and 
revitalization programs.  However, the state Attorney General has ruled that Proposition 
203 applies only to “Arizona public schools” and does not apply to Federal or Tribal 
schools, and that state public schools must apply Proposition 203 in a manner consistent 
with federal law.  Since the federal Native American Languages Act endorses the right of 
Native Americans to use, practice and develop Native American languages and 
encourages all schools to offer Native American language courses and to use their 
language as a medium of instruction, Proposition 203 may not be used to prevent the 
teaching or use of Indian languages in Arizona schools.6  
 
 

 
4 Arizona Department of Education.  (n.d.).  Language arts standards:  A vision for Arizona’s students.  
Retrieved April 12, 2006 from www.ade.state.az.us/standards/language-arts/rationale.asp  
5 Arizona Department of Education. (n.d.).  Foreign and native language standards rationale.  Retrieved 
December 30, 2005 from www.ade.az.gov/standards/fl/rationale/pdf  
6 Napolitano, Janet.  (2001, February 15).  I01-006 (R00-062) Re:  Application of Proposition 203 to 
schools serving the Navajo Nation.   Retrieved December 31, 2005 from www.azag.gov/opinions/2001/I01-
006.html  



185 
 

 
 

Criterion 4:  There are standards for learning about culture that specifically address 
American Indians, and sovereignty issues are addressed in the standards. 
 
Are there standards for culture that specifically address American Indians?   
 
Yes.  The Social Studies History standards specifically and systematically direct attention 
to American Indians.  At the Foundations level in grades 1-3, Chief Joseph and Chief 
Manuelito (Navajo, the Long Walk) are among the important American heroes studied.  
In grades 4-5, Standard 1SS-E2 focuses on the legacy and cultures of prehistoric 
American Indians in Arizona, and Standard 1SS-E3 focuses on Spanish and Mexican 
colonization and interaction with the first inhabitants of Arizona and the creation of 
unique cultural identities from the Spanish and Indian heritage.  Standards 1SS-E4, 1SS-
E5, and 1SS-E6 in the Essentials level address the legacy of various cultural groups to 
modern Arizona, including the impact of early European exploration, the Indian Wars, 
and the conflict of cultures between the newcomers and American Indian groups.  In 
grades 6-8, the impact of the age of Exploration and the Western expansion on the 
Indians is addressed in Standards 1SS-E15, 1SS-E19, and 1SS-E20.   Effects of 
development on American Indians, including the Indian Wars, reservations and land 
displacement are analyzed at the Proficiency level in grades 9-12.7   
 
In addition, cross-cultural awareness is addressed in the Foreign and Native Language 
Standards as a way to ensure appropriate communication and behavior in the target 
language’s culture, as a way to understand intra-cultural perspectives and practices, and 
as a platform for developing insights into the student’s own culture.8 
 
Are sovereignty issues addressed in these standards?   
 
Yes.  Tribal sovereignty is addressed specifically in high school Social Studies Strand 3 - 
Civics/Government, Concept 2 - Structure of Governments, Performance Objective 10: 
“Examine the sovereignty of tribal governments and their relationship to state and federal 
governments (e.g., jurisdiction, land use, water and mineral rights, gaming pacts).”9 
 
 
Criterion 5:  Local Tribes (a) participated in developing the standards and/or (b) provide 
regular, formal advisement to the state Department of Education. 
 

 
7 Arizona Department of Education. (n.d.).  Social studies standards, standard 1: History.  Retrieved 
January 13, 2005 from  www.ade.az.gov/standards/sstudies/standard1.asp     
8 Arizona Department of Education. (n.d.).  Foreign and native language standards rationale.  Retrieved  
December 30, 2005 from www.ade.az.gov/standards/fl/rationale/pdf  
9 Arizona Department of Education. (n.d.).  Social studies standards articulated by grade level, Strand 3: 
Civics/Government.  Retrieved January 16, 2007 from  www.ade.state.az.us/standards/sstudies/ 
articulated/strand3.pdf 
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Was there participation by American Indians in standards development?  
 
No data.  There is no information readily available on the Arizona Department of 
Education web site that discusses either the development of the standards or the 
participants in standards development. 
 
 
 
 
Is there on-going advisement by Arizona tribes?   
 
Yes.  The Arizona State Board of Education has adopted a policy statement on Indian 
Education to “promote maximum participation and to ensure collaboration in achieving 
quality education for American Indian people.”  The policy acknowledges the unique 
relationship (sovereignty) that American Indians have with the federal and state 
governments.  It strongly recommends, but does not actually require, that local school 
districts integrate Arizona American Indian languages, cultures, and histories into all 
areas of the curriculum.10 
 
 
Criterion 6:  There is evidence that culturally-based curricula and instructional 
approaches are supported and promoted. 
 
Yes.  The Arizona State Board of Education policy statement on Indian Education 
strongly recommends that local school districts integrate Arizona American Indian 
languages, cultures, and histories into all areas of the curriculum.11 
 
The Arizona department of Education web site does not include information on 
instructional approaches. 
 
 
 
 
 
 
 

 
10 Arizona State Board of Education/Vocational and Technical Education.  (August 2002).  Policy 
statement: Indian education.  Retrieved December 28, 2005 from 
http://www.ade.az.gov/asd/indianed/Indian_Education_Policy_Statement.doc 
11 Arizona State Board of Education/Vocational and Technical Education.  (August 2002).  Policy 
statement: Indian education.  Retrieved  December 28, 2005 from 
http://www.ade.az.gov/asd/indianed/Indian_Education_Policy_Statement.doc 
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TABLE A1 
Arizona:  Demographic Information12 
 

State Population (Total)  5,130,632 100%
Indian population 
(alone or in combination) 

292,552 5.7% of total

Indian Population 
(alone) 

255,879 5.0% of total

 
 
 
TABLE A2 
Arizona:  Federal Reservations and Indian Lands13 
 

Reservation Tribes14 Languages15, 16 
Ak-Chin Indian 

Community 
O’odham  
Pima  

O’odham (Akimel O'odham 
dialect, also known as Pima). 

Cocopah Indian 
Reservation 

Cocopah Tribe Cocopa 

Colorado River 
Indian 
Reservation 

Mohave  
Chemehuevi 
Hopi  
Navajo 

Mohave 
Chemehuevi (a dialect of southern 

Paiute) 
Hopi 
Navajo 

Fort McDowell 
Indian Reservation 

Yavapai Nation Yavapai 

Fort Mojave Indian 
Tribe 

Mojave (Pipa Aha 
Macav) 

Mohave 

Fort Yuma-Quechan 
Reservation 

Quechan Indians 
(formerly called 
Yuma) 

Quechan 

 
 
12 U.S. Census Bureau.  (February, 2002).  The American Indian and Alaska Native population:  2000.   
Washington, DC: U.S. Department of Commerce 
13 Arizona.  In American Indian Reservations and Indian Trust Areas.  (October 1995).  Tiller,V.E.V. 
Ed).  (pp. 195-226).  Retrieved December 17, 2005 from 
www.eda.gov/imageCache/EDAPublic/documents/pdfdocs/09arizona_2epdf/v1/09arizona.pdf 
14 Inter Tribal Council of Arizona. (2003). Member Tribes.  Retrieved November 3, 2006 from 
http://www.itcaonline.com/tribes.html  
15 Native Languages of the Americas.  (n.d.)  Preserving and promoting American Indian languages.  
Retrieved November 7, 2006 from  http://www.native-languages.org/languages.htm#alpha 
16 Gordon, R.G., Jr. (Ed.). 2005. Ethnologue: Languages of the world, 15th  ed. Dallas, TX.: SIL 
International. Online version: http://www.ethnologue.com/. 
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Reservation Tribes Languages 
Gila River Indian 
Community 

Pima 
Maricopa 

O’odham (Akimel O'odham 
dialect, also known as Pima). 

Maricopa 
Havasupai 

Reservation 
Havasupai Indian 

Tribe (Havasuw 
`Baaja) 

Havasupai 

Hopi Reservation Hopi Tribe Hopi 
Hualapai 

Reservation 
Hualapai Tribe 

(Hwal`bay) 
Hualapai 

Kaibab Paiute 
Reservation 

Kaibab Band of Paiute 
Indians  

Ute (Southern Paiute) 

Navajo Reservation Navajo Nation 
San Juan Southern 
Paiute Tribe 

Navajo 
Ute (Southern Paiute) 

Pascua Yaqui 
Reservation 

Pascua Yaqui Tribe Yaqui 

Salt River Pima- 
Maricopa 
Indian Community 

Pima (Akimel Au-
authm)  

Maricopa (Xalychidom 
Pipaash) 

O’odham (Akimel O'odham 
dialect, also known as Pima). 

Maricopa 

San Carlos Apache 
Indian Reservation 

San Carlos Apache 
Tribe 

Western Apache 

No designated 
reservation ª  

San Juan Southern 
Paiute Tribe 

Western Apache 

Tohono O'odham 
Nation 

Tohono O’odham Tohono O'odham 

Tonto Apache 
Reservation 

Tonto Apache Tribe Western Apache 

White Mountain 
Apache 
Reservation 

White Mountain 
Apache Tribe 

Western Apache 

Yavapai-Apache 
Nation 

Western Apache 
(Dilzhe'e) 
Yavapai 
(Wipukyipaya) 

Western Apache 

Yavapai-Prescott 
Indian Reservation 

Yavapai-Prescott 
Indian Tribe 

Yavapai  

Zuni Pueblo Zuni Tribe Zuni  
 
 
ª Tribal members live in several distinct communities located within the Navajo Reservation 
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TABLE A3 
Tribal Web Site URLs 
 
Ak-Chin Indian Community:   www.ak-chin.nsn.us/main.html  
Cocopah Indian Tribe:  www.cocopah.com/  
Colorado River Indian Tribes:  http://critonline.com/  
Fort McDowell Yavapai Nation:  http://www.ftmcdowell.org/  
Fort Mojave Indian Tribe:   www.fortmojave.com   
Gila River Indian Community:  www.gric.nsn.us/newdirection/  
Havasupai Tribe:  www.havasupaitribe.com/aboutus.html  
Hopi Tribe:  http://www.hopi.nsn.us/  
Inter-Tribal Council of Arizona:  www.itcaonline.com/ 
Kaibab Paiute Tribe:  www.kaibabpaiutetribal.com/  
Navajo Nation:  http://www.navajo.org/  
Pasqua-Yaqui Tribe:  www.pascuayaqui-nsn.gov/ 
Salt River Pima- Maricopa Indian Community:  www.saltriver.pima-

maricopa.nsn.us/  
San Carlos Apache Nation:  www.sancarlosapache.com/home.htm  
Tohono O’odham Nation:  www.tocaonline.org/homepage.html  
White Mountain Apache Tribe:  http://www.wmat.nsn.us/  
Yavapai-Apache Nation:  www.yavapai-apache.org/  
Yavapai-Prescott Indian Tribe:  http://www.ypit.com/  
Pueblo of Zuni:  http://www.ashiwi.org/  
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TABLE A4 
 
INDIGENOUS LANGUAGES OF ARIZONA 

 
Hokan Language Family  

(There are 28 languages in this family in the United States and Mexico.) 
Esselen-Yuman Branch: Yuman Branch  Delta-

Californian Branch   
Cocopa [coc] 

  River Yuman Branch  
  

Mohave [mov]   
Maricopa  [mrc]  
Quechan [yum]   

  Upland Yuman Branch   
 

Havasupai-Walapai-Yavapai  [yuf] 

Na-Dene Language Family  
(There are 47 languages in this family in Canada and the United States.) 

Nuclear Na-
Dene Branch:  

Athapaskan-Eyak  
Branch   
  Athapaskan Branch   

Apachean  Branch   Navajo-Apache Branch  
     Western Apache-Navajo   
     Branch  

Apache, Western  [apw]  
Navajo  [nav]  

Uto-Aztecan Language Family 
(There are 61 languages in this family in the United States and Mexico) 

Northern Uto-Aztecan  
Branch:  

Hopi Branch   Hopi  [hop]  

 Numic Branch    Southern Branch   Ute-Southern Paiute  [ute] 
Southern Uto-Aztecan  
Branch  

Sonoran Branch  Cahita Branch  Yaqui [yaq]  

  Tepiman Branch   Tohono O'odham [ood]  
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DOCUMENT ANALYSIS OF EDUCATION STANDARDS 
State Summary 

 
STATE:   CALIFORNIA     WEB SITE:  www.cde.ca.gov/   
 
 
Intertextual Analysis:  To what degree is the state department of education aligned with 
the national educational standards movement?   
 
Are there policy statements regarding alignment with national standards? 
 
Moderate.  The “Message from the State Board of Education and the State 
Superintendent of Public Instruction” that introduces each of the content standards 
documents refers to A Nation at Risk.  However, it states that the results of the era of 
education reform have been uneven, and that California is “going beyond reform,” and 
stating for the first time the content that students need to acquire at each grade level from 
kindergarten to grade twelve.  They also tweak the A Nation at Risk concern about “a 
rising tide of mediocrity” to form their own slogan regarding California’s “rising tide of 
excellence.”1 
 
California’s view of its content standards as being a step beyond the education reform 
movement might seem puzzling to those who thought that contents standards were the 
original core of the movement.  However, I think the underlying message here is to give a 
nod to the momentum of the reform movement while also creating space and justification 
for the state to do it their own way. 
 
To what degree are the state foreign language standards aligned with ACTFL standards? 
 
Not Applicable.  The State Board of Education cannot adopt standards in the absence of 
statutory authority for a content area. Because California does not have a legislated 
mandate for foreign language standards, the Department of Education abandoned its field 
review draft for standards and instead developed a framework which includes a general 
description of the content that should be included in a foreign language curriculum, a 
continuum of proficiency levels, and other guidance and resources for teachers.2    
 
 

 
1 California Department of Education.  (2000). History-social science content standards for California 
public schools.  Sacramento, CA:  California Department of Education.  Available online at 
www.cde.ca.gov/re/pn/fd/documents/histsocsci-stnd.pdf 
2 California Department of Education.  (2003). Foreign language framework for California public schools, 
kindergarten through grade twelve.  Retrieved December 30, 2006 from 
www.cde.ca.gov/re/pn/fd/documents/foreign-language.pdf 
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Criterion 1:  The department of education (DOE) demonstrates attention to the needs of 
NA/AI students by having an office or individual responsible for Indian Education. 
 
Yes:  A series of searches of the California Department of Education site led to the 
Migrant, Indian, International Education Office at (916) 319-0851.   I was not able to find 
the names of individual staff members on the site, and no specific staff were named as 
contacts for Indian Education. 
 
California Dept of Education posts a directory of about thirty regional Indian Education 
Centers at http://www.cde.ca.gov/sp/ai/re/aidirectory.asp.  Center staff provide 
supplemental and extended day instructional programs for American Indian students, and  
assist schools with professional development, counseling, tutorial services, or parent 
education.3  
 
 
Criterion 2:  In English Language Arts, listening and speaking are valued as much as 
reading and writing. 
 
Is there equal emphasis in state assessment?   
 
No.  California s Standardized Testing and Reporting Program (STAR) tests English 
Language Arts, Mathematics, Science, and History-Social Science.  A review of the 
Blueprint for the English language arts tests showed that it is a multiple choice test that 
focuses primarily on reading and on the writing component of the standard for Written 
and Oral English Language Conventions.4, 5 

 
Are there K-12 benchmarks and instruction in listening and speaking?   
 
Yes.  California’s English Language Arts framework has two Listening and Speaking 
standards that are developed systematically from kindergarten through grade 12.   
 
The first, Listening and Speaking Strategies, culminates in high school with students who 
are able to make adroit judgments about oral communications, deliver their own focused 
and coherent presentations that convey distinct perspectives and solid reasoning, and used 
gestures, tone and vocabulary talked to the audience and purpose.   
 
The second standard, Speaking Applications, builds on these organizational and delivery 
strategies and culminates with students able to deliver polished formal and 
 
3 California Department of Education.  (2006, September 18).  American Indian education centers.  
Retrieved December 30, 2006 from www.cde.ca.gov/sp/ai/re/aidirectory.asp#santaclara 
4 California Department of Education.  (2006). 2006  Standardized testing and reporting (STAR) program:  
Summary of results. Retrieved January 2, 2007 from  www.cde.ca.gov/ta/tg/sr/documents/ 
yr06rel89summ.pdf 
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extemporaneous presentations that combine traditional rhetorical strategies (narrations, 
exposition, persuasion, and descriptions) and that demonstrate a command of standard 
American English. 
 
In addition, California has a K-12 standard that links written and oral English language 
conventions:  “Written and Oral English Language Conventions 1.0 Students speak 
and write with a command of Standard English conventions.”5 
 
Does policy rationale express support of oral language development?   
 
Yes.   The introduction to the English Language Arts Content Standards section titled 
“Confident Speakers and Thoughtful Listeners” notes that since most Americans now 
talk for a living at least part of the time, it is important for them to be able to express 
ideas cogently and to construct valid, truthful arguments. It goes on to state that it has not 
been so long since listening and speaking occupied central places in the curriculum, and 
that it is time to restore this tradition.6 
 
 
Criterion 3:  World language credit is given for American Indian languages.   
 
Not applicable.  California does not have standards for foreign languages.  However, the 
Department of Education has developed a framework for foreign languages that discusses 
curriculum content without providing specific goals.   
 
The framework also discusses proficiency levels, instruction, student assessment and 
program evaluation, professional development, parent and community involvement, and 
provides criteria for evaluating instructional materials.7 
 
 
Criterion 4:  There are standards for learning about culture that specifically address 
American Indians, and sovereignty issues are addressed in the standards. 
 
Are there standards for culture that specifically address American Indians?   
 

 
5 California Department of Education.  (1998). English–Language arts content standards for California 
public schools:  Kindergarten through grade twelve.  Sacramento, CA: California Department of 
Education.  Available at www.cde.ca.gov/re/pn/fd/documents/elacontentstnds.pdf 
6 Ibid. 
7 California Department of Education.  (2003). Foreign language framework for California public schools, 
kindergarten through grade twelve.  Retrieved December 30, 2006 from www.cde.ca.gov/re/pn/fd/ 
documents/foreign-language.pdf 
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Yes.  California has substantial coverage of American Indians in grades 1-8 social 
sciences.   American Indians are specifically addressed in the following History-Social 
Science standards: 
 

 
Grade 1  
Standard 1.5, number 2:  “Understand the ways in which American Indians and 
immigrants have helped define Californian and American culture.” 
 
Grade 3 
Standard 3.2:  “Students describe the American Indians nations in their local 
region long ago and in the recent past.”  Numbers 1 through 4 include discussion 
of national identities and cultures, the influence of physical geography and 
climate, the economy and systems of government and their relationship to federal 
and state governments, and the interaction of new settlers with the already 
established Indians of the region. 
 
Standard 3.4, number 5:   “Describe the ways in which California, the other states, 
and sovereign American Indian tribes contribute to the making of our nation and 
participate in the federal system of government.”   
 
Grade 4 (Focuses on California) 
Standard 4.2:  “Students describe the social, political, cultural, and economic life 
and interactions among people of California from the pre-Columbian societies to 
the Spanish mission and Mexican rancho periods.”  Number 1 includes and in-
depth discussion of California Indians, and number 5 discusses the daily life of 
both native and non-native people during this period of California history. 
 
Grade 5 (Focus on U.S. History and Geography) 
Standard 5.1: “Students describe the major pre-Columbian settlements, including 
the cliff dwellers and pueblo people of the desert Southwest, the American 
Indians of the Pacific Northwest, the nomadic nations of the Great Plains, and the 
woodland peoples east of the Mississippi River.”  Numbers 1-3 include discussion 
of the influence of geography and climate, varied customs and traditions, and 
varied economies and systems of government. 
 
Standard 5.3:  “Students describe the cooperation and conflict that existed among 
the American Indians and between Indian nations and the new settlers.”  Numbers 
1-6 include discussion of the competition among the English, French, Spanish, 
Dutch, and Indian nations for control of North America; cooperation between the 
colonists and Indians during the 1600s and 1700s; the pre-Revolutionary war 
conflicts; the role of broken treaties and massacres and the factors that led to the 
Indians’ defeat; internecine Indian conflicts; and the influence and achievement of 
significant Indian leaders. 
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Grade 8 
Standard 8.5, number 3:   “Outline the major treaties with American Indian 
nations during the administrations of the first four presidents and the varying 
outcomes of those treaties.” 
 
Standard 8.8, number 2:  “Describe the purpose, challenges, and economic 
incentives associated with westward expansion, including the concept of Manifest 
Destiny (e.g. the Lewis and Clark expedition, accounts of the removal of Indians, 
the Cherokees’ ‘Trail of Tears, settlement of the Great Plains) and the territorial 
acquisitions that spanned numerous decades.” 
 
Standard 8.12, number 2:  “Identify the reasons for the development of federal 
Indian policy and the wars with American Indians and their relationship to 
agricultural development and industrialization.”8 

 
Are sovereignty issues addressed in these standards? 
 
Yes.  Tribal sovereignty is included in third grade History-Social Science standard 3.4, 
number 5.9   
 
 
Criterion 5:  Local Tribes (a) participated in developing the standards and/or (b) provide 
regular, formal advisement to the state Department of Education. 
 
Was there participation in standards development?   
 
No.  I did not find evidence of participation by Native Americans or California’s tribes on 
the California Department of Education web site.10 
 
Is there on-going advisement by California tribes?   
 
No.  The Department of Education does not list an advisory committee for American 
Indians.  There are a scant handful of links regarding Indian Education on the 
Department’s website, which suggests a low level of visibility for Native American 
issues. 
 

 
8 California Department of Education.  (2000). History-social science content standards for California 
public schools.  Sacramento, CA:  California Department of Education.  Available online at 
www.cde.ca.gov/re/pn/fd/documents/histsocsci-stnd.pdf 
9 Ibid. 
10 California Department of Education.  (2004, January 12).  Commissions and committees.  Retrieved 
December 30, 2006 from www.cde.ca.gov/be/cc 
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A search of the state government’s site map located only California’s Native American 
Heritage Commission (www.ceres.ca.gov/nahc ), which focuses on the preservation and 
protection of Native American human remains and associated grave goods, and does not 
address education. 
 
 
Criterion 6:  There is evidence that culturally-based curricula and instructional 
approaches are supported and promoted. 
 
Are culturally-based curricula and instructional approaches supported and promoted 
through the State educational standards and curriculum guidance?   
No.  I looked in the resource lists at the end of the content standards documents, and read 
the list of Department publications, and I did not find evidence that culturally-based 
curricula or instruction have been directly promoted by the California Department of 
Education.   
 
Is there evidence of support or promotion of cultural- based curriculum and instruction 
that is outside the state standards framework?    
 
Yes.  Only a few of the American Indian Education Centers have web pages. Of those 
that do, I found one link to culturally responsive resources.  The Northern California 
Indian Development Council has an annotated resource list with a category for culturally 
responsive pedagogy at http://www.ncidc.org/educ/edresources.pdf.  
 
Southern California Indian Center, Inc. provides links to a more general group of Native 
resources at www.indiancenter.org/pages/index.php?ID=7. 
 
Web resources page for the Department of Education’s American Indian page 
(www.cde.ca.gov/sp/ai/re/webresource.asp ) does not offer direct links to culture-based 
curriculum and instruction.    
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TABLE A5 
California:  Demographic Information11 
 

State Population (Total)  33,871,648  100%
Indian population 
(alone or in combination) 

627,582  1.9% of total  

Indian Population 
(alone) 

333,346 1.0 % of total

 
 
TABLE A6 
California:  Federal Reservations and Indian Lands12, 13 

 
(An asterisk (*) following a reservation or tribes indicates that they have a website.  The 
website URLs are listed in alphabetical order, beginning on page 14 of this section.) 
 
Reservation, Colony, 
Rancheria 

Tribes Language(s)  

Agua Caliente Indian 
Reservation 

Agua Caliente Band of Cahuilla Indians* Cahuilla 

Alturas Indian Rancheria Pit River Tribe (Achomawi) Achumawi 
Atsugewe 

Auburn Rancheria* United Auburn Indian Community of 
Miwok and Maidu Indian 

Maidu  
Nisenan 

Augustine Reservation Augustine Band of Cahuilla Indians Cahuilla  
Barona Indian 

Reservation* 
Barona Band of Mission Indians, of the 

Kumeyaay Nation* 
Kumiai 
(Kumeyaay) 

Benton Paiute Reservation U-tu Utu Gwaitu Paiute Tribe Owens Valley 
Paiute 

Berry Creek Rancheria  Maidu Berry Creek Rancheria of Maidu 
Indians* 

Maidu  
Nisenan 

Big Bend Rancheria Pit River Tribe (Achomawi) Achumawi 
Atsugewe 

Big Lagoon Rancheria  Pit River Tribe (Achomawi) 
 

Achumawi 
Atsugewe 

 
11 U.S. Census Bureau.  (February, 2002).  The American Indian and Alaska Native population:  2000.   
Washington, DC:  U.S. Department of Commerce 
12 California.  In American Indian reservations and Indian trust areas.  (1995, October).  Tiller, V.E.V. 
Tiller, (Ed.). (pp. 227-310).  Retrieved December 17, 2005 from http://www.eda.gov/ 
ImageCache/EDAPublic/documents/pdfdocs/10california_2epdf/v1/10california.pdf  and 
http://www.eda.gov/ImageCache/EDAPublic/documents/pdfdocs/11california_2epdf/v1/11california.pdf  
13 White, P.M. (2006, November 3).   California Indians and their reservations.  Retrieved December 10, 
2006 from http://infodome.sdsu.edu/research/guides/calindians/calinddict.shtml  
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Reservation, Colony, 
Rancheria 

Tribes Language(s)  

Big Pine Reservation  Owens Valley Paiute Indians Owens Valley 
Paiute 
Shoshoni 

Big Sandy Rancheria Big Sandy Band of Western Mono 
Indians (Monache)* 

Mono 

Big Valley Rancheria Big Valley Band of Pomo Indians* Eastern Pomo 
Bishop Reservation Paiute-Shoshone Indians of the Bishop 

Community of the Bishop Colony  
Bishop Paiute Tribe  

Owens Valley 
Paiute Panamint 
Shoshone 

Blue Lake Rancheria Wiyok, Yurok, Hupa peoples Wiyot 
Yurok 
Hupa 

Bridgeport Indian Colony Bridgeport Paiute Indian Colony Northern Paiute 
Buena Vista Rancheria  Buena Vista Rancheria of Me-wuk 

Indians*.   
Miwok 

Cabezon Reservation Cabazon Band of Mission Indians* Cahuilla 
Cahuilla Reservation      Cahuilla Band of Mission Indians Cahuilla 
Campo Reservation Campo Band of Mission Indians, of the 

Kumeyaay Nation* 
Kumiai 
(Kumeyaay) 

Capitan Grande 
Reservation 

Capitan Grande Band of Mission Indians, 
of the Kumeyaay Nation* 

Kumiai 
(Kumeyaay) 

Cedarville Rancheria* Northern Paiute Tribe Northern Paiute 
Chemehuevi Indian 

Reservation 
Chemehuevi Indian Tribe* Southern Paiute 

Chicken Ranch Rancheria Miwok Indians Miwok 
Chico Rancheria Mechoopda Tribe of the Chico Rancheria Maidu 
(Landless) Cloverdale Rancheria of Pomo Indians of 

California* 
Pomoan 

Cold Springs Rancheria Holkoma Band of the Western Mono 
Tribe 

Mono  

Colorado River 
Reservation 

Colorado River Indian Tribes*  Mohave 
Southern Paiute 
Hopi 
Navajo 

Colusa Rancheria Cachil DeHe Band of Wintun Indians of 
the Colusa Indian Community 

Wintu 

Cortina Indian Rancheria Cortina Rancheria of Wintun Indians of 
California* 

Wintu 

Coyote Valley 
Reservation  

Coyote Valley Band of Pomo Indians* Pomoan 

Cuyapaipe Reservation Cuyapaipe Band of Mission Indians, of 
the Kumeyaay Nation*  

Kumiai 
(Kumeyaay) 
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Reservation, Colony, 
Rancheria 

Tribes Language(s)  

Dry Creek Rancheria Dry Creek Rancheria Band of Pomo 
Indians* 

Pomoan 

Elk Valley Rancheria* Elk Valley Band of Tolowa Indians Tolowa 
(Landless)  Esselen Tribe of Monterey County* Esselen 
Fort Bidwell Reservation Fort Bidwell Indian Community, of the 

Northern Paiute Tribe  
Northern Paiute  

Fort Independence Indian 
Reservation* 

Fort Independence Indian Community of 
Paiute Indians 

Owens Valley 
Paiute 

Fort Mojave Reservation  Fort Mojave Indian Tribe* Mohave 
Fort Yuma Reservation Fort Yuma - Quechan Tribe* Quechan 
Graton Rancheria* Federated Indians of Graton Rancheria  Coast Miwok 

Southern Pomo 
Greenville Rancheria*  Greenville Rancheria - Maidu Tribe Maidu 
Grindstone Indian 

Rancheria 
Grindstone Rancheria of  Wintun-Waikai 

Indians of California 
Wintu 
 

Guidiville Rancheria Guidiville Band of Pomo Indians Pomoan 
(Landless) Habematolel Pomo of Upper Lake* Pomoan 
Hoopa Valley Reservation Hoopa Valley Tribe* Hupa 
Hopland Reservation Hopland Band of Pomo Indians* Pomoan 
Inaja-Cosmit Reservations Inaja & Cosmit Band of Mission Indians, 

of the Kumeyaay Nation*  
Kumiai 
(Kumeyaay) 

(Landless) Ione Band of Miwok Indians* Miwok 
Nisenan 

Jackson Rancheria  Jackson Band of Mewuk Indians Miwok 
Jamul Indian Village Jamul Band of Mission Indians, of the 

Kumeyaay Nation* 
Kumiai 
(Kumeyaay) 

Karuk Reservation Karuk Tribe of California* Karuk 
La Jolla Reservation La Jolla Band of Mission Indians* Luiseño 
La Posta Reservation*  Kumiai 

(Kumeyaay) 
Laytonville Rancheria Cahto Indian Tribe of the Laytonville 

Rancheria 
Cahto 

Likely Rancheria Pit River Tribe (serves as tribal 
cemetery) 

 

Lone Pine  Reservation*  Paiute-Shoshone Indians of the Lone 
Pine Community 

Panamint  
Owens Valley 
Paiute 

Lookout Rancheria Pit River Tribe Achumawi 
Atsugewe 

Los Coyotes Reservation Los Coyotes Band of Cupeño and 
Cahuilla Indians 

Cahuilla 
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Reservation, Colony, 
Rancheria 

Tribes Language(s)  

Lytton Rancheria Lytton Band of Pomo Indians Pomoan 
Reservation, Colony, 

Rancheria 
Tribes Language(s) 

Manchester-Point Arena 
Rancheria 

Manchester Band of Pomo Indians Pomoan 

Manzanita Indian 
Reservation 

Manzanita Band of Mission Indians, of 
the Kumeyaay Nation* 

Kumiai 
(Kumeyaay) 

Mesa Grande Reservation Mesa Grande Tribe of Mission Indians, 
of the Kumeyaay Nation* 

Kumiai 
(Kumeyaay) 

Middletown Rancheria Middletown Rancheria Band of Pomo 
Indians 

Pomoan 

Montgomery Creek 
Rancheria 

Montgomery Creek Rancheria  of Pit 
River Indians of California 

Achumawi 
Atsugewe 

Mooretown Rancheria* Mooretown Rancheria of Maidu Indians 
of California 

Northeast Maidu 
(Concow) 

Morongo Reservation Morongo Band of Mission Indians*  Cahuilla 
Serrano 
Cupeño  

North Fork Rancheria North Fork Rancheria of  Mono Indians* Mono 
Pala Indian Reservation Pala Band of Mission Indians*  Cupeño  

Luiseño 
 Paskenta Band of Nomlaki Indians* Wintu 
Pauma -Yuima Indian 

Reservation 
Pauma Band of Mission Indians Luiseño 

Pechanga Reservation Pechanga Band of Mission Indians* Luiseño 
Picayune Rancheria Picayune Rancheria of Chuckchansi 

Indians* 
Yokuts 

Pinoleville Rancheria Pinoleville Rancheria of Pomo Indians of 
California 

Pomoan 

Potter Valley Rancheria Little River Band of Pomo Indians Pomoan 
Quartz Valley Reservation Quartz Valley Indian Community Klamath 

Karuk 
Shasta 

Ramona Reservation Ramona Band of Mission Indians Cahuilla 
Redding Rancheria* Redding Rancheria Indian Tribe  Wintu 

Achumawi 
Atsugewe 
Yana  

Redwood Valley 
Rancheria 

Northern Pomo Indians Northern Pomo 

Resighini Reservation Yurok Tribe* Yurok 
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Reservation, Colony, 
Rancheria 

Tribes Language(s)  

Rincon Reservation Rincon Band of Mission Indians Liuseño 
Roaring Creek Rancheria Pit River Tribe Achumawi 

Atsugewi 
Robinson Rancheria Robinson Rancheria Tribe of Pomo 

Indians* 
Eastern Pomo 

Rohnerville Rancheria Bear River Band of the Rohnerville 
Rancheria  

Wiyot 
Mattole 

Round Valley 
Reservation* 
    (Also called the 

Covelo Indian 
Community) 

Round Valley Indian Tribes 
 

Achumawi 
Atsugewi 
Maidu 
Pomoan 
Wailaki 
Wintu 
Yuki 

Rumsey Rancheria Rumsey Band of Wintun Indians* Wintu 
San Manuel Reservation San Manuel Band of Serrano Mission 

Indians* 
Serrano 

San Pasqual Reservation San Pasqual Band of Digueño Mission 
Indians, of the Kumeyaay Nation* 

Kumiai 
(Kumeyaay) 

Santa Rosa Rancheria Tachi-Yokut Tribe* Yokuts 
Santa Rosa Reservation  Santa Rosa Band of Cahuilla Mission 

Indians* 
Cahuilla 

Santa Ynez Reservation Santa Ynez Band of Mission Indians* Chumash 
Santa Ysabel Reservation Santa Ysabel Band of Mission Indians, of 

the Kumeyaay Nation* 
Kumiai 
(Kumeyaay) 

(No land base) Scotts Valley Band of Pomo Indians of 
the Sugar Bowl Rancheria 

Poman 
Walakai 

Sheep Ranch Rancheria California Valley Miwok Tribe  
Sherwood Valley 

Rancheria 
Sherwood Valley Rancheria of Pomo 

Indians of California 
Pomoan 

Shingle Springs Rancheria Shingle Springs Band of Miwok Indians* Maidu 
Nisenan  

Smith River Rancheria* Tolowa Tribe Tolowa 
Soboba Reservation Soboba Band of Luiseño Indians* Luiseño 
Stewarts Point Rancheria Kashaya Band of Pomo Indians* Kashaya 
Sulpher Bank Rancheria/ 

Elem Indian Colony 
Elem Pomo Tribe* Pomoan 
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Reservation, Colony, 
Rancheria 

Tribes Language(s)  

Susanville Rancheria Susanville Indian Rancheria* 
(Recognized as a distinct political 
entity from the tribes from which 
members are drawn, including 
Washoe, Pit River, & Maidu).  
However, dual citizenship is not 
allowed under the Rancheria’s 
constitution.) 

Washo 
Achumawi 
Atsugewi 
Maidu 

Sycuan Rancheria Sycuan Band of the Kmeyaay Nation* Kumiai 
(Kumeyaay) 

Table Bluff Rancheria Wiyot Tribe* Wiyot 
Table Mountain 

Rancheria 
Yokuts Tribe Yokuts 

Timbisha Shoshone 
Reservation 

Timbisha Shoshone Tribe of the Western 
Shoshone Nation* 

Shoshoni 

Torres-Martinez 
Reservation 

Torres-Martinez Desert Cahuilla Indians* Cahuilla 

Trinidad Rancheria* Cher-Ae Heights Indian Community of 
the Trinidad Rancheria 

Yurok 
Wiyot 
Tolowa 

Tule River Reservation* Tule River Tribe Yokuts 
Tuolumne Rancheria* Tuolumne Band of Me-Wuk Indians Miwok 

Yokuts 
Upper Lake Rancheria Habematolel Pomo of Upper Lake* Pomoan 
Viejas Reservation  
     (Also known as the 

Baron Long 
Reservation) 

Viejas Band of Kumeyaay Indians* Kumiai 
(Kumeyaay) 

Twenty-Nine Palms 
Reservation 

Twenty-Nine Palms Band of Mission 
Indians 

Luiseño 
Serrano 

Washoe Indian 
Reservation* 

Woodfords Community of the Washoe 
Tribe of  Nevada and California 

Washo 

Yurok Reservation The Yurok Tribe* Yurok 
X-L Ranch Reservation Pit River Tribe (Achomawi) Achumawi 

Atsugewe 
State Recognized Tribes   
 Costanoan Band of Carmel Mission 

Indians (an Ohlone Indian group) 
 

 Indian Canyon Band of Costanoan/ 
Matsun Indians 
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TABLE A7 
Tribal Web Site URLs 
 
A-C 
Agua Caliente Band of Cahuilla Indians:  www.aguacaliente.org/  
Auburn Rancheria:  www.auburnrancheria.com  
Barona Indian Reservation:  www.baronatribe.org/; Kumeyaay Nation:  

www.kumeyaay.com/  
Berry Creek Rancheria of Maidu Indians: 

http://members.aol.com/_ht_a/clvrdler61/myhomepage/business.html  
Big Sandy Band of Western Mono Indians:  www.bigsandyrancheria.com/  
Big Valley Band of Pomo Indians:  www.big-valley.net/ and 

www.kvcasino.com/kvc7/history/index.htm  
Buena Vista Rancheria of Me-wuk Indians:  www.buenavistatribe.com/  
Cabezon Band of Mission Indians:  http://www.cabazonindians-nsn.gov and 

www.fantasyspringsresort.com/cbmi/index.html 
California Valley Miwok Tribe: www.californiavalleymiwoktribe-nsn.gov or 

http://www.cvmt.net/  
Campo Reservation:  http://kumeyaay.com/ 
Capitan Grande Reservation: http://kumeyaay.com/  
Cedarville Rancheria: www.cedarvillerancheria.net  or www.citlink.net/~cedranch  
Chemehuevi Indian Tribe:  www.chemehuevi.net  
Cloverdale Rancheria of Pomo Indians of California: www.cloverdalerancheria.com  
Colorado River Indian Tribes:  http://critonline.com/    
Cortina Rancheria, Wintun Environmental Protection Agency: www.cortinawepa.org  
Coyote Valley Band of Pomo Indians:  www.coyotevalleycasino.com/history.html  
Cuyapaipe Reservation:  http://kumeyaay.com/  
 
D-F 
Dry Creek Rancheria:  www.drycreekrancheria.com   
Elem Pomo Tribe (of Sulpher Bank Rancheria):  www.elemnation.org/  
Elk Valley Rancheria:  www.elk-valley.com  
Esselen Tribe of Monterey County:  www.esselen.com   and  www.esselennation.com   
Fort Independence Indian Reservation:  www.fortindependence.com/  
Fort Mojave Indian Tribe:  www.fortmojave.com  and 

www.itcaonline.com/tribes_mojave.html  
Fort Yuma – Quechan Tribe: www.itcaonline.com/tribes_quechan.html  
 
G-I 
Graton Rancheria:  www.gratonrancheria.com  
Greenville Rancheria: www.greenvillerancheria.com/  
Habematolel Pomo of Upper Lake:  www.upperlakepomo.com/  
Hoopa Valley Tribe:  www.hoopa-nsn.gov  
Hopland Band of Pomo Indians:  www.hoplandtribe.com  and 

www.shokawah.com/aboutUs.php  
Inaja-Cosmit Reservations:  http://kumeyaay.com/  
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Ione Band of Miwok Indians:  www.ionemiwok.org    
 
J-L 
Jamul Indian Village: http://kumeyaay.com/ or www.jamulindianvillage.com  
Karuk Tribe of California:  www.karuk.us 
Kashaya Band of Pomo Indians (of Stewarts Point Rancheria):  

http://home.pon.net/kashayapomo  
Konkow Valley Band of Maidu (see Round Valley Rancheria):  

www.maidu.com/maidu/index.html 
Kumeyaay Nation:  http://kumeyaay.com/  and www.goldenacorncasino.com/history.aspx  
La Jolla Band of Luiseño Indians:  www.lajollaindians.com/index.shtml  
La Posta Reservation:  http://kumeyaay.com/  
Lone Pine Reservation:  http://lppsr.org/index.htm  
 
M-O 
Manzanita Indian Reservation:  http://kumeyaay.com/  
Mesa Grande Reservation:  http://kumeyaay.com/  
Mooretown Rancheria:  www.featherfallscasino.com/HTML/history.htm  
Morongo Reservation:  www.morongonation.org  
North Fork Rancheria of Mono Indians:  www.northforkrancheria.com/    
 
P-R 
Pala Band of Mission Indians: www.palatribe.com  
Paskenta Band of Nomlaki Indians:  www.rollinghillscasino.com/index.php?PID=TRIBE  
Pechanga Band of Luiseño Indians:   www.pechanga.com or www.pechanga-

nsn.gov/page?pageId=1  
Picayune Rancheria of Chuckchansi Indians:  www.chukchansi.net    
Redding Rancheria: www.redding-rancheria.com/  
Robinson Rancheria Tribe of Pomo Indians:  www.robinsonrancheria.org/index.htm and  

http://home.inreach.com/precious/ana/mainmenu2.html  
Round Valley Reservation:   http://covelo.net/tribes/pages/tribes.shtml   
Rumsey Band of Wintun Indians:  www.cachecreek.com/about_us/rumsey_band.aspx  
 
S-U 
San Manuel Band of Serrano Mission Indians:  www.sanmanuel-nsn.gov  
San Pasqual Band of Digueño Mission Indians: http://kumeyaay.com/ and 

www.sanpasqualindians.org  
Santa Rosa Band of Cahuilla Mission Indians: www.santaynezchumash.org  
Santa Ynez Band of Mission Indians: www.santaynezchumash.org/  
Santa Ysabel Reservation:   http://kumeyaay.com/  
Shingle Springs Band of Miwok Indians: www.shinglespringsrancheria.com  
Smith River Rancheria:  www.tolowa-nsn.gov and www.lucky7casino.com/history.cfm  
Soboba Band of Luiseño Indians :  www.soboba-nsn.gov  
Sulpher Bank Rancheria/ Elem Indian Colony:  www.elemnation.org   
Susanville Indian Rancheria:  http://sir-nsn.gov/  
Sycuan Band of the Kumeyaay Nation: www.sycuan.com/  and  http://kumeyaay.com/  
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Tachi-Yokut Tribe (of Santa Rosa Rancheria):  www.tachi-yokut.com  
Timbisha Shoshone Tribe:  http://timbisha.org/  
Torres-Martinez Desert Cahuilla Indians:  www.torresmartinez.org/ and 

www.naein.com/NativeAmerican/torres/nps.html   
Trinidad Rancheria - www.trinidad-rancheria.org/  
Tule River Reservation:  www.tulerivertribe-nsn.gov/  
Tuolumne Rancheria - www.blackoakcasino.com/tribal/tribal.htm  
 
V-Z 
Viejas Reservation - www.viejasbandofkumeyaay.org/ and http://kumeyaay.com/  
Washoe Tribe of Nevada and California:  www.washoetribe.us/  
Winnemen Wintu Tribe: www.winnememwintu.us/  
Wiyot Tribe (Blue Lake Rancheria, Rohnerville Rancheria, Table Bluff Rancheria, and 

Trinidad Rancheria):  www.wiyot.com/  
Yurok Tribe:  www.yuroktribe.org/  
 
 
Other Websites (Including Tribes seeking federal recognition) 
 
Cahuilla Inter-Tribal Repatriation Committee:  www.cahuillarepatriation.org/index.html  
Coastal Band of the Chumash Nation - http://expage.com/page/coastal46  (currently seeking 

federal recognition)   
Costanoan Rumsen Carmel Tribe of Chino, California: www.costanoanrumsen.org/  (has 

filed for Federal recognition) 
Four Directions Institute of Native American Studies:  www.fourdir.org/  
Gabrieleno/Tongva Band of Mission Indians of San Gabriel: www.tongva.com  (seeking 

federal recognition) 
Indian Canyon Nation of Costanoan People:  www.indiancanyon.org 
Inter-Tribal Council of California: www.itccinc.org/index.html  
Juaneño Band of Mission Indians (Acjachemen Nation): www.juaneno.com or 

www.juanenoindians.com/ (have not received federal recognition) 
Kawaiisu Tribe of Tejon - http://home.att.net/~write2kate/artbyhorseindex.html  or 

www.angelfire.com/stars4/kawaiisu/   
Konkow Valley Band of the Concow Maidu:  www.maidu.com/maidu/index.html  
Mono Lake Indian Community:   Northern Paiute (seeking federal recognition) 

www.monolake.org/naturalhistory/kutzadikaa.htm  
Muwekma Ohlone Tribe - www.muwekma.org  (seeking federal recognition)   
San Luis Rey Band of Luiseño Mission Indians:  www.slrmissionindians.org/  
Southern California Indian Center, Inc.:  http://www.indiancenter.org/pages/index.php  
The Cultural Conservancy:  www.nativeland.org/static.html  
Tribal Alliance of Sovereign Indian Nations:  www.tasin.org/index2.htm  
Tsnungwe Council (Hupa):  www.dcn.davis.ca.us/~ammon/tsnungwe/treaties.html  
Winnemem Wintu Tribe:  www.winnememwintu.us 
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TABLE A8 
INDIGENOUS LANGUAGES OF CALIFORNIA 

Algic Language Family  
(There are 44 languages in this family in the United States and Canada.) 

Yurok  Branch:  Yurok [yur]  
Wiyok Branch: Wiyot  [wiy] (extinct) 

Chumash Language Family  
(There were 7 languages in this family.  All are extinct.) 

Chumash Branch:  Barbareño  [boi]  
Chumash  [chs] 
Cruzeño  [crz] 
Ineseño  [inz] 
Obispeño  [obi] 
Purisimeño  [puy] 
Ventureño  [veo] 

Hokan Language Family  
(There are 28 languages in this family in the United States and Mexico.) 

Esselen-Yuman Branch:  Esselen  Branch  Esselen* (extinct) 
 Yuman Branch  Delta-

Californian Branch   
Kumiai [dih] 

  River Yuman Branch  
 

Mohave [mov]   
Quechan [yum]   

Northern Branch:   Chimariko ** (extinct) 
 Yana Branch   Yana [ynn] (extinct) 
 Karok-Shasta Branch Karok [kyh]  
  Shasta-Palaihnihan 

Branch   
Shasta (extinct) 

   Palaihnihan  Branch   Achumawi [acv] 
Atsugewi [acv] 
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Hokan Language Family (continued) 

(There are 28 languages in this family in the United States and Mexico.) 
Northern Branch: Pomo Branch   Southeastern   Pomo, Southeastern  [pom] 
(continued)  Russian River and 

Eastern Branch  
Eastern Branch   Pomo, Eastern [peb] 

(extinct) 
  Russian River Branch 

 
Northeastern Branch   Pomo, Northeastern (Salt  

Pomo)  [pef] 
   Northern Branch   Pomo, Northern [pej] 
   Southern Branch   Pomo, Central [poo]  

Pomo, Southern [peq] 
Kashaya [kju] 

Salinan-Seri Branch:  Salinan * [sln] (extinct) 
Washo Branch:  Washo [was]  

Na-Dene Language Family  
(There are 47 languages in this family in Canada and the United States.) 

Nuclear Na-
Dene Branch:  

Athapaskan-
Eyak Branch   
Athapaskan Branch   

California Branch   Hupa Branch  Hupa [hup] (USA) 

  Pacific Coast 
Branch   

 Mattole-Wailaki Branch 
 

Kato (Cahto, Batem-Da-
Kai-Ee, Kai Po-Mo, 
Tlokeang) [ktw] (extinct) 
Mattole [mvb] (extinct) 
Wailaki [wlk] (extinct) 

    Oregon Branch  Tolowa-Galice Branch 
 

Tolowa [tol]  
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Penutian Language Family  

(There are 33 languages in this family in Canada and the United States.) 
California 
Penutian Branch:  

Wintuan Branch    Wintu [wit]  

Maiduan Branch:  Maidu, Northeast [nmu]  
Maidu, Northwest [mjd] 
Nisenan [nsz] 
Maidu,Valley  [vmv] (extinct) 

Yok-Utian Branch:  Utian Branch   
 

Costanoan Branch   Ohlone, Southern [css]  
Ohlone, Northern  [cst] * 
Karkin [krb] 

  Miwokan Branch   Western Branch   Miwok, Lake [lmw]  
Miwok, Coast [csi] 

   Eastern Branch    
 

Miwok, Bay [mkq]  
Miwok, Plains  [pmw] 

   Eastern Branch  
  Sierra Branch   

Miwok, Central Sierra  
[csm]  
Miwok, Northern Sierra  
[nsq] 
Miwok, Southern Sierra 
[skd] 

 Yokuts Branch   Yokuts [yok]  
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Uto-Aztecan Language Family 

(There are 61 languages in this family in the United States and Mexico) 
Northern Uto-Aztecan  
Branch:  

Numic Branch    Central Branch    Panamint [par] 
Shoshoni [shh]  

  Southern Branch   Kawaiisu [xaw]  
Ute-Southern Paiute  [ute] 

  Western Branch   Paiute, Northern [pao] 
Mono [mnr] 

Uto-Aztecan Language Family (continued) 
(There are 61 languages in this family in the United States and Mexico) 

Takic Branch    Cupan Branch   Cahuilla-Cupeno   Cahuilla [chl] 
  Luiseno    Luiseño [lui]  

Northern Uto-Aztecan  
Branch: (continued) 

 Serrano-
Gabrielino Branch  

Serrano [ser]  

 Tubatulabal Branch   Tübatulabal [tub] (extinct) 
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DOCUMENT ANALYSIS OF EDUCATION STANDARDS 
State Summary 

 
STATE:  FLORIDA   WEB SITE:  www.fldoe.org/Default.asp?bhcp=1    
 
 
Intertextual Analysis:  To what degree is the state department of education aligned with 
the national educational standards movement?   
 
Are there policy statements regarding alignment with national standards? 
 
I did not find any statements about alignment of state and federal standards on Florida’s 
Department of Education website.   
 
I found it interesting that, while documents available on Florida Department of 
Education’s website mentioned school reform in general and included standards for a 
number of subject areas, there was very little information about the development of and 
rationale for these standards.  On the other hand, a briefing book had been developed for 
the assessment and accountability program that included a detailed chronology of the 
development of the legislation and implementation of assessment for both schools and 
students, and for teachers.   
 
This assessment program is framed in terms of accountability.  Much of the assessment 
was developed before the content standards were adopted in 1996.  For instance, in 1968 
the state legislature directed the Department of Education to improve “educational 
effectiveness,” and in 1971 passed the Education al Accountability Act.    In 1995 the 
State Board of Education adopted the Comprehensive Assessment Design and established 
student achievement criteria which were used to identify schools with low performance.   
 
In the introduction to the briefing book, Commissioner of Education Jim Horne states, “I 
take seriously my responsibility to make sure that no child is left behind.”  This allusion 
to the national No Child Left Behind Act, which in turn is an allusion to the Left Behind 
series of books about the religious right’s notion of the Rapture suggest that education in 
Florida is more aligned to the Bush regime’s Neoconservative agenda than directly with 
the national standards movement. 
 
To what degree are the state foreign language standards aligned with ACTFL standards? 
 
Moderate.  Florida has a 54% match with ACTFL standards.  An analysis of Florida’s 
Foreign Language Standards showed a substantial match with 6 of ACTFL’s eleven 
standards:  ACTFL Standards 1.1, 1.2, and 1.3 in the Communication strand, Standards 
3.1 and 3.2 in the Connections strand, and Standard 5.1 in the Communities strand. 
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Florida did not use two of ACTFL’s standards:  (ACTFL 2.2 – Understanding the 
concept of culture, and ACTFL 5.2 – Using the language for personal enjoyment and 
enrichment). 
Florida changed the focus of two the ACTFL standards.  Florida combined ACTFL 
standards 2.1 and 2.2 in an odd way.  Rather than ACTFL’s focus on understanding the 
relationships between the studied cultures perspectives, and its practices (ACTFL 2.1) or 
its products (ACTFL 2.2), Florida’s students will used an understanding of the 
relationship between the cultures perspectives and its products to recognize its cultural 
practices.  Besides the difficulty involved in trying to infer a cultural practice from a 
product (such as food, dance, or clothing), this change eliminates the goal of any depth of 
understanding of cultural practices as expressions of a perspective. 
 
Florida also combined ACTFL goals 4.1 and 4.2 in a way that reduces their depth.  
Rather than developing understanding of the nature of language and the concept of 
culture, students are asked to recognize that there are different linguistic and cultural 
patterns, and apply this to their own language. 
 
 
Criterion 1:  The department of education (DOE) demonstrates attention to the needs of 
NA/AI students by having an office or individual responsible for Indian Education. 
 
No.  A search of the Florida Department of Education website (including the 
Department’s administrative organizational chart, its Federal Programs such as Title I, 
and its Bureau of Student Assistance) did not turn up any indication of direct staff or 
program support for American Indian students. 
 
 
Criterion 2:  In English Language Arts, listening and speaking are valued as much as 
reading and writing. 
 
Is there equal emphasis in state assessment?   
 
No.  Florida’s state assessment program focuses on reading, writing and mathematics. 
 
Are there K-12 benchmarks and instruction in listening and speaking?   
 
Yes.  The Florida Language Arts standards have five strands which are fully developed in 
content and complexity from grades PK-12.  While Reading, Writing, and Literature each 
have their own strand, oral language development is combined with viewing in the 
Listening, Viewing, and Speaking strand.  In addition, there is a Language strand which 
develops students’ understanding of the nature and power of language.  The Listening, 
Viewing, and Speaking strand has three K-12 standards in which students develop the 
ability to use listening strategies, viewing strategies, and speaking strategies. 
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Florida’s Listening standard culminates in high school with students able to select and 
use appropriate listening strategies according to the intended purpose; to describe, 
evaluate, and expand personal preferences in listening to drama, informational 
presentations, etc.; to use effective strategies for formal and informal discussions; and to 
identify bias, prejudice, and propaganda in oral messages.  At the high school level, 
Florida’s Speaking standard focuses primarily on skills in making presentations, but also 
includes the ability to select and use a variety of speaking strategies to clarify meaning 
and reflect understanding and evaluation of content, processes and experiences. 
 
In addition, at the high school level Florida’s Language strand includes the understanding 
that language and literature are the primary means by which culture is transmitted, and an 
understanding that there are differences among various dialects of English. 
 
Does policy rationale express support of oral language development?   
 
No.  The introduction to the Language Arts Grade Level Expectations list the guidelines 
upon which the grade level expectations were developed and describe how they are to be 
used.  They also provide a list of access points for tools in implementing the state 
standards. 
 
The rationale is succinct and includes an emphasis on accountability for student 
achievement within the context of standards-based reform. 
 
 
Criterion 3:  World language credit is given for American Indian languages.   
 
No Data.  There is no information on the Florida Department of Education website 
regarding foreign language credit. 
 
Foreign languages are not among the credits required for graduation by 2005 Florida 
Statute 1003.43.  However, 2005 Florida Statute 1003.42 includes foreign languages in 
its list of required subject areas.  The state has developed educational standards for 
foreign languages for grades PreK -12. 
 
 
Criterion 4:  There are standards for learning about culture that specifically address 
American Indians, and sovereignty issues are addressed in the standards. 
 
Are there standards for culture that specifically address American Indians?   
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Yes.  Specific references to Native Americans in Florida’s Social Studies Standards and 
Grade Level Expectations are listed below. 1, 2, 3 

 
Standard 1 (The student understands historical chronology and the historical 
perspective) specifically addresses Native Americans in grade 2:  the student knows 
similarities and differences among selected Native American cultures from different 
regions and times. 
 
Standard 2 (The student understands the world from its beginnings to the time of the 
Renaissance) specifically addresses Native Americans in grades 2 and 7.   
 
In grade 2, students learn “methods of communication from long ago and the 
technological developments that facilitated communications (e.g., speaking by gestures; 
transmitting stories orally; the use of pictographs, hieroglyphics and different alphabets; 
writing by hand and printing with machines)” … including smoke signals of Native 
Americans.   
 
In grade 7, students extend and refine their “understanding of ways geographical factors 
have influenced selected groups (for example, Native Americans in the Great Plains).” 
 
Standard 4 (The student understands United States history to 1880) specifically 
addresses Native Americans in grades 5, 8, and 12.   
 
In grade 5, students learn “selected geographic, economic, political, and cultural factors 
that characterized early exploration of the Americas (for example, impact on Native 
Americans, war between colonial powers, the institution of slavery)” and they understand 
“selected aspects of everyday life in Colonial America (for example, impact of religions, 
types of work, use of land, leisure activities, relations with Native Americans, slavery).”  
 
In grade 8, student study “ways state and federal policy influenced various Native 
American nations throughout United States history (for example, Cherokee and Choctaw 
removals, loss of Native American homelands, Black Hawk War, removal policies in the 
Old Northwest).”   
 
In grades 9-12, students develop an understanding of “the economic, social, and political 
interactions between Native American tribes and European settlers during the Age of 
Discovery.” 
 
1 Florida Department of Education.  (n.d.).  Grade level expectations for sunshine state standards:  Social 
studies, grades preK-12.  Retrieved July 12, 2006 from http://www.firn.edu/doe/curric/prek12/ 
pdf/ssglek.pdf  
2 Florida Department of Education.  (n.d.).  Grade level expectations for sunshine state standards:  Social 
studies, grades 6-8.  Retrieved July 12, 2006 from http://www.firn.edu/doe/curric/prek12/pdf/ssgle6.pdf 
3 Florida Department of Education.  (n.d.).  Grade level expectations for sunshine state standards:  Social 
studies, grades 3-5.  Retrieved July 12, 2006 from http://www.firn.edu/doe/curric/prek12/pdf/ssgle3.pdf 
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Standard 5 (The student understands the United States history from 1880 to the present 
day) specifically addresses Native Americans in grade 5: “the student knows ways 
American life was transformed socially, economically, and politically after the Civil War 
(for example, Western settlement, federal policy toward Native Americans, massive 
immigration, the growth of American cities, big business, mechanized farming).” 
 
Standard 6 (The student understands the history of Florida and its people) specifically 
addresses Native Americans in grades 4 and 8. 
   
In grade 4, students learn about “the contributions of selected significant men and 
women, including African Americans and Hispanics, on the development of Florida (for 
example, Ponce De Leon, Henry Flagler, Mary Bethune Cookman, Chief Osceola, 
Governor Bob Martinez),” and they develop an understanding of “selected aspects of the 
cultural, social, and political features of Native American tribes in the history of 
Florida.”  
 
In grade 8, students develop an understanding of “ways the interactions of societies and 
cultures have influenced Florida’s history (for example, early Spanish missions 
converting Native Americans to Christianity).”  
 
Are sovereignty issues addressed in these standards?   
 
Yes.  Social Studies Benchmark SS.C.1.3.4 (grades 9-12) requires students to know “the 
major parts of the federal system including the national government, state governments, 
and other governmental units (e.g., District of Columbia, American tribal governments, 
and the Virgin Islands).”   While sovereignty is not specifically mentioned, it is implicit 
in understanding the governments of American Indian tribes.4  
 
 
Criterion 5:  Local Tribes (a) participated in developing the standards and/or (b) provide 
regular, formal advisement to the state Department of Education. 
 
Was there participation in standards development?   
 
No data.  There is no information on Florida’s web site regarding the development of the 
education standards.   
 
The Assessment and Accountability Briefing Book lists a number of standing, annual, and 
ad hoc committees involved in the development of the assessment system.  Of these, the 
 
4 Florida Department of Education.  (n.d.).  Social studies, grades 9-12.  Retrieved July 12, 2006 from  
www.firn.edu/doe/curric/prek12/pdf/socstud9.pdf  
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Reading Content Advisory Committee and the Writing Content Advisory Committee 
were composed of Language Arts professionals from schools, school districts, and 
universities.  The following committees include community members beyond content 
professionals and specialists:  
 

The Community Sensitivity Committee reviews the subject matter and language 
of the reading passages, prompts and items to ensure that “the primary purpose of 
assessing achievement is not undermined by inadvertently including…any 
material that may be deemed inappropriate by parents and other citizens.”  
Participants include “representatives of statewide religious organizations, parent 
organizations, community-based organizations, and cultural groups (e.g. Hispanic 
or American Indian), school boards, school district advisory council members, 
and leaders in business and industry). (p. 16).  Participants are groups of Florida 
educators representative of Florida’s regional, racial/ethnic, and cultural diversity. 
 
The Bias Review Committee reviews passages, prompts and items for potential 
gender, racial/ethnic, linguistic, religious, geographic, and socioeconomic bias. 

 
Is there on-going advisement by Florida tribes?   
 
No.  There is no evidence of advisement by American Indian tribes on the Florida 
Department of Education website. 
 
 
Criterion 6:  There is evidence that culturally-based curricula and instructional 
approaches are supported and promoted. 
 
Are culturally-based curricula and instructional approaches supported and promoted 
through the State educational standards and curriculum guidance?   
 
No.  In comparison with some state department of education sites, instructional 
approaches developed and on promoted by the state are quite limited.  There is no 
evidence of culturally-based curricula or instructional approaches. 
 
Is there evidence of support or promotion of cultural- based curriculum and instruction 
that is outside the state standards framework?    
 
No.  The Florida Department of Education site does not link to outside sites with 
information regarding curriculum and instruction. 
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TABLE A9 
Florida:  Demographic Information5 
 

State Population (Total)  15,982.378 100%
Indian population 
(alone or in combination) 

117,880 0.7% of total

Indian Population 
(alone) 

53,541 0.3% of total

 
 
 
 
 
TABLE A10 
Florida:  Federal Reservations and Indian Lands 6 
 
Reservation Tribes7 Languages8 
Big Cypress Seminole Tribe of Florida Creek 
Brighton Seminole Tribe Creek 
Hollywood Seminole Tribe of Florida Creek 
Immokalee Seminole Tribe of Florida Creek 
Miccosukee Miccosukee Tribe of Indians of 

Florida 
Miccosukee 

Tampa Seminole Tribe of Florida Creek 
Florida State 

Reservation 
Miccosukee Tribe of Indians of 

Florida 
Seminole Tribe of Florida 

Creek 
Miccosukee 

 
 
 
 
 
 
 

 
5 U.S. Census Bureau.  (February, 2002).  The American Indian and Alaska Native population:  2000.   
Washington, DC:  U.S. Department of Commerce 
6 Florida.  In American Indian Reservations and Indian Trust Areas.  (October, 1995).  Veronica E.V. 
Tiller, V.E.V. (Ed).  (pp. 323-327).  Retrieved December 17, 2005 from 
http://www.eda.gov/ImageCache/EDAPublic/documents/pdfdocs/15florida_2epdf/v1/15florida.pdf .  
7 Native Languages of the Americas.  (n.d.)  Preserving and promoting American Indian languages.  
Retrieved  November 7, 2006 from  http://www.native-languages.org/languages.htm#alpha  
8 Ibid. 
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TABLE A11 
Tribal Web Site URLs 
 
The Seminole Tribe of Florida:  http://www.semtribe.com/  
Miccosukee Tribe of Indians of Florida:  http://www.miccosukeeresort.com/tribe.html  
 
 
 
 
 
 
TABLE A12 
INDIGENOUS LANGUAGES OF FLORIDA  
 

Muskogean Language Family  
(There are 6 languages in this family in the United States.) 

Eastern Branch:   Mikasuki [mik]   
Muskogee [mus]   
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DOCUMENT ANALYSIS OF EDUCATION STANDARDS 
State Summary 

 
STATE:  MONTANA       WEB SITE:  www.opi.state.mt.us  
 
 
Intertextual Analysis:  To what degree is the state department of education aligned with 
the national educational standards movement?   
 
Are there policy statements regarding alignment with national standards? 
 
No.  I did not find any statements about alignment of state and federal standards on the 
Montana web site. 
 
To what degree are the state foreign language standards aligned with ACTFL standards? 
 
Moderate.  Montana has a 54% match with ACTFL standards.  An analysis of 
Montana’s World Language standards showed a substantial match with five of ACTFL’s 
eleven standards:  ACTFL Standards 1.1, 1.2 and 1.3 in the Communication strand; 
Standards 3.1 and 3.2 in the Connections strand; and Standard 4.2 in the Comparisons 
strand. 
 
One of the ACTFL standards was not used:  Standard 5.2 in the Communities strand. 
 
Montana combined ACTFL Standards 2.1 and 2.2 in the Culture strand, and added new 
language emphasizing effective use of cultural knowledge in cross-cultural contexts.  
Montana changed ACTFL Standard 4.1 in the Comparisons strand in order to specify a 
focus on language patterns and the application of this knowledge to the student’s own 
language.  Montana also changed ACTFL 5.1 in the Communities strand to encompass 
both language and cultural skills and apply them in daily life.     This is an interesting 
shift in that it eliminates the original reference to the school setting, and assumes both 
that there are opportunities to use world languages in the community and that it is natural 
to do so.1 
 
 
Criterion 1:  The department of education (DOE) demonstrates attention to the needs of 
NA/AI students by having an office or individual responsible for Indian Education. 
 

 
1 Montana Office of  Public Instruction.  (1999, October).  Montana standards for world languages.  
Retrieved January 26, 2005 from www.opi.state.mt.us/index.html 
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Yes.  The Montana Office of Public Instruction has several staff with responsibilities for 
Indian Education.  They are:   
 

 
Denise Juneau, Director of Indian Education 
djuneau@mt.gov  
406 444-3694  
 
Lynn Hinch, Bilingual Education/Indian Ed Administrator 
lhinch@mt.gov  
406 444-3482 
 
Mike Jetty, Indian Education Specialist – Curriculum 
mjetty@mt.gov  
406 444-0720 
 
Mandy Smoker Broaddus, Indian Education Achievement Specialist 
mBroaddus@mt.gov 
406 444-3013 
 
Cal Boyle, GEAR UP Program Specialist 
cboyle@mt.gov 
406 444-4790 
 
Amy Sings in the Timber, Dropout Prevention Program Specialist 
asingsinthetimber@mt.gov  
406 459-7864 
 
Joan Franke, Administrative Assist. 
jfranke@mt.gov  
406 444-3694 

 
Additional evidence of attention to needs of NA/AI students  
 
Montana’s Indian Education office has two goals.  The first is to assure that Indian 
students and communities receive an equitable, high quality education. The second is to 
assure that all students leave the public education system with an understanding of the 
rich history and contemporary issues of Montana's Indians. 
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In the Montana Constitution under Article X, Section 1(2), “The state recognizes the 
distinct and unique cultural heritage of American Indians and is committed in its 
educational goals to the preservation of their cultural integrity.”2 
 
The Montana Office of Public Instruction has compiled a great deal of information, 
articles and guidance regarding the education of Indian children, and makes this 
information readily accessible from a prominent link on the home page of its web site.  
This is especially significant because other kinds of information, including information 
about Montana’s education standards, are more difficult to locate.  Information which can 
be found through links from the Indian Education Office site includes: 
 

State funding opportunities, including Indian Education for All funding to help 
districts meet the Montana constitution (Article X, section 1(2)) and the statutory 
requirements for the recognition of American Indian cultural heritage (20-1-501, 
MCA).3 
 
Opportunities to volunteer, including applications to serve on the OPI’s School 
Support Teams which review school operations and performance.  The teams are 
looking for educators familiar with Indian Education. 
 
Resources for teachers, administrators including basic and essential information 
regarding Montana’s tribal nations and Indian Education initiatives. 
 
A directory of Montana’s Indian Education programs. 
 
Information and resources for parents. 

 
 
Criterion 2:  In English Language Arts, listening and speaking are valued as much as 
reading and writing. 
 
Is there equal emphasis in state assessment?   
 
No.   Montana groups its standards for listening and speaking (oral language).  Reading 
and Writing each have their own set of standards. 
 
There is little information on the Montana Office of Public Education web site that 
provides an overview of the state assessment program.  The state requires annual testing 

 
2 Montana Office of Public Instruction. (2004, December 15).  OPI Indian education.  Retrieved January 7, 
2005 from www.opi.state.mt.us  
3 McCulloch, L., Superintendent, Montana Office of Public Instruction.  (December 21, 2005 memo: 2005 
Special Session Legislative summary).   
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using the Iowa tests in Reading and Language Arts.  Montana’s criterion-referenced test 
in reading is published by Measured Progress, Inc. 4  
  
Are there K-12 benchmarks and instruction in listening and speaking?  
 
Yes.  There are four Listening and Speaking Content Standards.  All are fully developed, 
with benchmarks at the end of grades 4, 8, and 12. 
 
Examples of the importance given to oral communication include the following: 

 
Standard 1, Benchmark 1 (12th grade):  “explain the importance of effective oral 
communication in creating meaning, influencing thought, and making decisions.” 
 
Standard 2, Benchmark 1 (12th grade):  “explain, apply, and evaluate one’s own 
and others’ techniques of listening in a variety of situations…” 
Standard 3, Benchmark 2 (12th grade):  “use informal, standard, and technical 
verbal language effectively to fit the purpose, audience, occasion and task.” 

 
Standard 4, Benchmark 4 is especially interesting in that it potentially lays a 
strong foundation for cross cultural respect.  It develops from “show respect for 
the feelings and values of others when listening and speaking” at grade four, 
through “analyze the legal and ethical issues associated with responsible 
communication” at grade 12.5 

 
Does policy rationale express support of oral language development?   
 
Yes.  Montana has a very strong statement supporting its standards for speaking and 
listening.  In addition to stating that oral language is the basis for language development, 
thinking, gathering information, and shaping how we are perceived, the introduction 
notes that 80% of communication is oral (i.e. listening and speaking).  Montana views the 
teaching of listening and speaking skills as critical in preparing students for their roles as 
family members, workers, and citizens. 
 
 
Criterion 3:  World language credit is given for American Indian languages.   
 
Yes.  Native American languages are specifically included as a world language in the 
introduction to the Montana Standards for World Languages.  The introduction also 

 
4 Montana Office of Public Instruction.  (2006, January 26).   OPI parents – testing.  Retrieved April 16, 
2006 from www.opi.state.mt.us/index.html  
5 Montana Office of Public Instruction.  (n.d.)  Montana standards for speaking and listening.  Retrieved 
January 26, 2005 from www.opi.state.mt.us/index.html  
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states that children coming to school from non-English-speaking homes should have an 
opportunity to develop further proficiency in their first languages. 
 
In addition, the differences in communication focus between modern languages and 
American Indian languages are noted.  “Classical languages and some American Indian 
languages will often have a different communication than modern languages.  The 
standards and benchmarks, designed to encompass all aspects of language learning, are 
applied as they fit the recognized purpose of the study of a particular language.  Oral 
proficiency is not the major outcome of studying a classical language, nor are reading and 
writing primary outcomes in learning all American Indian languages” (p. 1).6   
 
 
 
Native Language Teachers.   
 
The Board of Public Education approved a Class 7 Native Language Specialist 
certification in 1995.  Each Montana tribe developed standards and a program. Those 
who know the local native language and complete the program can receive the 
certification and teach in the K-12 public education system.7 
 
 
Criterion 4:  There are standards for learning about culture that specifically address 
American Indians, and sovereignty issues are addressed in the standards 
 
Are there standards for culture that specifically address American Indians?   
 
Yes.  As part of the Montana School Improvement Initiative, the Office of Public 
Instruction and the Board of Public Education have embedded American Indian culture 
and heritage into the revised content standards across the curriculum. 
 
World Language Standards 
 
Montana’s world language standards clearly and specifically include American Indian 
languages.  The culture standards are more extensive than those of many other states.  
Five of the nine content standards include cultural study.   
 
Social Studies Standards 
 

 
6 Montana Office of  Public Instruction.  (1999, October).  Montana standards for world languages.  
Retrieved  January 26, 2005 from www.opi.state.mt.us/index.html  
7 Nielson, D.B. (d.).  (2001).  2001 Montana statewide education profile.  Helena, MT:  Montana Office of 
Public Instruction.  Available online at www.opi.state.mt.us/index.html  
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American Indians are included at the benchmark level in Montana’s Social Studies 
Standard 2 (…analyze how people create and change structures of power, authority, and 
governance…), Standard 4 (…demonstrate an understanding of the effects of time, 
continuity and change on historical and future perspectives and relationships), and 
Standard 6 (…demonstrate an understanding of the impact of human interaction and 
cultural diversity on societies).8 
 
Standard 4 includes the identification and analysis of events, people, and contributions of 
American Indian tribes, and at grade 12 includes the investigation and interpretation of 
multiple viewpoints concerning events such as assimilation within and across cultures. 
 
Standard 6, Benchmark 5 for grade 12 expects students to be able to analyze the conflicts 
resulting from cultural assimilation and cultural preservation among various ethnic 
groups.9 
 
Are sovereignty issues addressed in these standards?   
 
Yes. The Benchmarks for Social Studies Content Standard 2 include the development of 
an understanding of local, state, tribal and federal government by the end of grade 4.  The 
benchmarks for grade 8 and grade 12 include an understanding of the concept and 
significance of tribal sovereignty in intergovernmental interactions. 
 
The Benchmarks for Social Studies Content Standard 4 develop students understanding 
of the history culture and current status of American Indian tribes in Montana and the 
Untied States, and include tribal sovereignty in the benchmarks for grades 8 and 12.   
 
 
Criterion 5:  Local Tribes (a) participated in developing the standards and/or (b) provide 
regular, formal advisement to the state Department of Education. 
 
Was there American Indian participation in standards development?   
 
Unclear.  The original Model Learner Goals and program area standards were adopted in 
1989, and were reviewed and revised in the late 1990s.  The current Content and 
Performance Standards were adopted in 1999 and 2000.10  There is little information on 
actual participation by Montana’s American Indian tribes in the development of 
Montana’s education standards.   However, Montana does have a history of planning for 
the educational needs of Indian children.  In 1975 an Indian Culture Master Plan was 

 
8 Montana Office of Public Instruction.  (n.d.)  Montana standards for social studies.  Retrieved January 
26, 2005 from www.opi.state.mt.us/index.html  
9 Ibid. 
10 Nielson, D.B. (Ed.).  (2001). 2001 Montana statewide education profile.  Helena, MT:  Montana Office 
of Public Instruction.  Available at www.opi.state.mt.us/index.html  
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developed.  Shortly after the adoption of the original Model Learner Goals, A Plan for 
American Indian Education in Montana was created in close collaboration with the 
Montana Advisory Council for Indian Education (MACIE). 
 
In 1999 the Montana State Legislature passed a law directing Montana’s education 
community to comply with Montana’s constitutional commitment to Indian education.  
This was followed by a series of forums, the formation of a governor’s task force, and 
other planning activities.  Among the outcomes was the development of a curriculum 
guide that aligns American Indian content to Montana’s content standards. 11   
 
This sequence implies that, whether by design or by preference, the greatest participation 
by tribes and Indian educators came after the development of the standards.   
 
Is there on-going advisement by Montana tribes?  
 
Yes.  The Montana Board of Education and the Office of Public Instruction have 
established the Montana Advisory Council for Indian Education to advise them on 
matters affecting the education of Indian students.   Members are selected in consultation 
with Indian education organizations, tribes, and schools, and each reservation is invited to 
have a member on the Council.12 In addition to the advisory council, Montana employs 
multiple Indian Education staff in the Office of Public Instruction and additional 
opportunities for participation are listed on the Indian Education web page.    
 
The Office of Public Instruction recently held a summit in order to receive 
recommendations on improving the education of Indian children.  The process and results 
are published on the Department’s web site.13 
 
 
Criterion 6:  There is evidence that culturally-based curricula and instructional 
approaches are supported and promoted. 
 
Are culturally-based curricula and instructional approaches supported and promoted 
through the State educational standards and curriculum guidance?   
 
Yes.  Montana strongly supports culture-based curricula.  In addition to the Indian 
Education for All legislation which mandates that American Indian culture and heritage 
be integrated across the curriculum and taught to all students, state guidance for district 

 
11 Juneau, D.  (2000, November).  Statewide Indian education events:  A brief history.  In OPI Montana 
Schools:  Special Issue on Indian Education.   
12 Montana Office of Public Instruction.  (2006, April 12).   OPI:  Montana advisory council for Indian 
education (MACIE).  Retrieved April 14, 2006 from www.opi.mt.gov/indianed/macieNew.html  
13 Montana Office of Public Instruction.  (2006, April 5).  OPI: Indian education summit – A call to action.  
Retrieved April 18, 2006 from www.opi.stat.emt.us/index.html   
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level comprehensive 5-year plans to implement Indian Education for all has been 
disseminated. 14  A model curriculum for social studies, an idea book for lesson plans, 
and other materials to provide guidance to teachers are available through eth Office of 
Public Education’s Indian Education website. 15, 16  
 
While the focus is more on cultural content than on incorporating American Indian ways 
of thinking and learning into the instructional process, the entire initiative has been 
developed in close collaboration with Montana’s Indian communities. 
 
Is there evidence of support or promotion of culturally- based curriculum and instruction 
that is outside the state standards framework?   
 
Not applicable.  The state standards framework is very inclusive of culturally-based 
curriculum and instruction that accurately reflects American Indians. 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

 
14 Falcon, L.  (2003, January 21)  Five-year comprehensive planning to implement Indian education for all:  
Guidelines for Montana K-12 public schools. Montana Office of Public Instruction and Montana Advisory 
Council on Indian Education.  Retrieved April 12, 2006 from http://www.opi.mt.gov/pdf/indianed/IEFA/ 
FYCPguidelines.pdf 
15 Montana Office of Public Instruction.  (2005, November).  Essential understandings regarding Montana 
Indians:  Social studies model curriculum.  Retrieved April 23, 2006 from www.opi.mt.gov/PDF/Indian 
Ed/Resources/EssentialUnderLessons.pdf  
16 Montana Office of Public Instruction.  (Rev. 2002).  Idea book for creating lessons and units about 
American Indians.  Retrieved April 23, 2006 from www.opi.mt.gov/pdf/IndianEd/Resources/IdeaBook.pdf.  
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TABLE A13 
Montana: Demographic Information17 
 

State Population (Total)    902,195 100%
Indian population 
(alone or in combination) 

N = 66,320  7.4 % of total  

Indian Population 
(alone) 

56,068 6.2% of total

 
 
 
TABLE A14 
Montana:  Federal Reservations and Indian Lands 18 
 

Reservation Tribes Languages19, 20 

Blackfeet Reservation Blackfeet Nation Blackfoot (Pikanii) 
Crow Reservation Crow Nation (Apsaalooke Nation) Crow (Apsaalooke) 
Flathead Reservation Confederated Salish and Kootenai 

Tribes: the Bitterroot Salish, the 
Kootenai, and the Pend d’Oreille 

Spokane 
Kalispel 
Flathead Salish 
Kootenai 

Fort Belnap Indian 
Reservation 

Assiniboine Tribe of Fort Belnap 
Gros Ventre Tribe of Montana 

Nakoda 
(Assiniboine) 

Gros Ventre 
Fort Peck Reservation Assiniboine:  Canoe Paddler Band 

and Red Bottom Band 
Sioux:  Sisseton/Wahpetons, the 

Yanktonais, and the Teton 
Hunkpapa 

Nakoda 
(Assiniboine) 

Dakota/Lakota 

Northern Cheyenne Northern Cheyenne Tribe  Cheyenne 
Rocky Boy’s 
Reservation 

Chippewa-Cree Tribe Chippewa/Ojibway 
Cree 

(no designated 
reservation) 

Little Shell Tribe Chippewa/Ojibway 

 
 
 
17 U.S. Census Bureau.  (February, 2002).  The American Indian and Alaska Native population:  2000.   
Washington, DC:  U.S. Department of Commerce. 
18 Tiller, V. E. V. (2005). Tiller's guide to Indian country:  Economic profiles of American Indian 
reservations. Albuquerque, NM: BowArrow Publishing Company. 
19 Gordon, R.G., Jr. (Ed.). 2005. Ethnologue: Languages of the world, fifteenth edition. Dallas, TX.: SIL 
International. Online version: http://www.ethnologue.com/. 
20 Native languages of the Americas.  (n.d.)  Preserving and promoting American Indian languages.  
Retrieved November 7, 2006 from  http://www.native-languages.org/languages.htm#alpha 
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TABLE A15 
Tribal Web Site URLs 
 
Apsaalooke Nation:  http://www.apsaalookenation.com/  
Blackfeet Nation:  http://www.blackfeetnation.com/  
Confederated Salish and Kootenai Tribes:  http://www.cskt.org/  
Crow Tribe:  http://www.crownations.net/  
Fort Belnap Nations:  http://www.fortbelknapnations-nsn.gov/  
Fort Peck Tribes:  http://www.fortpecktribes.org/  
Little Shell Tribe of Chippewa Indians of Montana (a band of Chippewa/Objibwe and 

Cree Indians in Montana; not yet federally recognized): 
http://www.littleshelltribe.us/ 

Northern Cheyenne:  http://www.ncheyenne.net/  
Montana-Wyoming Tribal Leaders Council (Member Tribes are Arapaho, Blackfeet, 

Crow, Chippewa Cree, Fort Belnap, Fort Peck, Northern Cheyenne, Salish and 
Kootenai, and Eastern Shoshone):  http://www.mtwytlc.com/    
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TABLE A16 
INDIGENOUS LANGUAGES OF MONTANA 
 

Algic Language Family 
(There are 44 languages in this family in the United States and Canada.) 

Algonquian Branch:  Plains Branch  Blackfoot [bla]  
Cheyenne [chy]  

  Arapaho Branch  Gros Ventre [ats]) 
 Central Branch  Cree-Montagnais-

Naskapi Branch  
Cree, Plains [crk]  

  Ojibwa Branch   Chippewa [ciw]  
Salishan Language Family 

(There are 27 languages in this family in the United States and Canada.) 
Interior Salish Branch (8):  
 

Southern Branch  Kalispel-Pend D'oreille [fla]  

Siouan Language Family 
(There are 17 languages in this family in the United States and Canada) 

Siouan Proper Branch 
(16):  
 

Missouri Valley Branch  Crow [cro]  

 Central Branch  
 

Mississippi Valley Branch   Dakota Branch   Assiniboine [asb]  
Dakota [dak]  
Lakota  [lkt]  

Language Isolate (40) 
 

Kutenai [kut] (Canada) 
Mixed Language 

French-Cree:  Michif [crg]  
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DOCUMENT ANALYSIS OF EDUCATION STANDARDS 
State Summary 

 
STATE:  NEW MEXICO    WEB SITE:  www.ped.state.nm.us  
 
 
Intertextual Analysis:  To what degree is the state department of education aligned with 
the national educational standards movement?   
 
Are there policy statements regarding alignment with national standards? 
 
No.  The New Mexico Public Education Department mission and vision are displayed on 
its home page.  Its vision, “a world-class educational system in which all New Mexico 
students are prepared to succeed in a diverse and increasingly complex world,” 
emphasizes the diversity and complexity of the world without making reference to 
globalization or global competition.  A review of the standards and policy documents did 
not turn up any references to A Nation at Risk, or other documents and phrases associated 
with the standards movement. 
 
The Legislation authorizing New Mexico’s education standards states the purpose of 
New Mexico schools as “in partnership with families, to prepare students to be 
responsible citizens and family members, to prepare students for educational success, and 
to prepare students to obtain and maintain gainful employment.”1  
 
The Department’s mission is to provide technical assistance and leadership in order to 
increase student performance and close the achievement gap.  There is strong evidence of 
an on-going practice of community involvement.  For instance, links to dates and 
information from an extended series of public meeting is posted just below the mission 
and vision statements, and contact information for the Superintendent of Public 
Instruction is posted just above. 
 
To what degree are the state foreign language standards aligned with ACTFL standards? 
 
Low.  (New Mexico has a 17% match with ACTFL standards.)  New Mexico goes its 
own way with seven standards for Modern, Classical, and Native Languages rather than 
ACTFL’s eleven Foreign Language standards. 
 
New Mexico’s closest matches with ACTFL standards are with ACTFL’s 3.1 (use of the 
language to expand knowledge of other disciplines), and 5.2 (use of the language for 
 
1 6.30.2 NMAC. Primary and secondary education, educational standards – General requirements, 
standards for excellence.  Retrieved April 24, 2004 from www.nmcpr.state.nm.us/nmac/parts/ 
title06/06.030.0002.htm  
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personal enjoyment and enrichment).  These are expressed in New Mexico’s standards 6 
and 7. 
While the wording of New Mexico’s standard 5 is different, its objectives match the 
intent of ACTFL standard 4.1 regarding an understanding of the nature of language. 
 
New Mexico’s remaining four standards are different from those of ACTFL.  While New 
Mexico’s first two standards focus on expressive and receptive language, as do ACTFL’s, 
the New Mexico standards make culturally appropriate communication the explicit focus 
of its first standard, and include observation among its means of comprehension in its 
second standard.  These two ideas do not appear in the ACTFL standards.  They represent 
a shift in focus toward the practical necessities of respectful communication between 
people and reflect the reality of New Mexico’s cultural diversity.   
 
This focus on grounded communication and respect continues in the other unique New 
Mexico standards.  While ACTFL standard 3.2 focuses on the distinctive viewpoints 
available only through the foreign language and culture, New Mexico’s standard 4 
focuses on understanding other cultures’ values as well as languages, traditions, and 
individual perspectives. 
 
In its third standard for Modern, Classical, and Native Languages, New Mexico steps 
back from understanding the concept of culture that is the focus of ACTFL’s standard 
4.2, and instead focuses on understanding the relationship between language and culture.  
The relationship between language and culture is an important discussion. When a 
language is endangered, cultural knowledge and ways of thinking that are embedded in 
the language are also threatened. 
    
New Mexico does not include standards that are similar to ACTFL standards 1.3 (using 
the target language to present ideas to an audience), 2.1 and 2.2 (relationships between 
cultural practices, products, and perspectives), and 5.1 (using the language both within 
and outside the school setting). 
 
 
Criterion 1:  The department of education (DOE) demonstrates attention to the needs of 
NA/AI students by having an office or individual responsible for Indian Education. 
 
Yes.  The NM Public Education Department has an entire Division of Indian Education, 
rather than an Indian Education program within another division. 2  
 
The primary contact for the Santa Fe Indian Education Bureau is:  
 

Jerry Apodaca  
 
2 New Mexico Public Education Department.  (n.d.). Welcome.  Retrieved January 3, 2006 from 
www.ped.state.nm.us/indian.ed/index.htm 
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Education Building, 300 Don Gaspar Avenue 
Santa Fe, New Mexico 87501-2786 
Phone: (505) 827-6679 
Fax: (505) 827-6668 
 

The contact for the Northwest Indian Education Satellite Bureau is: 
 

907 N. Metro 
Gallup, New Mexico 87301 
Phone: (505) 722-0317 
Fax: (505) 722-0324 

 
In addition, the New Mexico Public Education Department’s Division of Indian 
Education web pages provide information and links for the recipients of state grants for 
native language maintenance and revitalization, New Mexico Indian Education Advisory 
Council members, information on state and federal policy, law, and regulations relating 
to American Indian education, and directories for New Mexico’s tribes and Indian 
Education Programs.  
 
 
Criterion 2:  In English Language Arts, listening and speaking are valued as much as 
reading and writing. 
 
Is there equal emphasis in state assessment?   
 
No.  Most listening and speaking benchmarks are assessed primarily at the classroom 
level, only.3 
 
Are there K-12 benchmarks and instruction in listening and speaking?   
 
Yes.  New Mexico places the receptive language skills (listening and reading) in one 
strand and the production language skills (speaking and writing) in another.  A third 
strand addresses Literature and Media.  All listening and speaking skills are developed 
from kindergarten through high school. 
 
The Reading and Listening standard addresses the strategies and skills students need form 
comprehension of information that is read, heard, or viewed.  At the high school level, 
three of its four benchmarks include listening skills and incorporate thinking skills. They 
are: listen to, read, react to, and analyze information; synthesize and evaluate information 
to solve problems across the curriculum; and demonstrate critical thinking skills to 
evaluate information and solve problems. 
 
3 New Mexico Public Education Department.  (n.d.).  Assessment frameworks: Language arts.  Retrieved 
March 16, 2006 from www.ped.state.nm.us/div/add.assess/frameworks.html  
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The Writing and Speaking standard focuses on effective communication through 
speaking and writing.  At the high school level, the first two benchmarks expect students 
to communicate information in a coherent and persuasive manner using verbal and non-
verbal communication, using grammatical and language conventions correctly. 4, 5 
 
Does policy rationale express support of oral language development?   
 
Yes.  New Mexico presented ten Guiding Principles to frame its language arts standards 
and curricula. The first principle links language and thinking skills.  The second principle 
grounds early literacy in oral language development.6   
 
 
Criterion 3:  World language credit is given for American Indian languages.   
 
Yes.  The Modern, Classical and Native Languages standards with benchmarks have 
been adopted for students in grades K-8, and are offered as electives in grades 9-12.  The 
introductory materials to the standards note that languages are a community resource and 
that New Mexicans must understand and value languages and cultures that are native to 
the state – especially those of Native Americans. 7, 8 
 
 
Criterion 4:  There are standards for learning about culture that specifically address 
American Indians, and sovereignty issues are addressed in the standards. 
 
Are there standards for culture that specifically address American Indians?  
 
Yes.  American Indians are explicitly addressed in the standards for Social Studies and 
for Modern, Classical and Native Languages. 
 

 
4 New Mexico Public Education Department.  (n.d.) Language arts standard 1:  Reading and listening for 
comprehension.  Retrieved January 11, 2006 from http://nmstandards.org/standards/language_arts/LA-LA-
01 
5 New Mexico Public Education Department.  (n.d.) Language arts standard 2: Writing and speaking for 
expression.  Retrieved January 11, 2006 from www.nmstandards.org/standards/language_arts/LA-LA-02 
6 New Mexico Public Education Department.  (n.d.).  CILT standards:  Language arts – Guiding 
principles.  Retrieved  January 10, 2005 from www.ped.state.nm.us/cilt/standards/langauge/principles.html  
7 New Mexico Public Education Department.  (n.d.)  CILT standards: Modern, classical, and native 
languages – Framework.  Retrieved January 10, 2005 from www.ped.state.nm.us/cilt/standards/ 
modernlanguages/framework.html  
8 6.30.2 NMAC Primary and secondary education, educational standards – General requirements, 
Standards for excellence.  Retrieved April 24, 2004 from www.nmcpr.state.nm.us/nmac/parts/ 
title06/06.030.0002.htm  
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Social Studies Content Standards and Benchmarks   
 
New Mexico’s four social studies standards (history, geography, civics and government, 
and economics) are based in part on the principle that the human and civil rights of all 
people must be respected.  They also emphasize the students’ shared heritage and the 
contributions of the diverse peoples and cultures that make up the state, including the 
Native American tribes.  In addition to the fairly common catchphrase, respect diversity, 
New Mexico emphasizes social competence and moral development.    
 
Specific references to New Mexico’s indigenous peoples and tribes, as well as other 
cultural and ethnic groups, are systematically woven into the benchmarks and 
performances standards at every level.  In addition, wherever there is specific reference to 
a level of government, Native Americans are included in the phrase “local, state, tribal 
and national …” (emphasis added).9 
 
History-Content Standard I deals with people and events in New Mexico, the U.S. and 
the world.   In a spiraling approach, the Performance Standards develop students’ 
understanding of culture by moving from: 

a general focus on the various cultures of New Mexico, and a knowledge of 
important issues and events from New Mexico pre-history to present (grades 1-
4), to  
 
describing changes in cultures and governance from indigenous through various 
colonial regimes to the present (grades 5-8), to  
 
a comparison and contrast of the relationships over time of Native American 
tribes with other cultures, including topics such as unresolved land grand and 
treaty issues, and Indian reservations (grades 9-12). 

 
Modern, Classical and Native Languages Content Standards   
 
New Mexico has made an exemplary commitment to teaching about culture and 
intercultural communication through its Modern, Classical and Native Languages 
Content Standards.  It is clear that its expectations go well beyond foreign language as an 
introductory or enrichment program, to a view that all students should be able to 
communicate in more than one language and culture.  This view is supported in 
introductory statements regarding the unifying concepts which underlie the standards, 
which affirm that language and communication are at the heart of human experience, that 
culture is an integral part of communication, and that the skills of understanding and 
communicating with diverse cultural groups are essential in the 21st century.   
 
9 New Mexico Public Education Department.  (2001, June 22). New Mexico social studies content 
standards and benchmarks:  Introduction and curriculum framework.  Retrieved January 10, 2006 from 
www.nmlites.org/downloads/standards/stand_ss.pdf 
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Explicit recognition is given to the languages and cultures native to New Mexico as 
community resources.  Therefore, New Mexico bases its standards on a long-term, 
articulated program of study.  Essentially, the acquisition of modern, classical, and/or 
native language is treated as core curriculum. 10, 11  
 
In reviewing the standards themselves and the accompanying instructional guidance, I 
found them to be based firmly in current research on first and second language 
acquisition.  The standards also reflect a sophisticated understanding of the interaction 
between culture and language, and a clear intent that students would graduate with the 
ability to apply their language and cultural skills in learning experiences within the 
schools, as well as in the local community and the world at large.  This means that an 
affirmation of immersion-style bilingual education and multicultural education is written 
into foreign language policy.  There is no disconnect between rhetoric and practice; it 
flows seamlessly.   
 
Infusion Across the Content Areas  
 
While I did not review all content areas in every state in my study, I did dig deeper into 
New Mexico because of evidence that the study of culture had been infused across the 
content areas.  I was impressed by the sophistication of the study of intercultural 
dynamics in the world language standards, and by the systematic inclusion of Native 
American and tribal study into the Social Studies standards.  In fact, culture is infused 
into all the standards areas except Career Readiness and Mathematics. Its infusion into 
the Arts standards may be summarized by Visual Arts Standard 6:  “Show increased 
awareness of diverse peoples and cultures through visual and performing arts.”12  While 
the connection of the Arts to intercultural understanding may be obvious, it is also 
interesting that the standards for both Physical Education and Health promote respect for 
differences among people and an analysis of the influence of culture on health, among 
other factors.  While the Science standards do not specifically mention culture, there is a 
standard for Science and Society that promotes understanding of how societies influence 
and are influenced by scientific discoveries. Language Arts Standard 3:  Literature and 
Media focuses on developing an understanding of people, societies and self through 
literature and media.   
 
Are sovereignty issues addressed in these standards?   
 

 
10 New Mexico Public Education Department.  (1998?)  Modern, classical and native languages content 
standards.  Retrieved January 10, 2005 from http://www.nmlites.org/downloads/standards/ 
stand_mcnlps.pdf 
11 Bilingual Multicultural Education Act.  (2004) .NM STAT.ANN. 1978 §§ 22-23-1-6.   
12 New Mexico Public Education Department.  (n.d.).  Visual Arts Standard 6.  Retrieved January 11, 2006 
from http://nmstandards.org/standards/arts/visual_arts/AR-VA-06  
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Yes.  New Mexico covers tribal sovereignty in through Social Studies grades 5-8 
Benchmark III – A:  Understand the structure, functions, and powers of government 
(local, state, tribal and national).  Under this benchmark, the following performance 
standards address sovereignty and related issues: 
 

In grade 5, performance standard 4 asks students to compare and contrast the 
basic sovereignty of local, state, tribal and national governments. 
 
In grade 7, performance standard 3 asks students to compare the structure and 
function of the state legislature with tat of the states tribal governments. 
 
In grade 8, performance standard 1, students examine the United States 
Constitution and explain the powers granted to the three branches of government 
and those reserved to the people states, and tribes including the division of 
sovereignty between the states and federal government, and the sovereignty of 
Native American tribes in relations to state and federal governments. Performance 
standard 3 asks students to describe the contributions of Native Americans in 
providing a model that was used in forming the United States government 
(Iroquois Nation). 

  
 
Criterion 5:  Local Tribes (a) participated in developing the standards and/or (b) provide 
regular, formal advisement to the state Department of Education. 
 
Was there participation in standards development?   
 
No data.  New Mexico’s Public Education Department web pages do not discuss the 
development of the standards.  
 
Is there on-going advisement by New Mexico tribes?   
 
Yes.  There is evidence of strong on-going outreach and partnership with the tribes and 
pueblos.  New Mexico’s Indian Education Act ensures that tribes will be notified of all 
curriculum development for their approval and support. The Act established 14-member 
New Mexico Indian Education Advisory Council13, and an announcement of a NM 
Public Education Department sponsored Indian Education Summit in order to establish 
tribal education priorities14. 
 

 
13 New Mexico Public Education Department.  (n.d.). New Mexico Indian Education Advisory Council.  
Retrieved January 3, 2006 from www.ped.state.nm.us/nmieac.htm  
14 Garcia, V.C. (2005, December 12).  News release:  Indian education summit set for Monday, December 
19.   Retrieved January 3, 2006 from www.ped.state.nm.us/press/2005/december/ 
Indian%20Education%20/Summit.htm  
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Criterion 6:  There is evidence that culturally-based curricula and instructional 
approaches are supported and promoted. 
 
 
 
Are culturally-based curricula and instructional approaches supported and promoted 
through the State educational standards and curriculum guidance?   
 
Yes.  In New Mexico, the authority to set educational requirements rests with the State 
Board of Education.  The Prologue to the Board’s expectations focuses first on 
partnership with families to prepare students to be responsible citizens and family 
members.  Preparing students for educational success and to obtain gainful employment 
follow this goal.   This stands in contrast to the many standards rationales that are rooted 
in preparing students for “competition in the global marketplace.”   It reflects an 
indigenous sensibility.  It also reads more like a well-balanced plan developed by 
educators than the narrow producer-consumer political agenda that is so often promoted 
by business interests. 
 
The Prologue also emphasizes a recognition and respect for diversity.   The second 
statement assures equal educational opportunity, the development of positive self-concept 
and acknowledges diverse leaning rates and styles.  The prologue states that proficiency 
in English is highly important, but also supports the instructional use of the student’s 
primary or home language for teaching and learning.  Finally, the Prologue frames 
education within the context of responding to the complexity of a rapidly changing world 
and the need for a well education citizenry. 

 
The seven student expectations listed for knowledge and skills include (1) proficiency in 
the English language; (2) and understanding of cultures and competency in at least one 
language other than English; and (3) cognitive development in 9 content areas.  An 
additional seven expectations are listed as qualities of character education meant to 
produce responsible, productive, and caring citizens.15 
 
Among the purposes of New Mexico’s Indian Education Act, passed by the legislature 
in 2003, are the assurance of equitable and culturally relevant learning environments, 
maintenance of native languages, and notification of all curriculum development for their 
approval and support.  The Act created a separate division for Indian education within the 
Public Education Department.  Among the specific directives to the newly created 
Division were to develop curricula of instruction in tribal history and government with 
plans to implement the curricula into the social studies coursework at the school district 
 
15 6.30.2 NMAC  Primary and secondary education, educational standards – General requirements, 
standards for excellence.  Retrieved April 24, 2004 from www.nmcpr.state.nm.us/nmac/parts/ 
title06/06.030.0002.htm  
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level, and to ensure implementation district level planning for native language bilingual 
programs. 16  Legislation supports the limited licensure of teachers of Native American 
language and culture.17 
 
Is there evidence of support or promotion of cultural- based curriculum and instruction 
that is outside the state standards framework?    
 
Yes.  I searched the Education Links page for links to outside resources for teachers and 
found only one link that focused on culture:  the Intercultural Development Research 
Association at www.idra.org18 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

 
16 Indian Education Act, NM STAT. ANN. 1978 §22-23A-1-8.  Available at 
www.ped.state.nm.us/indian.ed/dl/ARTICLE.23A.pdf )  
17 An act relating to education:  Providing limited licenses for teachers of Native American language and 
vulture, NM STAT. ANN. 1978 §22-10-3. Available at www.ped.state.nm.us/indian.ed/ 
dl/natlangcultcert.pdf  
18 New Mexico Public Education Department.  (n.d.).   Education links.  Retrieved January 15, 2007 from 
www.ped.state.nm.us/resources/educationallinks/index.html 
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TABLE A17 
New Mexico:  Demographic Information19 
 
 

State Population (Total)    1,819,046 100%
Indian population 
(alone or in combination) 

191,475  10.5% of total  

Indian Population 
(alone) 

173,483 9.5% of total

 
 
TABLE A18 
New Mexico:  Federal Reservations and Indian Lands 20 
 
Reservation Tribes Languages21,22 

Pueblo of Acoma  Keres Western Keres  
Alamo Reservation   Navajo  (Alamo Navajo 

Chapter)  
Navajo (Dine) 

Canoncito Reservation Navajo  (Canoncito Navajo 
Chapter) 

Navajo (Dine) 

Pueblo of Cochiti Keres  Eastern Keres 
Isleta Pueblo Tano-Tigua Tribe Southern Tiwa 
Pueblo of Jemez  Tano-Jemez Towa (Jemez) 
Jicarilla Apache Reservation Jicarilla Apache Tribe Jicarilla Apache  
Pueblo of Laguna Keres Western Keres 
Mescalero Apache 

Reservation 
Mescalero Apache 
Lipan Apache  
Chiricaua Apache 

Lipan Apache 
Mescalero-

Chiricaua 
Apache 

Nambe Pueblo Tewa Tewa (Tano) 
Navajo Nation Navajo  

(See Arizona for others) 
Navajo (Dine) 

Picuris Pueblo Tano-Tigua Northern Tiwa 
Pojoaque Pueblo Tewa Tewa (Tano) 

 
19 U.S. Census Bureau.  (2002, February).  The American Indian and Alaska Native population:  2000.   
Washington, DC: U.S. Department of Commerce. 
20 New Mexico.  In American Indian reservations and Indian Trust areas.  (1995, October). Tiller, V.E.V. 
(Ed).  (pp. 195-226).  Retrieved December 17, 2005 from www.eda.gov/imageCache/EDAPublic/ 
documents/pdfdocs/30newmexico_2epdf/v1/30newmexico.pdf.  
21 Gordon, R.G., Jr. (Ed.), 2005. Ethnologue: Languages of the world, 15th  edition. Dallas, TX: SIL 
International. Online version: http://www.ethnologue.com/. 
22 Native Languages of the Americas.  (n.d.)  Preserving and promoting American Indian languages.  
Retrieved November 7, 2006 from  http://www.native-languages.org/languages.htm#alpha    
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Reservation Tribes Languages 
Ramah Reservation Navajo Navajo (Dine) 
San Felipe Pueblo Keres Eastern Keres 
San Idlefonso Pueblo Tewa Tewa (Tano) 
San Juan Pueblo Tewa Tewa (Tano) 
Pueblo of Sandia Tiwa Southern Tiwa 
Pueblo of Santa Ana  Keres  Eastern Keres 
Santa Clara Pueblo Tewa Tewa (Tano) 
Santa Domingo Pueblo Keres Eastern Keres 
Taos Pueblo Tiwa Northern Tiwa 
Tesuque Pueblo Tewa Tewa (Tano) 
Zia Pueblo Keres Eastern Keres 
Zuni Pueblo Zuni Zuni (Shiwi) 

 
 
TABLE A19 
Tribal Web Site URLs 
 
Alamo Reservation:  http://alamo.nndes.org/  
Canoncito Reservation:  http://tohajiilee.nndes.org/  
Pueblo of Cochiti:  http://www.pueblodecochiti.org/  
Isleta Pueblo:  http://www.isletapueblo.com/  
Pueblo of Jemez:  http://www.jemezpueblo.org/  
Jicarilla Apache Nation:  http://jicarillaonline.com/  
Navajo Nation: http://www.navajo.org/  
Pojoaque Pueblo:  http://www.citiesofgold.com/PuebloMain.html  
Pueblo of Sandia:  http://www.sandiapueblo.nsn.us/  
Pueblo of Santa Ana: http://www.santaana.org/  
Taos Pueblo:  http://www.taospueblo.com/  
Zia Pueblo:  http://www.zia.com/home/Zia_Info.html  
Zuni Pueblo:  http://www.ashiwi.org/  
The Indian Pueblo Cultural Center: http://www.indianpueblo.org/ 
index.cfm?module=ipcc&pn=15  
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TABLE A20 
INDIGENOUS LANGUAGES OF NEW MEXICO 

 
Keres Language Family 

(There are 2 languages in this family in the United States) 
Keres Branch:   Keres, Eastern [kee] 

Keres, Western [kjq] 
Kiowa Tanoan Language Family 

(There are 6 language in this family in the United States) 
Kiowa Tanoan Branch: Tewa-Tiwa Branch      Tewa Branch        Tewa [tew] 
  Tiwa Branch        Tiwa, Northern [twf]  

Tiwa, Southern [tix] 
Na-Dene Language Family  

(There are 47 languages in this family in Canada and the United States.) 
Navajo-Apache Branch  
Eastern Apache  Branch    

Apache, Jicarilla [apj]  
Apache, Mescalero-
Chiricahua [apm] 
Apache, Lipan  [apl] 

Nuclear Na-Dene 
Branch: 

Athapaskan-Eyak  
Branch   
  

Athapaskan Branch  
Apachean  Branch   

 

Western Apache-Navajo  
Branch  

Navajo  [nav]  

Language Isolate 
Language Isolate :  Zuni [zun]  
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DOCUMENT ANALYSIS OF EDUCATION STANDARDS 
State Summary 

 
STATE:   NEW YORK     WEB SITE:  www.emsc.nysed.gov  
 
 
Intertextual Analysis:  To what degree is the state department of education aligned with 
the national educational standards movement?   
 
Are there policy statements regarding alignment with national standards? 
  
No.  I did not find any statements about alignment of state and federal standards or 
references to the literature of the standards movement on New York’s State Education 
Department web site. 
 
To what degree are the state foreign language standards aligned with ACTFL standards? 
 
 Low.  New York has a 10% match with ACTFL standards.  An analysis of New York’s 
standards for Learning Languages Other Than English showed a partial match with only 
one of ACTFL’s eleven standards.  ACTFL Standard 1.1 in the Communication strand is 
much more detailed than New York’s, which states only that students will be able to use 
the language for communication.1  New York’s single foreign language standard for 
culture focuses on cross-cultural skills and understanding, whereas the ACTFL standards 
for culture focus on cultural practices, perspectives and products.   
 
In reviewing and comparing the ACTFL and New York cultural standards, it seemed to 
me that the ACTFL standards are more conceptual in the sense that students may not 
have an opportunity to directly experience the culture.  New York, on the other hand, is 
home to many diverse ethnic groups, and therefore framed its goals for language and 
culture with a greater expectation that students would put them into real-life practice.   
 
 
Criterion 1:  The department of education (DOE) demonstrates attention to the needs of 
NA/AI students by having an office or individual responsible for Indian Education. 
 
Yes.  The New York State Education Department’s Native American Education and 
Services Unit allocates state funding for Indian Education and provides assistance to 
public school districts that educate Native American children residing on reservations 
throughout the State.   It also administers the New York State Indian Aid program, which 
provides funding for Native American students attending postsecondary schools.  The 

 
1 New York State Education Department.  (rev. April 1996).  Learning standards for languages other than 
English.  Retrieved June 3, 2005 from www.emsc.nysed.gov/ciai/lote/pub/lotelea.pdf 
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coordinator is Adrian Cooke, 518-474-0537, acooke@mail.nysed.gov, Room 478 EBA, 
89 Washington Avenue, Albany, NY 12234. 
Criterion 2:  In English Language Arts, listening and speaking are valued as much as 
reading and writing. 
 
Is there equal emphasis in state assessment?   
 
Yes, to a certain extent.   While state assessment of oral skills is not as easy or 
convenient as reading and writing skills, New York includes a listening passage with 
comprehension questions and an essay on its state assessment of English Language Arts 
at grades four and eight.2   
 
Are there K-12 benchmarks and instruction in listening and speaking?   
 
Yes.  New York’s four English Language Arts standards each integrate all four language 
skills (listening, speaking, reading and writing) to address a particular purpose. Standard 
1 addresses using language for information and understanding.  Standard 2 addresses 
literary response and expression.  Standard 3 focuses on critical analysis and evaluation. 
Standard 4 focuses on the development of social interaction skills.  All four standards are 
developed through high school.3 
 
Standard 4 groups the four language areas into oral skills (listening and speaking) and 
written communication skills (reading and writing).  The other three English Language 
Arts standards group the language areas into receptive skills (listening and reading) and 
production skills (speaking and writing), and infuse oral language into student goals at 
every performance level.  
 
Does policy rationale express support of oral language development?   
 
Yes.  The New York Board of Regents takes a broad view of language competence, and 
considers reading, writing, listening and speaking as being inextricably connected to 
thinking. Language is seen as a means for making sense of our lives well beyond our time 
in school.  With this in mind, the Board links has established standards that provide a 
foundation for skillful use of language in all aspects of adult life, including parenthood, 
civic participation, and work.4   
 
 

 
2 Kadamus, J. A. (1998, February).  Memo to teachers and administrators in public and non-public schools, 
Update on the learning standards and state assessment system.  Retrieved July 24, 2006 from 
http://emsc33.nysed.gov/osa/assesspubs/pubsarch/updatelearnstand.pdf 
3 New York State Education Department.  (rev. 2005, May 4).  English language arts learning standards.  
Retrieved July 24, 2006 from www.emsc.nysed.gov/ciai/ela/elals.html 
4 Ibid. 
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Criterion 3:  World language credit is given for American Indian languages.   
 
No.  New York has developed standards for Modern Languages, Latin, American Sign 
Language, and Native American Languages.   While established standards encourage 
students to learn Native American languages for cultural and language preservation 
purposes, these languages do not appear to be included among those that meet diploma 
requirements.   
 
Because learning a language other than English may begin at any time, performance 
standards for languages are keyed to Checkpoints A, B and C rather than to elementary, 
intermediate and commencement (or grade) levels.  Checkpoint B is the performance 
level required to obtain a high school diploma. 
 
A series of shifts in diploma requirements from 1996-2001 is mapped in the brochure 
General Education and Diploma Requirements, which is available at 
www.emsc.nysed.gov/menu/direct3.html.  Beginning in 2001, students may meet 
diploma requirements by completing 3 units of credit in the language.  If the language 
study takes place prior to high school, the student may receive up to two units of credit 
and must pass the second language proficiency examination to receive the 3rd unit.  At 
present, these language examinations are not available for Native American Languages.  
As an alternative, up to five units of credit may be given for participation in bilingual 
education programs in grades 8-12, and for residence in a bilingual home that is not 
located in an English-speaking environment.5 
 
New York has only two standards for learning Languages Other Than English.  One 
focuses on developing the ability to use the language for communication.  The other 
focuses on the development of cross cultural skills and understandings.  These broad 
standards allow for nuanced goals within each of the four language groupings.  For 
instance, the primary communication goals differ significantly among the language 
groupings. While listening and speaking are the primary goal of Modern Languages, 
reading is the main focus in the study of Latin.  American Sign Language uses visual-
gestural skills.  The Native American Languages focus on the preservation of language 
and culture.  New York makes the following statement supporting the study of Native 
languages and respecting the linguistic history and the right of self-determination by the 
American Indian Nations: 
 

The primary purpose of instruction in Native languages is to teach 
children how to speak Native languages and to ensure that these 
languages do not become extinct.  These languages have been 
historically in the oral tradition, and there is no intent to move away 
from that tradition.  It is only in the past 20 years, with the introduction 

 
5 New York State Education Department.  (2001, March).  Languages other than English.  Retrieved July 
25, 2006 from www.emsc.nysed.gov/part100/pages/policyq&alote.html  



257 
 

   

of Native American language programs in the schools, that a writing 
system has been developed.  Each Nation will have to decide to what 
extent a writing system will be used in instruction (New York State 
Education Department, 2001, p. 5). 
 

 
Criterion 4:  There are standards for learning about culture that specifically address 
American Indians, and sovereignty issues are addressed in the standards. 
 
Are there standards for culture that specifically address American Indians?   
 
Yes.  Culture standards for American Indians are included in two content areas:  
Languages Other Than English, and Social Studies.6, 7 

 
Languages Other Than English  
 
Each of the four language groups has a single goal for culture.  The culture goal for 
Native American Languages is “Culture is transmitted and preserved through knowledge 
about the lives of Native American people and the sharing of their cultural ideology.”  
(Learning Standards for Languages Other Than English, p. 15.)  The Performance 
Indicators for this goal are: 
 

Checkpoint A:  demonstrate an awareness of Native culture; recognize the names 
of cultural items and their uses; understand the history and cultural symbols of the 
people; and demonstrate knowledge about the clan system. 
 
Checkpoint B:  demonstrate increased knowledge of Native culture through their 
myths and legends, art and architecture, and literature and government. 
 
Checkpoint C:  demonstrate a thorough knowledge of the Native culture; 
distinguish between various subgroups; relate knowledge and understanding of 
the culture to other Native American groups. 

 
Social Studies   
 
New York’s Social Studies standards specifically mention the multicultural diversity of 
the state and include multiple references to human rights and to the United Nations, 
including study of UN documents on human rights and the rights of the child.     
 
6 New York State Education Department.  (rev. April 1996).  Learning standards for languages other than 
English.  Retrieved June 3, 2005 from www.emsc.nysed.gov/ciai/lote/pub/lotelea.pdf  
7 New York State Education Department.  (rev. April 1996).  Learning standards for social studies.  
Retrieved July 20, 2006 from http://www.emsc.nysed.gov/ciai/socst/pub/sslearn.pdf  
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The social studies standards which specifically mention Native American Indians are all 
goals within Standard 1:  History of the United States and New York which expects 
students to understand major ideas, eras, themes, developments and turning points in the 
history of the United States and New York.  Within Standards 1, only Goal 3 directly 
requires the study of American Indians, as follows:   
 

Goal 3 – Study about the major social, political, economic, cultural, and religious 
developments in New York State and United States history involves learning 
about the important roles and contributions of individuals and groups. 

 
At the Elementary Performance Level students gather and organize information 
about the important accomplishments of individuals and groups, including Native 
American Indians, living in their neighborhoods and communities.  
 
At the Intermediate Performance Level students complete well-documented and 
historically accurate case studies about individuals and groups who represent 
different ethnic, national, and religious groups, including Native American 
Indians, in New York State and the United States at different times and in 
different locations 
 
At the Commencement Performance Level students compare and contrast the 
experiences of different ethnic, national, and religious groups, including Native 
American Indians, in the United States, explaining their contributions to 
American society and culture.…  (New York State Education Department,1996.  
Emphasis added.) 
 

The remaining three goals include American Indians among the examples of possible 
student work.  The goals and excerpted examples follow:   
 

Goal 1 – The study of New York State and United States history requires an 
analysis of the development of American culture, its diversity and multicultural 
context, and the ways people are unified by many values, practices, and traditions. 
 
The intermediate level examples of student work include the study of forced 
migration. 
 
The commencement level examples of student work include the study of the 
forced relocation of Native American Indians.   
 
Goal 2 – Important ideas, social and cultural values, beliefs, and traditions from 
New York State and United States history illustrate the connections and 
interactions of people and events across time and from a variety of perspectives. 
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 The intermediate level examples of student work include the study of the forced 
relocation of Native American Indians 
 
The commencement level examples of student work include an examination of 
the effects of immigration on various Native American groups.  
 
Goal 4 – The skills of historical analysis include the ability to: explain the 
significance of historical evidence; weigh the importance, reliability, and validity 
of evidence; understand the concept of multiple causation; understand the 
importance of changing and competing interpretations of different historical 
developments. 
 
The intermediate level examples of student work include using a variety of 
sources to study important turning points from different perspectives and to 
identify varying points of view of the people involved (e.g., European settlement 
and the impact of diseases on Native American Indian populations, writing the 
Declaration of Independence and the Constitution, … [Emphasis added].  (New 
York State Education Department, 1996). 

 
Are sovereignty issues addressed in these standards?   
 
No.   While Checkpoint B for the Native American Languages goal regarding culture 
includes understanding of Native government, sovereignty is not mentioned explicitly.  
 
 
Criterion 5:  Local Tribes (a) participated in developing the standards and/or (b) provide 
regular, formal advisement to the state Department of Education. 
 
Was there participation in standards development?    
 
Unclear.  The standards and curriculum documents I reviewed include acknowledgement 
of contributors and participants in their development.  These individuals are identified 
only by their name and school district or other educational agency, so I was unable to 
determine whether they also represented particular minority perspectives. 
 
Is there on-going advisement by New York tribes?   
 
No.  I did not see advisory groups listed on the New York State Education Department 
site. 
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Criterion 6:  There is evidence that culturally-based curricula and instructional 
approaches are supported and promoted. 
 
Are culturally-based curricula and instructional approaches supported and promoted 
through the State educational standards and curriculum guidance?   
 
No.  Links to New York’s core curriculum and to supporting guidance and resources can 
be accessed at www.emsc.nysed.gov/ciai/cores.htm.  I did not find any evidence of 
culturally-based curriculum per se (that is, curriculum that is based in the perspective or 
cognitive style of a particular culture).  However, the documents I read demonstrate a 
great deal of cultural sensitivity.  They acknowledge the broad diversity of New York’s 
citizens in a variety of ways, including the introductions to the standards, a prominently 
placed statement of non-discrimination, goals for cross-cultural understanding, and 
infusion of cultural material into curriculum frameworks.   To assist in the process of 
infusing an understanding of culture across the grade 3 curriculum, the State Education 
Department has an on-line teacher resource and guidance site called World Communities:  
What is a Culture, available at www.emsc.nysed.gov/socst/grade3/home.html  
 
Is there evidence of support or promotion of cultural- based curriculum and instruction 
that is outside the state standards framework?    
 
No.  There are few, if any, links to outside curriculum and instruction resources.  
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policyq&alote.html  

 
New York State Education Department.  (1996, March).  Learning standards for English 

language arts.   Retrieved July 24, 2006 from www.emsc.nysed. 
gov/ciai/ela/pub/elalearn.pdf  

 
New York State Education Department.  (1996, April).  Learning standards for 

languages other than English.  Retrieved June 3, 2005 from 
www.emsc.nysed.gov/ciai/lote/pub/lotelea.pdf  

 
New York State Education Department.  (1996, April).  Learning standards for social 

studies.  Retrieved July 20, 2006 from http://www.emsc.nysed.gov/ciai/ 
socst/pub/sslearn.pdf   
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TABLE A21 
New York:  Demographic Information8 
 

State Population (Total)  18,976,457 100%
Indian population 
(alone or in combination) 

171,581  0.9 % of total

Indian Population 
(alone) 

82,461 0.4 % of total

 
 
 
 
TABLE A22 
New York:  Federal Reservations and Indian Lands 9 
 

Reservation Tribes Languages10, 11  
Allegany  Reservation Seneca Nation of Indians Seneca 
Cattaraugus Reservation Seneca Nation of Indians Seneca 
Oil Springs Reservation Seneca Nation of Indians Seneca 
Onondaga Reservation Onondaga Nation Onondaga 
Poospatuck Reservation Unkechaug Indian Nation of 

Poospatuck Indians 
 

St. Regis Mohawk 
Reservation 

Mohawk Akwesasne Mohawk 

Tuscarora Reservation  Tuscarora Tuscarora 
State Reservations   

Oneida (Federally 
recognized) 

Oneida Indian Nation Oneida 

Shinnecock Reservation Shinnecock Indian Nation Mohegan-Montauk 
Tonawanda Reservation Tonawanda Band of Seneca 

Indians 
Seneca 

 
 
 
 
 
8 U.S. Census Bureau.  (2002, February).  The American Indian and Alaska Native population:  2000.   
Washington, DC:  U.S. Department of Commerce 
9 New York.  In American Indian Reservations and Indian Trust Areas.  (1995, October). Tiller,V.E.V. 
(Ed).  (pp. 473-482).  Retrieved December 17, 2005 from www.eda.gov/ImageCache/EDAPublic/ 
documents/pdfdocs/31newyork_2epdf/v1/31newyork.pdf .  
10 Native Languages of the Americas. (n.d.). Preserving and promoting American Indian languages.  
Retrieved November 7, 2006 from  http://www.native-languages.org/languages.htm#alpha 
11 Gordon, R.G., Jr. (Ed.), (2005). Ethnologue: Languages of the world, fifteenth edition. Dallas, TX.: SIL 
International. Online version: http://www.ethnologue.com/. 
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TABLE A23 
Tribal Web Site URLs 
 
Haudenosaunee  (Six Nations: Cayuga, Mohawk, Oneida, Onondaga, Seneca, and 

Tuscarora):  www.sixnations.org/  
Oneida Indian Nation:  www.oneida-nation.net/   
Onondaga Nation:  www.onondaganation.org/  
Seneca Nation of Indians:  www.sni.org/  
Shinnecock Indian Nation:  www.shinnecocknation.com/  
Unkechaug Indian Nation:  www.unkechaugindian.org/  
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TABLE A24 
INDIGENOUS LANGUAGES OF NEW YORK 
 

Algic Language Family 
(There are 44 languages in this family in the United States and Canada.) 

Mahican [mjy]  Algonquian Branch:    
Eastern Branch   Mohegan-Montauk-Narragansett [mof]  

 
Iroquoian Language Family 

(There are 11 languages in this family in the United States and Canada.)) 
Mohawk-Oneida Branch 

  
Mohawk [moh]   
Oneida [one]   
Seneca-
Cayuga Branch   
 

Cayuga [cay]   
Seneca [see]    

 
Five Nations Branch   

Seneca-Onondaga  
Branch   
 

Onondaga Branch   Onondaga [ono]   

 
 
Northern Iroquoian Branch:  

Tuscarora-Nottoway  Branch   Tuscarora [tus]   
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DOCUMENT ANALYSIS OF EDUCATION STANDARDS 
State Summary 

 
STATE:  NORTH CAROLINA    WEB SITE:  www.dpi.state.nc.us/  
 
 
Intertextual Analysis:  To what degree is the state department of education aligned with 
the national educational standards movement?   
 
Are there policy statements regarding alignment with national standards?    
 
Yes.   The Forward and the Introduction sections Second Language Studies:  Standard 
Course of Study and Grade Level Competencies (2004) provide a brief history of North 
Carolina’s Standard Course of Study and its major revisions since 1885.  The most recent 
revision was undertaken in 1985 with the intention of making the changes needed to 
prepare students for participation in the post-industrial economy of the information age.  
This revision was updated in 2004.   
 
In North Carolina, the national standards developed by the major content areas are 
viewed as guides for the development of state policy, rather than mandates.   While I did 
not find any mention of policy of alignment with the national standards on the 
Department of Public Instruction’s web pages, a number of phrases used in documents 
promoting the standards movement are used in the rational statements.  These include 
preparing students to “compete in a global economy” so that they have “the knowledge 
and skills to succeed in the international marketplace of today’s information society” 
(North Carolina Department of Public Instruction, 2004, p. x).  On the other hand, North 
Carolina’s rationale for education standards goes beyond allusions to the standards 
movement.  It also includes a discussion of integration as a curriculum integration 
strategy, recognition of responsibility and personal fulfillment as outcomes of education 
as well as productivity, and attention to the development of thinking and reasoning 
skills.1 
 
The current North Carolina Standard Course of Study was adopted by the State Board of 
Education.  It includes the subject or skills areas of arts education, English, language arts, 
guidance, healthful living, information/computer skills, mathematics, science, second 
language studies, social studies, and workforce development education. 
 
To what degree are the state foreign language standards aligned with ACTFL standards? 
 

 
1 North Carolina Department of Public Instruction.  (2004). Second language studies:  Standard course of 
study and grade level competencies.   Retrieved November 29, 2006 from www.dpi.state.nc.us/docs/ 
curriculum/secondlanguages/scos/2004/seclangcurriculum.pdf 
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Moderately High.  North Carolina has a 72% match with ACTFL standards.  An 
analysis of North Carolina’s Second Language Standard Course of Study showed a 
substantial match with eight of ACTFL’s eleven standards. 
North Carolina’s first three goals are essentially the same as ACTFL Standards 1.1, 1.2, 
and 1.3 in the Communication strand; only the words in the target language have been 
added. 
 
North Carolina’s fourth goal combines ACTFL’s Standards 2.1 and 2.2 in the Culture 
strand.  North Carolina’s goal adds the idea of gaining knowledge about the relationships 
among the practices, products, and perspectives of a culture (in addition to understanding 
them).  This goal and North Carolina’s fifth goal, which combines ACTFL’s Standards 
4.1 and 4.2 in the Comparisons strand, are somewhat broader than the ACTFL culture 
standards in that they address multiple cultures other than the student’s own, rather than 
specifying the target language and culture. 
 
North Carolina’s sixth goal is equivalent to ACTFL standard 3.1 in the Connections 
strand, but adds the idea of acquisition of knowledge of other disciplines (as well as its 
reinforcement and extension) through the foreign language. 
 
ACTFL 3.2 with its focus on recognizing distinct viewpoints of other cultures, and 
ACTFL 5.1 and 5.2 (using the language within and beyond the school setting, and using 
the language for personal enjoyment and enrichment) are omitted from the North 
Carolina goals. 
 
In addition to its Second Language goals, North Carolina has developed sets of goals for 
Spanish for Native Speakers, and for Latin.  This demonstrates support for the 
development of at least one native or heritage language.  The Spanish for Native 
Speakers goals are essentially the same as those for second languages, except that in Goal 
4 the learner gains knowledge and understanding of his/her own culture instead of 
cultures other than his/her own.  In addition, the Spanish for Native Speakers course of 
study adds a seventh goal that is equivalent to ACTFL 5.1 and 5.2 in the Communities 
strand.  It reads, “The learner will use Spanish and demonstrate cultural knowledge and 
understanding within and beyond the school setting for persona, educational and 
professional growth and enrichment” (North Carolina Department of Public Instruction, 
2004, p. 134).   
 
 
Criterion 1:  The department of education (DOE) demonstrates attention to the needs of 
NA/AI students by having an office or individual responsible for Indian Education. 
 
No.  In its 2005 report to the State Board of Education, The North Carolina Advisory 
Council on Indian Education recommended the creation of a position to focus on 
American Indian graduation rates and matriculation into four-year IHEs and to develop a 
partnership between the NC Dept of Education, University and community college 
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systems, and Commission on Indian Affairs.2   However, at this time no staff are listed in 
the state department of education directory as having responsibilities in the area of Indian 
Education or Native American students.3   
 
 
Criterion 2:  In English Language Arts, listening and speaking are valued as much as 
reading and writing. 
 
Is there equal emphasis in state assessment?   
 
No.  North Carolina’s end-of-grade tests focus on reading, math and writing.4, 5  
 
Are there K-12 benchmarks and instruction in listening and speaking?   
 
Yes.  North Carolina’s English Language Arts Standard Course of Study and Grade 
Level Competencies (2004) uses a spiraling curriculum and integrates its three strands:  
Written Language, Oral Language, and Media and Technology.  Oral language 
development is explicitly included in each of the Common Goals for grades K-5 and 
implicitly included in the Common Goals grades 6-12.   
 
The Skill Continuum for the Oral Language Strand lists expected oral language outcomes 
at all grade levels from kindergarten through 12th grade.  At grades 9-12 the students can 
speak and listen appropriately and effectively for different purposes, to different speakers 
and audiences, and in different contexts; participate in informal discussions, seminars, 
and interviews as articulate speakers and insightful listeners; and give formal oral 
presentations with fluency and effectiveness.6 
 

 
2 North Carolina State Advisory Council on Indian Education.  (2005). 2005 Report to the State Board of 
Education: Protect our future:  Know us, respect us, teach us.  Retrieved November 29 from 
www.ncpublicschools.org/docs/racg/resources/reports/indianed/indianed05.pdf 
 
3 North Carolina Department of Public Instruction. (2006). Education directory:  Public schools of North 
Carolina, 2006-2007.  Retrieved  November 27, 2006 from www.dpi.state.nc.us/docs/nceddirectory/2006-
07.pdf  
4 North Carolina Department of Public Instruction.  (n.d.).  Accountability services division:  State Board of 
Education policies and legislative requirements for the NC testing program.  Retrieved December 2, 2006 
from www.dpi.state.nc.us/accountability/policies/general  
5 North Carolina State Board of Education Policy HSP-N-003. (2006, January 2).  16 NCAC 6D .0502 
Student accountability standards.  Retrieved December 2, 2006 from http://sbepolicy.dpi.state.nc.us/ 
policies/HSP-N-003.asp?pri=01&cat=N&pol=003&acr=HSP  
6 North Carolina Department of Public Instruction.  (2004). English language arts: Standard course of 
study and grade level competencies.  Retrieved December 1, 2006 from www.dpi.state.nc.us/docs/ 
curriculum/languagearts/scos/2004/elacurriculumall.pdf  
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Does policy rationale express support of oral language development?   
 
Yes.  North Carolina has written its English Language Arts Standard Course of Study in a 
narrative format.  Thus its goals and benchmarks are embedded in text rather than listed 
and highlighted.  While it makes the standards and benchmarks themselves more difficult 
to locate, it does allow an in-depth development of the rationale.  Acquisition of oral and 
written language is viewed as an integrated developmental process, and the phrase oral 
language, written language and media is used throughout the philosophy section to refer 
to communication. In addition, oral language is addressed throughout the document.7 
 
The introductions to the goals and objectives for each grade level grouping (K-2, 3-5, 6-8 
and 9-12) include statements regarding the importance and inclusion of oral language 
development.  For example, the introduction for grades 9-12 states, “High school students 
need continued instruction and extended guided practice in the skills of oral language for 
formal and informal speaking situations, including public, small group, and personal 
settings.” (North Carolina Department of Public Instruction, 2004, p. 87).  These 
introductions also note that the narratives that students read and produce may be oral, as 
well as written.   
 
 
Criterion 3:  World language credit is given for American Indian languages.   
 
Possibly.  A second language is not required for graduation unless the student is in the 
college/university preparation track.  Therefore, what is acceptable as a foreign language 
depends to a great extent on what is acceptable for admission to North Carolina colleges 
and universities.  The final decision is left to the local school district.8, 9 

 
North Carolina does not specifically prohibit the use of American Indian languages for 
fulfillment of second language requirements. There seems to be some breadth and 
flexibility in what is acceptable.  In addition to modern foreign languages, the state has 
developed standards for both Spanish for Native Speakers and Latin, and accepts these 
courses as well as American Sign Language to fulfill second language requirements.  
 
In response to the question regarding the acceptability of native languages other than 
English, the state responds that  
 
7 North Carolina Department of Public Instruction.  (2004). English language arts: Standard course of 
study and grade level competencies.  Retrieved December 1, 2006 from www.dpi.state.nc.us/docs/ 
curriculum/languagearts/scos/2004/elacurriculumall.pdf 
8 North Carolina Department of Public Instruction.  (no date).  North Carolina standard course of study:  
Frequently asked questions, second languages.  Retrieved December 6, 2006 from www.dpi.state.nc.us/ 
curriculum/secondlanguages/faq 
9 North Carolina Department of Public Instruction.  (2004). Second language studies:  Standard course of 
study and grade level competencies.   Retrieved November 29, 2006 from www.dpi.state.nc.us/ 
docs/curriculum/secondlanguages/scos/2004/seclangcurriculum.pdf 
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Under present SBE policy, native speakers of the language still need 2 units of 
foreign language or demonstration of proficiency as determined by the local 
education unit.  Native speakers can be enrolled in their own language at any 
level, depending on their placement in high school and meet the required (North 
Carolina standard course of study:  Frequently asked questions, second languages, 
n.d.).   
 

Criterion 4:  There are standards for learning about culture that specifically address 
American Indians, and sovereignty issues are addressed in the standards. 
 
Are there standards for culture that specifically address American Indians?   
 
Yes.   Culture and Diversity is one of eight North Carolina Social Studies strands.  While 
there are objectives on culture and diversity at nearly every grade level, this strand 
receives the greatest attention at grades 4 and 5.10 
 
American Indians are mentioned specifically in the following grade level objectives:   
 

In the 4th grade the focus is North Carolina geography and history.  For Goal 2, 
students examine the importance of the role of ethnic groups and examine the 
multiple roles they have played in the development of North Carolina.   Objective 
2.01 has students locate and describe American Indians in North Carolina, past 
and present. 

 
In the 8th grade the focus is the creation and development of the state of North 
Carolina.  For Goal 1, students analyze important geographic, political, economic, 
and social aspects of life in the region prior to the Revolutionary Period.  Four 
objectives under this goal specifically address American Indians.  Objective 1.02 
asks students to identify and describe American Indians who inhabited the regions 
that became Carolina and assess their impact on the colony.  Objective 1.04 has 
them evaluate the impact of the Columbian Exchange on the cultures of American 
Indians, Europeans, and Africans.  Objective 1.05 includes forced migration 
among the factors that led to the founding and settlement of the American 
colonies that students are asked to describe. Finally, Objective1.07 asks students 
to describe the roles and contributions of diverse groups, such as American 
Indians, African Americans, European immigrants, landed gentry, tradesmen, and 
small farmers to everyday life in colonial North Carolina, and compare them to 
the other colonies. 
 

 
10 North Carolina Department of Public Instruction.  (2002, January).  Social studies:  Standard course of 
study and grade level competencies.  Retrieved December 3, 2006 from www.dpi.state.nc.us/docs/ 
curriculum/socialstudies/scos/socialstudies.pdf 
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In the eighth grade, Goal 3 expects students to identify key events and evaluate 
the impact of reform and expansion in North Carolina during the first half of the 
19th century.  Objective 3.05 asks students to compare and contrast different 
perspectives among North Carolinians on the national policy of Removal and 
Resettlement of American Indian populations.  Objective 3.07 has them explain 
the reasons for the creation of a new State Constitution in 1835, and describe its 
impact on religious groups, African Americans, and American Indians. 

 
In the 11th Grade the focus is United States History.  Goal 1 focuses on the 
United States from 1789-1820 and expects students to identify, investigate, and 
assess the effectiveness of the institutions of the emerging republic.  Objective 
1.02 asks them to analyze the political freedoms available to the specific groups 
prior to 1820, including American Indians. 

 
Are sovereignty issues addressed in these standards?   
 
Yes.  American Indian Studies is offered as an elective in the Social Studies Standard 
Course of Study.  It is not required for graduation.11  The goals for the course include 
examination of American Indian life prior to the arrival of Columbus, the analysis of 
historical developments that characterize Native American life in the periods prior and 
after the Civil War, investigation of the diversity of American Indian tribal cultures, and 
an analysis of contemporary issues facing American Indians. 
  
Objective 5.02 under the fifth goal concerning contemporary issues includes sovereignty 
issues.  It reads, “Analyze the major political issues of concern to American Indians 
including tribal sovereignty; land, water, hunting and fishing rights; and relationships 
with federal and state governments” (North Carolina Department of Public Instruction, 
2002, p. 80). 
 
 
Criterion 5:  Local Tribes (a) participated in developing the standards and/or (b) provide 
regular, formal advisement to the state Department of Education. 
 
Was there participation in standards development?   
 
Unclear.  While I did not find explicit information regarding tribal representation or 
participation in the development of North Carolina’s educational standards, the long 
established presence of a State Advisory Council on Indian Education suggests 
that such participation may have taken place.   
 
 
11 North Carolina Department of Public Instruction.  (2002, January).  Social studies:  Standard course of 
study and grade level competencies.  Retrieved December 3, 2006 from www.dpi.state.nc.us/docs/ 
curriculum/socialstudies/scos/socialstudies.pdf. 
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Is there on-going advisement by North Carolina tribes?   
 
Yes.   North Carolina has a State Advisory Council on Indian Education which serves as 
an advisory board to the North Carolina State Board of Education and the Department of 
Public Instruction.  The council, which has been in existence for the past seventten years, 
identifies and investigates issues and concerns that affect academic achievement of 
American Indian students and makes a detailed annual report with recommendations to 
the State Board of Education.   The reports are available online at 
www.ncpublicschools.org/racg/resources/resport/indianed/. Within the Council’s 
Strategic Priority of high student performance, the first of four goals is that “American 
Indian students will have access to native language and dialect opportunities.”12 
 
 
Criterion 6:  There is evidence that culturally-based curricula and instructional 
approaches are supported and promoted. 
 
Are culturally-based curricula and instructional approaches supported and promoted 
through the state educational standards and curriculum guidance?    
 
No.  The North Carolina Department of Public Instruction has developed and published 
many support materials for teachers, which are available through the department’s 
publications web page at www.dpi.state.nc.us/publications/ .  A brief review of several of 
the guides found that they are quite congruent with North Carolina’s state philosophy and 
approach to education, and include attention to learning modalities and student interests 
among other current instructional approaches and strategies.  However, searches on word 
and phrases such as culture, Native American, and Indian very rarely produced a hit, and 
the items located do not address culturally-based curriculum or instruction.13 
 
Is there evidence of support or promotion of cultural- based curriculum and instruction 
that is outside the state standards framework?    
 
No.  It should be noted that North Carolina does promote international education in an 
effort that is coordinated by the University of North Carolina’s Center for International 
Understanding.  The goals of the effort focus on knowledge and skills.  While the 
resource links are of consistently high quality, I was not able to find guidance for culture-
based instructional approaches.14, 15   
 
12 North Carolina State Advisory Council on Indian Education.  (2005). 2005 Report to the State Board of 
Education: Protect our future:  Know us, respect us, teach us.  Retrieved November 29 from 
www.ncpublicschools.org/docs/racg/resources/reports/indianed/indianed05.pdf 
13 North Carolina Department of Public Instruction.  (n.d.).  Publication sales.  Retrieved December 8, 2006 
from www.dpi.state.nc.us/publications/ 
14 The University of North Carolina – The Center for International Understanding.  (April 2005).   North 
Carolina in the world:  A plan to increase student knowledge and skills about the world.  Retrieved 
December 8, 2006 from http://ciu.northcarolina.edu/content.php/docs/NCWorld_ActionPlan.pdf 
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TABLE A25 
North Carolina: Demographic Information16 
 

State Population (Total)  8,049,313 100%
Indian population 
(alone or in combination) 

131,736 1.6% of total

Indian Population 
(alone) 

99,551 1.2% of total

 
 
 
TABLE A26 
North Carolina: Federal Reservations and Indian Lands 17 
 

Reservation Tribes Languages 
Eastern Cherokee Eastern Band of Cherokee 

Nation 
Elati (Eastern Cherokee) 

State Recognized   
Coharie Intra-Tribal 

Council 
Tuscarora Nation Tuscarora 

Haliwa-Saponi Indian 
Tribe 

Haliwa-Saponi Indian Tribe 
   (descendents of the Saponi,  

Tuscdarora, Nansemond, 
Occaneechi, Tutelo and 
Gingaskin tribes) 

 

Lumbee Tribe of North 
Carolina 

Lumbee Tribe of North 
Carolina 

Lumbee 

Meherrin Indian 
Reservation 

Meherrin Indian Tribe  

Waccamauw Siouan 
Tribe 

The Waccamauw Siouan Tribe  

 
 
 
 
 
 
 

 
16 U.S. Census Bureau.  (2002, February).  The American Indian and Alaska Native population:  2000.   
Washington, DC: U.S. Department of Commerce. 
17 North Carolina.  In American Indian Reservations and Indian Trust Areas.  (1995, October 1995).  Tiller, 
V. E.V. Tiller, (Ed).  (pp. 483-488).  Retrieved December 17, 2005 from www.eda.gov/ImageCache/ 
EDAPublic/documents/pdfdocs/32northcarolina_2epdf/v1/32northcarolina.pdf .  
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TABLE A27 
Tribal Web Site URLs 

 
Eastern Band of Cherokee Nation:  www.nc-cherokee.com/  
Haliwa-Saponi Tribe:  www.haliwa-saponi.com/  
Lumbee Tribe of North Carolina:  www.lumbeetribe.com/  
Tuscarora Nation:  http://www.skarorehkatenuakanation.org/about_us.html  
Southern Band Tuscarora Indian Tribe:  http://www.southernbandtuscarora.com/ 

index.html  
Meherrin Indian Tribe:  http://members.inteliport.net/~meherrin/  
Waccamauw Siouan Tribe:  www.waccamaw.us/  
Occaneechi Band of Saponi Nation:  www.occaneechi-saponi.org/  
 
 
 
 
TABLE A28 
INDIGENOUS LANGUAGES OF NORTH CAROLINA 
 

Algic Language Family 
(There are 44 languages in this family in the United States and Canada) 

Carolina Algonquian [crr]  Algonquian Branch  
Unclassified (1)   Lumbee [lmz]  

Iroquoian Language Family  
(There are 11 languages in this family in the United States and Canada) 

Northern Iroquoian Branch  Tuscarora-Nottoway (2)   Tuscarora [tus]  
Southern Iroquoian Branch  Cherokee [chr]  
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DOCUMENT ANALYSIS OF EDUCATION STANDARDS 
State Summary 

 
STATE:  NORTH DAKOTA     WEB SITE:  www.dpi.state.nd.us  
 
 
Intertextual Analysis:  To what degree is the state department of education aligned with 
the national educational standards movement?   
 
Are there policy statements regarding alignment with national standards?   
 
I did not find statements regarding alignment North Dakota’s standards with national 
standards.  References for the standards documents include national standards, but also 
demonstrate diverse influences.  For instance, references for the social studies standards 
include histories of Standing Rock, Spirit Lake, and Chippewa nations, as well as the 
national standards documents and standards documents from Florida, Missouri, and Ohio 
(2000, North Dakota Department of Public Instruction, pp. 49-50). 
 
To what degree are the state foreign language standards aligned with ACTFL standards?     
 
High.  North Dakota’s foreign language standards have an 82% match with ACTFL 
standards.  North Dakota has an exact match with eight of the eleven ACTFL standards:     
Standards 1.1 and 1.2 in the Communication strand, Standards 2.1 and 2.2 in the Culture 
strand, Standards 4.1 and 4.2 in the Comparisons strand, and Standards 5.1 and 5.2 in the 
Communities strand.    
 
North Dakota does not use ACTFL Standard 1.3 (present to an audience), and Standard 
3.1 (use the target language to study other disciplines). 
 
North Dakota adds a unique standard that is strongly supportive of Indian language 
preservation programs.  North Dakota’s foreign language standard 5.2 reads, “Students 
value native and heritage languages and show interest in efforts to preserve those that are 
endangered” (North Dakota Department of Public Instruction, 2001, p. 7). 
 
Its support of native and heritage languages may also be why North Dakota altered 
ACTFL Standard 3.2 slightly to read, “Students acquire information and recognize and 
access the distinctive viewpoints that are only available through the foreign language and 
its cultures” [Emphasis added].  (North Dakota Department of Public Instruction, 2001, p. 
7).  
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Criterion 1:  The department of education (DOE) demonstrates attention to the needs of 
NA/AI students by having an office or individual responsible for Indian Education. 
 
No.  The North Dakota Department of Education does not list Indian Education, and a 
search of the staff directory did not show a specialist for Indian Education. Assistant 
Superintendent G. David Massey is given as the contact for Native American Education.  
Departments under his supervision are Adult Education and Community Learning, Child 
Nutrition and Food Distribution, School Health, and management Information Services.  
His phone number is (701) 328-2393.1, 2, 3, 4 

 
North Dakota Department of Public Instruction’s Native American Education web page 
provides a link to a website that describes the federal requirement for school support 
programs for Native American students and states that “school districts need to explore 
systemic ways of effectively meeting the linguistic and cultural needs of Native 
American Learners” (www.dpi.state.nd.us/natived/support.shtm).  Districts are directed 
to the Office of Indian Education in Washington D.C.5, 6 

 
Other links from the Native American web page include a list of Native American 
Education Goals, information about cultural and linguistic support programs, information 
about the educational condition of Indian students, Native American state legislation, and 
external Native American websites. 
 
 
Criterion 2:  In English Language Arts, listening and speaking are valued as much as 
reading and writing. 
 
Is there equal emphasis in state assessment?   
 
Yes.  While details are not yet available online, North Dakota state assessment of English 
Language Arts appears to include Speaking and Listening.7 
 

 
1 North Dakota Department of Public Instruction.  (n.d.)  Native American education.  Retrieved May 8, 
2006 from www.dpi.nd.us/natived/index.shtm  
2 North Dakota Department of Public Instruction.  (2006, July 25).  Employee listing.  Retrieved August 2, 
2006 from http://www.dpi.state.nd.us/dept/list.shtm  
3 North Dakota Department of Public Instruction.  (2005, September).  North Dakota department of public 
instruction:  Organizational chart.  Retrieved August 4, 2006 from www.dpi.state.nd.us/dept/orgchart.pdf 
4 North Dakota Department of Public Instruction.  (n.d.).  School support programs.  Retrieved June 3, 
2005 from www.dpi.state.nd.us/natived/support.shtm 
5 Ibid. 
6 North Dakota Department of Public Instruction.  (n.d.)  Native American education.  Retrieved May 8, 
2006 from www.dpi.nd.us/natived/index.shtm  
7 North Dakota Department of Public Instruction.  (n.d.).  Standards based assessments.  Retrieved August 
3, 2006 from http://www.dpi.state.nd.us/standard/asments/index.shtm 
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Are there K-12 benchmarks and instruction in listening and speaking?   
 
Yes.  North Dakota English Language Arts Standard 4 focuses on speaking and listening, 
and is fully developed from kindergarten through grade 12.  The topics addressed in the 
listening and speaking standard are:  Verbal and Nonverbal Communication; 
Conversation, Group Discussion and Oral Presentation; and Planning for an 
Audience/Purpose. 
While it is only occasionally mentioned specifically, oral language is also included in 
English Language Arts Standard 6:  Students understand and use principles of language.  
The topics addressed in this standard are Language Conventions/Mechanics and Literary 
Elements and Techniques.  Within the Literary Elements topic, students at the upper 
grade levels learn about the use of sound patterns in literary language (alliteration, 
assonance and consonance).8 
 
Does policy rationale express support of oral language development?   
 
No.  The rationale focuses on language arts as a foundation for intelligent and precise 
thinking, opportunities for a full range of career paths, and informed citizenship.  Oral 
language is not singled out.9 
 
 
Criterion 3:  World language credit is given for American Indian languages.   
 
Yes.  This is made explicit in both the foreign language standards and in the introduction 
describing the rationale for the policy.  A final standard was added to North Dakota’s 
foreign language standards to specifically address heritage and indigenous language 
acquisition and preservation which expects that students will value native and heritage 
languages and show interest in efforts to preserve those that are endangered.10 
 
In the rationale for using the phrase foreign languages instead of world languages, it was 
felt that the term world languages shifted the focus to languages outside the students’ 
region and thus tended to exclude locally important heritage languages such as Native 
American languages and Norwegian.   The introduction includes a detailed rationale for 
studying and preserving heritage and indigenous languages, affirms their importance both 
locally and in the broader world, and notes cultural acceptance as being among the 
primary benefits of language study. 

 
8 North Dakota Department of Public Instruction.  (2005, April).  North Dakota language arts content and 
achievement standards:  grades K-12.  Bismarck, ND:  Author.  Retrieved August 3, 2006 from 
http://www.dpi.state.nd.us/standard/content/ELA/ELA.pdf 
9 Ibid. 
10 North Dakota Department of Public Instruction.  (2001, May).  North Dakota standards and benchmarks, 
content standards:  Foreign language.  Bismarck, ND: Author.  Retrieved March 26, 2006 from 
www.dpi.state.nd.us/standard/content/foreign.pdf.   
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North Dakota Century Code 15-38-18.1 provides for the certification of North Dakota 
native language instructors.  Requirements are recommendation for certification by the 
indigenous language board created by North Dakota’s four tribal governments, 
demonstration of competence in North Dakota American Indian languages and culture, 
and completion of specified coursework.11 
 
 
Criterion 4:  There are standards for learning about culture that specifically address 
American Indians, and sovereignty issues are addressed in the standards. 
 
Are there standards for culture that specifically address American Indians?   
 
Yes.  North Dakota addresses culture in its Social Studies standards and English 
Language Arts standards.  
 
Social Studies Standards   
 
North Dakota does not address American Indians directly in its History standard and 
benchmarks.  However, it has a standard entirely devoted to Sovereignty, and tribal 
nations and governments are specifically included in the benchmarks for the Political 
Institutions standard.12, 13 

 
North Dakota also has a standard for culture (“Students understand the importance of 
culture”) which indirectly supports an understanding of issues of concern to American 
Indians.  The eight benchmarks include the following grade K-4 and grade 9-12 
benchmarks on diverse languages, customs, and beliefs: 
 

Grades K-4.  Understand the importance of valuing cultures different from 
one’s own.  Understand the role of language, customs, and traditions in 
cultures.   
 
Grades 9-12.  Understand the role of the humanities, religion, and beliefs 
in defining and preserving culture (North Dakota Department of Public 
Instruction, 2000, p. 46). 

 
 
11 North Dakota Department of Public Instruction.  (n.d.).  ND Native American education legislation.  
Retrieved August 5, 2006 from www.dpi.state.ne.us/natived/curriculum.shtm 
12 North Dakota Department of Public Instruction.  (2001, September).  North Dakota standards and 
benchmarks, performance standards:  Social studies.  Bismarck, ND: Author.  Retrieved August 4, 2006 
from http://www.dpi.state.nd.us/standard/perform/soc_p.pdf 
13 North Dakota Department of Public Instruction.  (2000). North Dakota standards and benchmarks, 
content standards:  Social studies.  Bismarck, ND:  Author.  Retrieved August 3, 2006 from 
http://www.dpi.state.nd.us/standard/content/SStudies.pdf 
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English Language Arts Standards  
 
Standard 6 on understanding and using the principles of language includes a strong 
emphasis on identifying and understanding social, cultural, and gender perspectives, 
beginning in eighth grade.14 
 
Are sovereignty issues addressed in these standards?   
 
Yes.  North Dakota Social Studies Standard 9 focuses on tribal sovereignty.  It reads, 
“Students understand the concept of sovereignty in relation to the tribal nations of North 
Dakota” (North Dakota Department of Public Instruction, 2000, p. 3).  North Dakota 
addresses the issue of sovereignty in a thorough manner in a series of benchmarks 
spanning kindergarten through twelfth grade.  Because it is quite unusual for sovereignty 
to be addressed directly at the standards and benchmark level, I have listed North 
Dakota’s benchmarks below. 
 

The grades K-4 benchmarks are: 
Know the rights guaranteed by sovereignty. 
 
Know names, locations, and key features of tribal governments to the 
North Dakota and United States governments. 

 
The grades 5-8 benchmarks are: 

Know the significant events and people in the history of tribal nations 
in North Dakota as sovereign governments. 
 
Understand how political and economic forces have affected the 
sovereignty of tribal nations in North Dakota. 

 
The grades 9-12 benchmarks are: 

Understand the role of constitutional provisions, Supreme Court cases, 
and laws in forming the basis of the federal-Indian relationship. 
 
Understand the historical role of treaty making in the relationship 
between the United States government and the Indian nations. 
 
Understand the significance of major issues, events, and conflicts in 
tribal history. 
 

 
14 North Dakota Department of Public Instruction.  (2005, April).  North Dakota language arts content and 
achievement standards:  grades K-12.  Bismarck, ND:  Author.  Retrieved August 3, 2006 from 
http://www.dpi.state.nd.us/standard/content/ELA/ELA.pdf 
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Understand how political and economic forces have affected the 
sovereignty of tribal nations in North Dakota. 
 
Understand tribal concerns within the tribal community and outside 
the reservation (North Dakota Department of Public Instruction, 2000, 
p. 48). 

 
 
Criterion 5:  Local Tribes (a) participated in developing the standards and/or (b) provide 
regular, formal advisement to the state Department of Education. 
 
Was there participation in standards development?   
 
Yes.  The North Dakota Department of Public Instruction has a highly detailed protocol 
for the development, approval, and publication of its educational standards and 
assessment.  The protocol includes a provision for balanced representation in the 
membership of the writing teams which includes cultural diversity among its ten 
considerations and requires that team members be listed in standards and assessments 
documents.  In addition, the protocol requires specific descriptions of the ways in which 
standards and assessments address equity.  The requirement reads,  
 

“All standards documents should indicate, either within the standards 
document or through a supplemental guidebook, ways the standards 
address race/ethnicity, gender equity, LEP status, migrant status, 
economic disadvantage, inclusiveness, students with disabilities, and 
attentiveness to handicapping or bias conditions within the 
curriculum” (North Dakota Department of Public Instruction, 2002, p. 
17). 
 

While tribal affiliation is not listed in membership lists, the transparency of this approach 
makes it easy for community groups to determine if they have been represented.  In some 
cases, it is readily apparent that Native Americans were included.  For instance,  
Lenore Alberts White-Lightning, Little Hoop (Candeska Cikana) Community College 
(which is a tribal college) participated in developing the Social Studies standards.15 
 
The introduction to the foreign language content standards document provides a brief 
history of the development of the foreign language standards which makes explicit the 
inclusion of Native Americans among the members of the development teams. 
 
 
 
15 North Dakota Department of Public Instruction.  (2002, November).  North Dakota standards and 
assessment development protocols.  Bismarck, ND: Author.  Retrieved August 4, 2006 from 
http://www.dpi.state.nd.us/standard/protocols.pdf 
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Is there on-going advisement by North Dakota tribes?   
 
Yes.  This occurs formally at state level.  There does not appear to be a separate advisory 
committee devoted to education.  The North Dakota Indian Affairs Commission meets 
quarterly to assist and mobilize the support of state and federal agencies on matters of 
importance to North Dakota’s Native communities.16  
 
 
Criterion 6:  There is evidence that culturally-based curricula and instructional 
approaches are supported and promoted. 
 
Are culturally-based curricula and instructional approaches supported and promoted 
through the State educational standards and curriculum guidance?   
 
No.   I did not find internal links or references to culturally-based curricula and 
instructional approaches. 
 
Is there evidence of support or promotion of cultural- based curriculum and instruction 
that is outside the state standards framework?    
 
No.  I did not find external links or references to culturally-based curricula and 
instructional approaches. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
16 North Dakota Indian Affairs Commission.  (2004, February 11).  NDIAC Mission statement.  Retrieved  
August 2, 2006 from http://www.health.state.nd.us/ndiac/ndiac_mission.htm 



285 
 

   

 
 

References 
 

North Dakota Department of Public Instruction.  (2006, July).  Employee listing.  
Retrieved August 2, 2006 from http://www.dpi.state.nd.us/dept/list.shtm  

 
North Dakota Department of Public Instruction.  (n.d.)  Native American education.  

Retrieved May 8, 2006 from www.dpi.nd.us/natived/index.shtm  
 
North Dakota Department of Public Instruction.  (2005, April).  North Dakota language 

arts content and achievement standards:  Grades K-12.  Bismarck, ND:  
Author.  Retrieved August 3, 2006 from http://www.dpi.state.nd.us/ 
standard/content/ELA/ELA.pdf  

 
North Dakota Department of Public Instruction.  (2005, April).  North Dakota language 

arts content and achievement standards: Standard 4.  Bismarck, ND:  Author.  
Retrieved August 3, 2006 from http://www.dpi.state.nd.us/standard/ 
content/ELA/standard4.pdf  

 
North Dakota Department of Public Instruction.  (2005, April).  North Dakota language 

arts content and achievement standards:  Standard 6.  Bismarck, ND:  Author.  
Retrieved August 3, 2006 from http://www.dpi.state.nd.us/standard/ 
content/ELA/standard6.pdf  

 
North Dakota Department of Public Instruction.  ( 2002, November).  North Dakota 

standards and assessment development protocols.  Bismarck, ND:  Author.  
Retrieved August 4, 2006 from http://www.dpi.state.nd.us/standard/ 
protocols.pdf  

 
North Dakota Department of Public Instruction.  (2001, May).  North Dakota standards 

and benchmarks, content standards:  Foreign language.  Bismarck, ND:  
Author.  Retrieved March 26, 2006 from www.dpi.state.nd.us/standard/ 
content/foreign.pdf  

 
North Dakota Department of Public Instruction.  (2000).  North Dakota standards and 

benchmarks, content standards:  Social studies.  Bismarck, ND:  Author.  
Retrieved August 3, 2006 from http://www.dpi.state.nd.us/standard/ 
content/SStudies.pdf  

 
North Dakota Department of Public Instruction.  (2001, September).  North Dakota 

standards and benchmarks, performance standards:  Social studies.  Bismarck, 
ND:  Author.  Retrieved August 4, 2006 from http://www.dpi.state.nd.us/ 
standard/perform/soc_p.pdf  



286 
 

   

 
North Dakota Department of Public Instruction.  (2005, September).  North Dakota 

Department of Public Instruction:  Organizational chart.  Retrieved August 4, 
2006 from www.dpi.state.nd.us/dept/orgchart.pdf  

 
North Dakota Department of Public Instruction.  (n.d.).  School support programs.  

Retrieved June 3, 2005 from www.dpi.state.nd.us/natived/support.shtm  . 
 
North Dakota Department of Public Instruction.  (n.d.).  Standards based assessments.  

Retrieved August 3, 2006 from http://www.dpi.state.nd.us/standard/ 
asments/index.shtm  

 
North Dakota Indian Affairs Commission.  (2004, February 11).  NDIAC mission 

statement.  Retrieved August 2, 2006 from http://www.health.state.nd.us/ 
ndiac/ndiac_mission.htm  

 



287 
 

   

TABLE A29 
North Dakota:  Demographic Information17 
 

State Population (Total)  642,200 100%

Indian population 
(alone or in combination) 

35,228 5.5%

Indian Population 
(alone) 

31,329 4.9%

 
 
 
TABLE A30 
North Dakota:  Federal Reservations and Indian Lands18 
 
Reservation Tribes Languages19, 20 
Devils Lake Sioux Spirit Lake Dakotah Sioux Dakota 
Fort Berthold Three Affiliated Tribes of the 

Fort Berthold Reservation:  
Mandan, Hidatsa, and Arikara 
Nation 

Mandan 
Hidatsa 
Arikara 
Lakota  

Lake Traverse Reservation Sisseton-Wahpeton Sioux Tribe Dakota 
Turtle Mountain & Trenton 

Indian Service Area 
Turtle Mountain Band of 
Chippewa Indians  

Chippewa 

Standing Rock Standing Rock Sioux Tribe Dakota 
Lakota 

 
 
 
 
 
 
 
 

 
17 U.S. Census Bureau.  (2002, February).  The American Indian and Alaska Native population:  2000.   
Washington, DC:  U.S. Department of Commerce 
18 North Dakota.  In American Indian Reservations and Indian Trust Areas.  (1995, October).  Tiller, 
V.E.V. Tiller, (Ed).  (pp. 489-493).  Retrieved December 17, 2005 from www.eda.gov/imageCache/ 
EDAPublic/ documents/pdfdocs/33northdakota_2epdf/v1/33northdakota.pdf 
19 Native Languages of the Americas.  (n.d.)  Preserving and promoting American Indian languages.  
Retrieved  November 7, 2006 from  http://www.native-languages.org/languages.htm#alpha 
20 Gordon, R.G., Jr. (ed.), 2005. Ethnologue: Languages of the world,15th  edition. Dallas, TX.: SIL 
International. Online version: http://www.ethnologue.com/. 
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TABLE A31 
Tribal Web Site URLs 
 
Mandan, Hidsata and Arikara Nation:  www.mhanation.com/main/main.html  
Sisseton-Wahpeton Sioux Tribe:  www.earthskyweb.com/sota.html  
Spirit Lake Dakotah Nation:  www.spiritlakenation.com/  
Standing Rock Sioux Tribe:  www.standingrock.org/  
Three Affiliated Tribes: Mandan, Hidatsa, and Arikara Nations: 

www.mhanation.com/main/main.html  
Turtle Mountain Band of Chippewa Indians:  www.tmbci.net/  
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TABLE A32 
INDIGENOUS LANGUAGES OF NORTH DAKOTA 

 
Caddoan Language Family 

(There are 5 languages in this language in the United States) 
Northern Branch:  Pawnee-Kitsai Branch  Pawnee Branch   Arikara [ari]  

Siouan Language Family 
(There are 17 languages in this family in the United States and Canada) 

Mandan Branch   Mandan  [mhq]  
Mississippi Valley Branch 

 
Dakota Branch    Dakota [dak]  

Lakota  [lkt]  

 
Siouan Proper Branch: 

Central Branch  

Missouri Valley Branch   Crow  [cro]   Hidatsa  [hid]  
Algic Language Family 

(There are 44 Languages in this family in the United States and Canada) 
Algonquian Branch: Central Branch   Ojibwa Branch   Chippewa [ciw]  

Mixed Language  
(There are 21 mixed languages in the world) 

French-Cree:  Michif [crg]  
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DOCUMENT ANALYSIS OF EDUCATION STANDARDS 
State Summary 

 
STATE:   OKLAHOMA             WEB SITE: http://sde.state.ok.us/home/defaultie.html  
 
Note:  The Oklahoma website is unusual in that many of the URLs, as printed, are 
identical.  I copied the URLs electronically, and in most cases the correct page will be 
opened by clicking on the links within this document. 
  
 
Intertextual Analysis:  To what degree is the state department of education aligned with 
the national educational standards movement?   
 
Are there policy statements regarding alignment with national standards? 
 
No.  Oklahoma has a low degree of alignment with national standards policy.  I reviewed 
the Standards for Accreditation of Oklahoma Schools.  This document does not contain 
statements of alignment with national educational standards.  The Department’s mission 
and philosophy statement is brief: 
 

Service … To increase student learning and achievement. 
Leadership … To promote the improvement of the common schools of Oklahoma.  
Regulation … To maintain the necessary standards.1 

 
The standards referred to in this statement are the accreditation standards.  The document 
includes Carnegie units required for graduation, but does not address educational 
standards for each subject area. 
 
Investing in Oklahoma 2005 states, “The State Department of Education’s mission, as 
reflected in the State Board of Education’s five-year strategic plan, is clearly in line with 
the federal “No Child Left Behind” law and builds upon opportunities provided in state 
law.”2    
 
To what degree are the state foreign language standards aligned with ACTFL standards? 
  
High.  Oklahoma has a 91% match with ACTFL standards.  In grades K-3, an 
exploratory language awareness program is required.   Children are exposed to several 
languages and cultures.  While a general goal is stated for each of the five ACTFL 
 
1 Oklahoma Department of Education.  (n.d.)  Program contact persons:  No Child Left Behind Act of 2001.  
Retrieved September 8, 2006 from http://www.sde.state.ok.us/NCLB/pdf/NCLBcontact.pdf 
2 Oklahoma Department of Education.  (2005, July).  Investing in Oklahoma 2005: The progress of 
education reform, volume 9 –   Introduction and content.  Retrieved August 28, 2006 from 
http://sde.state.ok.us/home/defaultie.html 
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strands (Communication, Cultures, Connections, Comparisons, and Communities), the 
program is not intended to lead to proficiency in the language(s) studied. 
 
Beginning in grade 4, a sequential world language program is required.  The standards for 
grades 4-12 are closely aligned with the ACTFL standards.  Oklahoma uses the exact 
wording of all but two of the ACTFL standards.  The two exceptions are Oklahoma’s 
version of ACTFL Standard 1.1 in the Communications strand and Standard 5.1 in the 
Communities strand.    
 
Oklahoma’s version of ACTFL 5.1 matches the wording of ACTFL’s standard, but 
expands the scope for the standard by adding “to participate in multicultural communities 
around the world.” 
 
While ACTFL’s Standard 1.1 focuses on conversational oral language, and includes 
expression of feelings and exchange of opinions, Oklahoma’s version adds the 
development of written correspondence in order to provide and obtain information and 
does not include expression of feelings or opinions.3 
 
 
Criterion 1:  The department of education (DOE) demonstrates attention to the needs of 
NA/AI students by having an office or individual responsible for Indian Education. 
 
Yes.  The Oklahoma Department of Education directory is accessed from a link on the 
Department’s home page.  The contact information is Indian Education, (405) 521-3311.  
No staff are listed for the office. The office is listed separately, slightly below the 
regional accreditation offices, and does not appear to be part of the set of offices that 
address instructional services and student services.   
 
A directory of No Child Left Behind contacts lists Pete Beaver for Title VII Indian 
Education, (918) 687-1260.  This office does not appear to be located in the main 
Department of Education office. 
 
The Site Index links on the home page for Indian Education and Title VII Indian 
Education Grants link to an Indian Education page containing a statement from State 
Superintendent of Public Instruction Sandy Garrett, which notes that Native American 
language are included in the state’s core standards and mentions the assistance of 
Oklahoma’s Department of Education in helping 48 school districts to receive federal 

 
3 Oklahoma Department of Education.  (2002, August 22).  Oklahoma standards for world languages 
(foreign, Native American, and/or American Sign Language).  Retrieved August 22, 2006 from 
http://sde.state.ok.us/acrob/pass/languages.pdf 
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grants supporting Native American languages and culture.  Native American language 
resource materials are to be developed and disseminated by the state.4, 5   
 
 
Criterion 2:  In English Language Arts, listening and speaking are valued as much as 
reading and writing. 
 
Is there equal emphasis in state assessment?   
 
No.  Listening and Speaking standards are assessed at the local school district level rather 
than by state-level assessments.   
 
Are there K-12 benchmarks and instruction in listening and speaking?   
 
Yes.  Among its Language Arts content standards, Oklahoma has a goal for “Oral 
Language/ Listening and Speaking: The student will demonstrate thinking skills in 
listening and speaking.”  Within this goal, the standards for Listening and Speaking are 
fully developed through the 12th grade. 
 
Content standards for basic listening and speaking skills begin in grade 1.   From grades 3 
through 5 a third oral language standard is added which addresses group interaction.  In 
grade 6, students focus on delivering well-organized presentations using Standard 
English for oral speech, and in middle school they add the skills and strategies needed to 
evaluate oral communication and to make focused, coherent presentations.  
 
In high school these skills are polished.  The focus is on the formulation of thoughtful 
judgment about oral communication and the use of solid reasoning and a clear, distinct 
perspective in the students’ presentations; the use of gestures, tone and vocabulary that 
are appropriate for the audience and purpose of the presentation; and the use of the same 
Standard English conventions in oral speech that are used in writing.6 
 
Does policy rationale express support of oral language development?   
 
Yes.  Oklahoma treats the five areas of language (listening, speaking, viewing, reading 
and writing) as a unified and integrated subject.  In the Overview that introduces 
Oklahoma's language arts standards, the word text is not limited to the discussion of 
 
4 Oklahoma Department of Education.  (n.d.).  Indian education:  Preserving Native American languages 
and cultures.  Retrieved August 7, 2006 from http://sde.state.ok.us/home/defaultie.html 
5 Oklahoma Department of Education.  (n.d.)  Program contact persons:  No Child Left Behind Act of 2001.  
Retrieved September 8, 2006 from http://www.sde.state.ok.us/NCLB/pdf/NCLBcontact.pdf 
6 Oklahoma Department of Education.  (2002,  August 22).  Priority academic student skills:  Language 
arts.  Retrieved January 11. 2005 from http://sde.state.ok.us/acrob/pass/languagearts.pdf    
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reading. Oral, written, and visual texts are also used to provide the context for developing 
these five broad areas of communication skills, and speeches and videos are included 
among the examples of texts that may be used.  The introduction takes a broad view of 
literacy, stating that the language arts curriculum “will ensure all students are literate and 
can engage successfully in reading, discovering, creating, and analyzing spoken, written, 
electronic, and visual texts which reflect multiple perspectives and diverse communities” 
(p. 17 [emphasis added]). 
 
The introduction includes a section on Oral Language/Listening/Speaking which provides 
a strong rationale for oral language instruction beginning in kindergarten and continuing 
throughout school, based on the fact that oral language is the primary way in which 
information is acquired and transmitted.  The section notes that more than 75% of 
communication is an oral process, and acknowledges that a false impression that oral 
language is not important is sometimes given by educational emphasis on reading and 
writing. 7   
  
 
Criterion 3:  World language credit is given for American Indian languages.   
 
Yes.  The Oklahoma Standards for World Languages specify “Foreign, Native American, 
and/or American Sign Language.”8 
 
An Indian Education web page contains a statement from Superintendent of Education 
Sandy Garrett affirming the value of Native American languages and noting that they 
have been included in Oklahoma’s adopted core standards.9 
 
 
Criterion 4:  There are standards for learning about culture that specifically address 
American Indians, and sovereignty issues are addressed in the standards. 
 
Are there standards for culture that specifically address American Indians?   
 
Yes.  The standards for Social Studies and World Languages contain standards for culture 
with specific references to Native Americans. 
 
7 Oklahoma Department of Education.  (2002, August 22).  Priority academic student skills:  Language 
arts.  Retrieved January 11. 2005 from http://sde.state.ok.us/acrob/pass/languagearts.pdf    
8 Oklahoma Department of Education.  (2002, August 22).  Oklahoma Standards for World Languages 
(Foreign, Native American, and/or American Sign Language).  Retrieved August 22, 2006 from 
http://sde.state.ok.us/acrob/pass/languages.pdf 
9 Oklahoma Department of Education.  (n.d.).  Indian Education:  Preserving Native American languages 
and cultures.  Retrieved August 7, 2006 from http://sde.state.ok.us/home/defaultie.html  
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Social Studies 
 
Native Americans are explicitly addressed in the Social Studies standards at grades four, 
five, eight, and high school.   
 
One strand on human migration begins in grade 4 and develops through high school into 
a focus on the Westward Movement and its impact on Native Americans. 
 
High School – Oklahoma History, Standard 3 focuses entirely on Native Americans.  It 
directs students to “evaluate the social economic and political development and 
contributions of Native Americans from prehistoric settlement through modern times.”  
Its four objectives are to:  
 

1. Identify and describe significant phases of prehistoric cultures, including the 
Paleo Indians (Clovis points, Archaic Indians (Folsom points), the Mound 
Builders, and the Plains Tribes. 

2. Trace the movement of other North American peoples into present-day 
Oklahoma, including the Five Tribes, Plains Tribes, and Eastern Tribes. 

3. Compare and contrast cultural perspectives (e.g., land ownership and use, 
agricultural methods, production and distribution of commodities, and trading 
practices) of Native Americans and European Americans. 

4. Identify significant historical and contemporary Native Americans (e.g., John 
Ross, Sequoyah, Quanah Parker, Jim Thorpe, Will Rogers, the Five Indian 
Ballerinas, the Kiowa Five, and Wilma Mankiller.) 

 
Of these, Objective 3 focuses on culture, and dovetails with the World Language 
standards on cultural perspectives. 
 
High School – Oklahoma History standard 4, which addresses major political and 
economic events prior to statehood, includes attention to tribal alliances and to the 
significance of the Civil War in Indian Territory. 
 
High School – Oklahoma History standard 5 focuses on the development of constitutional 
government in Oklahoma and includes an examination of the Dawes Commission and 
distribution of lands to non-Native Americans, as well as an analysis of the development 
of governments among the Native American tribes. 
 
World Languages     
 
When the American Indian language is the subject of study, its culture component 
focuses on Native American culture. 
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The focus of Oklahoma’s second goal for World Languages – “to gain knowledge and 
understanding of other cultures” – is on the relationships between the perspectives of the 
culture studied, and its products and practices.  Students progress from identifying and 
imitating cultural patterns of behavior at the Novice level, through interacting according 
to the social and cultural requirements of the context.  Within this standard, students also 
learn about stereotyping other cultures, and discuss generalizations commonly made 
about the culture studied.  
 
Oklahoma’s fourth goal for World Languages is to develop insight into the nature of 
culture and language.  Students do this by making comparisons of the culture studied and 
their own.  While there might be room within this framework for the study of the ethnic 
cultures of the students, the examples of classroom tasks focus on general “American 
culture.” 
 
There is a slight difference in the way culture is defined for the social Studies and World 
Language standards.  Culture is defined in the Glossary of the Priority Academic Student 
Skills: Social Studies as “learned behavior of a people, which includes their belief 
systems and languages, their social relationships, their institutions and organizations, and 
their material goods…” (p. 260).  Culture is defined in the Glossary of the Oklahoma 
Standards for World Languages as “the philosophical perspectives, the behavioral 
practices, and the products – both tangible and intangible – of a society” (p. 361).10 
 
Are sovereignty issues addressed in these standards?   
 
No, sovereignty issues are not addressed explicitly.   The closest possibility is in High 
School Oklahoma History Standard 5, Objective 2:  “Analyze the development of 
governments among the Native American tribes and the movement towards the all-Indian 
state of Sequoyah; the movement for single statehood; and the impact and influence of 
the Enabling Act and the Constitutional Convention” (p. 244).   
 
High School – Oklahoma History Standard 5 focuses on the development of 
constitutional government in Oklahoma.  With its examination of the Dawes Commission 
and distribution of lands to non-Native Americans, and its analysis of the development of 
governments among the Native American tribes, this would seem to be a likely place to 
address the issue of sovereignty.  However, tribal sovereignty is not explicitly mentioned 
in the standard or its objectives. 11 
 
 
 
10 Oklahoma Department of Education.  (2002, August 22).  Oklahoma standards for world languages 
(foreign, Native American, and/or American Sign Language).  Retrieved August 22, 2006 from 
http://sde.state.ok.us/acrob/pass/languages.pdf  
11 Oklahoma Department of Education.  (2002, August 22).  Priority academic student skills:  Social 
studies.  Retrieved August 22, 2006 from http://sde.state.ok.us/acrob/pass/socialstudies.pdf 
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Criterion 5:  Local Tribes (a) participated in developing the standards and/or (b) provide 
regular, formal advisement to the state Department of Education. 
 
Was there participation in standards development?   
 
No Data.  No information is provided about how Oklahoma’s subject area standards were 
developed.    
 
Is there on-going advisement by Oklahoma’s tribes?   
 
Yes.  A search of the Oklahoma Department of Education website did not yield any 
indication of on-going advisory councils or committees by Oklahoma’s tribes.  However, 
State Superintendent of Public Instruction Sandy Garrett identifies herself as a Native 
American, although her bio does not include her tribal affiliation.  It is reasonable to 
expect that she would represent a Native perspective to a certain extent. 
 
I found evidence of an Oklahoma Indian Affairs Commission, although there is no link 
from the state’s Department of Education web site.  Among the accomplishments of the 
Commission were the passage of a bill in 1989 for reform in Oklahoma education that 
included the provision for tribal language to be taught in public schools and the creation 
in 1994 of the Native American Cultural and Educational Authority, a cultural center 
celebrating the diverse histories and cultures of Oklahoma’s tribes.  The Commission 
web page also notes that the Oklahoma State Department of Education has an Indian 
Education Department.12 
 
 
Criterion 6:  There is evidence that culturally-based curricula and instructional 
approaches are supported and promoted. 
 
Are culturally-based curricula and instructional approaches supported and promoted 
through the State educational standards and curriculum guidance?   
 
No.  My review of the resources offered through the Oklahoma Department of 
Education’s Office of Standards and Curriculum’s Curriculum Links page did not find 
any culturally-based approaches to instruction.13 
 
 

 
12 Oklahoma Indian Affairs Commission.  (2005). Compacts, Contracts & Agreements.  Retrieved on 
January 8, 2007 from www.state.ok.us/~oiac/StateTribal.htm 
13 Oklahoma Department of Education.  (n.d.)   Office of standards and curriculum: Curriculum links.  
Retrieved on September 8, 2006 from http://sde.state.ok.us/home/defaultie.html 
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Is there evidence of support or promotion of cultural- based curriculum and instruction 
that is outside the state standards framework?    
 
No.  My review of the resources offered through the Oklahoma Department of 
Education’s Office of Standards and Curriculum’s Curriculum Links page did not find 
any culturally-based approaches to instruction. 
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TABLE A33 
Oklahoma:  Demographic Information14 
 

State Population (Total)  3,450,654 100%
Indian population 
(alone or in combination) 

391,949 11.4%

Indian Population 
(alone) 

273,230 7.9%

 
 
 
 
TABLE A34 
Oklahoma:  Federal Reservations and Indian Lands 15, 16 
 

Reservation Tribes17 Languages18, 19 
Absentee Shawnee Indian 

Reservation 
Absentee Shawnee Tribe Shawnee 

Alabama-Quassarte Indian 
Reservation 

Alabama-Quassarte Tribal Town of 
the Creek Nation of Oklahoma 

Alabama 

Apache Tribe of Oklahoma Apache Tribe of Oklahoma Eastern Apache  
Kiowa  

Caddo Tribe 
(Held jointly with the 

Delaware & Wichita tribes)

Caddo Tribe of Oklahoma 
 

Caddo 
 

Cherokee Nation Cherokee Nation of Oklahoma Cherokee 
Cheyenne-Arapaho Tribal 

Jurisdictional Area 
Cheyenne and Arapaho Tribes of 

Oklahoma 
Cheyenne  
Arapaho  

Chickasaw Nation Chickasaw Nation Chickasaw  
Choctaw Nation Choctaw Nation of Oklahoma Choctaw 
Citizen Band Potawatomi  Citizen Potawatomi Nation Potawatomi 

 
14 U.S. Census Bureau.  (2002, February).  The American Indian and Alaska Native population:  2000.   
Washington, DC:  U.S. Department of Commerce 
15 Oklahoma.  In American Indian Reservations and Indian Trust Areas.  (1995, October).  Tiller, V.E.V. 
Tiller, (Ed).  (pp. 497-538) 
16 The reservation column includes all varieties of federally recognized tribal lands including contiguous 
lands set aside as a reserve or reservation, checkerboard arrangements in which tribal and non-tribal lands 
are interspersed, and other tribal lands.  Because of the variety of arrangements, the entries in this column 
will be identified primarily by tribe when the name of a reservation is not available or is not appropriate.  
17 In this column, whenever possible, I have used the name provide by the tribe on its web page.  
18 Native Languages of the Americas.  (n.d.)  Preserving and promoting American Indian languages.  
Retrieved  November 7, 2006 from  http://www.native-languages.org/languages.htm#alpha 
19 Gordon, R.G., Jr. (Ed.). (2005). Ethnologue: Languages of the world,15th  edition. Dallas, TX: SIL 
International. Online version: http://www.ethnologue.com/. 
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Reservation Tribes Languages 
Comanche Tribe of 

Oklahoma  
Comanche Nation Comanche 

Delaware Reservation 
(Held jointly with the Caddo 

& Wichita tribes) 

Delaware Tribe of Western 
Oklahoma 

Lenape (Unami) 

(recently re-recognized) Delaware Tribe of Eastern 
Oklahoma 

Lenape (Unami) 

Eastern Shawnee Reservation Eastern Shawnee Tribe of 
Oklahoma 

Shawnee 

Fort Sill Apache Tribal Trust 
Lands 

Fort Sill Apache Tribe of 
Oklahoma 

Chircahua 
Apache 

Iowa Reservation Iowa Tribe of Oklahoma Iowa-Oto 
Kaw Tribe of Oklahoma Kaw Tribe of Oklahoma Kansa 
Kialegee Tribal Town Kialegee Tribal Town  
Kickapoo Tribe of Oklahoma Kickapoo Tribe of Oklahoma Kickapoo  
Miami Tribe of Oklahoma Miami Nation of Oklahoma Miami 
(no reservation) Modoc Tribe of Oklahoma Klamath-Modoc 
Muskogee Creek Nation 

jurisdictional area 
Muscogee (Creek) Nation of 

Oklahoma 
Muscogee 

Osage Reservation Osage Nation of Oklahoma Osage  
Otoe-Missouria Reservation Otoe-Missouria Tribe of Oklahoma  Iowa-Oto 
Ottawa Tribe Ottawa Tribe of Oklahoma Ottawa 
Pawnee Nation Tribal 

Reserve 
Pawnee Nation of Oklahoma Pawnee 

(no reservation) Peoria Indian Tribe of Oklahoma:  
Kaskaskia, Peoria, Piankesaw 
and Wea Tribes 

Miami-Illinois  

Ponca Reservation Ponca Nation Omaha-Ponca 
Quapaw Tribe of Oklahoma Quapaw Tribe of Oklahoma Quapaw 
Sac and Fox Reservation Sac and Fox Nation Mesquakie 
Seminole Tribal Jurisdiction 

Area 
Seminole Nation of Oklahoma Muskogee 

Seneca-Cayuga Tribe of 
Oklahoma 

Seneca-Cayuga Tribe of Oklahoma Seneca 
Cayuga 

Thlopthlocco Tribal Town -  
(Federally recognized tribal 
community) 

Thlopthlocco Tribal Town (a 
member of the Creek Nation) 

Muskogee 

Tonkawa Tribal Reserve Tonkawa Tribe of Oklahoma Tonkawa 
United Keetoowah Band of 

Cherokee Indians - 
(Federally recognized tribal 
community) 

United Keetoowah Band of 
Cherokee Indians 

Cherokee 
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Reservation Tribes Languages 
Wichita Tribe - (Held jointly 

with the Caddo & Wichita 
tribes) 

Wichita and Affiliated Tribes:  
Wichita, Waco, Keeche, & 
Tawakonie 

Wichita 

Wyandotte Reservation Wyandotte Nation Wyandot 
 
 
TABLE A35 
Tribal Web Site URLs 
 
Absentee Shawnee Tribe:  www.astribe.com/   
Delaware Tribe of Indians:  www.delawaretribeofindians.nsn.us/  
Caddo Tribe of Oklahoma:  www.thecaddo.com/  
Cheyenne and Arapaho Tribes of Oklahoma:  www.cheyenne-arapaho.org/  
Cherokee Nation:  www.cherokee.org/  
Chickasaw Nation:  www.chickasaw.net/  
Choctaw Nation of Oklahoma:  www.choctawnation.com/   or 

www.choctawnation.com/index.cfm?fuseaction=home  
Citizen Potawatomi Nation:  www.potawatomi.org/  
Comanche Nation:  www.comanchenation.com/  
Delaware Tribe of Eastern Oklahoma:  www.delawaretribeofindians.nsn.us/   
Eastern Shawnee Tribe of Oklahoma:  www.easternshawnee.org/  
Iowa Tribe of Oklahoma:  www.iowanation.org/  
Kaw Nation:  www.kawnation.com/  
Miami Nation of Oklahoma:   
Muscogee (Creek) Nation of Oklahoma:  www.muscogeenation-nsn.gov/  
Ottawa Tribe of Oklahoma:  http://ottawatribe.org/  
Pawnee Nation of Oklahoma:  www.pawneenation.org/  
Peoria Tribe of Indians of Oklahoma:  www.peoriatribe.com/  
Quapaw Tribe:  http://quapawtribe.com/  
Sac and Fox Nation: www.cowboy.net/native/sacnfox.html  
Seminole Nation of Oklahoma:  www.seminolenation.com/  
Tonkawa Tribe of Oklahoma:  www.tonkawatribe.com/  
United Keetoowah Band of Cherokee Indians: www.unitedkeetoowahband.org/   
Wichita and Affiliated Tribes:  www.wichita.nsn.us/  
Wyandotte Nation:  www.wyandotte-nation.org/  
 
Inter-Tribal Council of Northeast Oklahoma (Eastern Shawnee, Miami, Modoc, Ottawa 

Nation, Peoria, Quapaw, Seneca-Cayuga, Wyandotte):  www.eighttribes.org/  
Oklahoma Indian Affairs Commission:  www.state.ok.us/~oiac/  
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TABLE A36 
INDIGENOUS LANGUAGES OF OKLAHOMA 
 

Algic Language Family  
(There are 44 languages in this family in the United States and Canada.) 

Ojibwa Branch  Ottawa [otw] (Canada)  
 
Central Branch  

Shawnee [sjw]  
Potawatomi [pot] 
Kickapoo [kic] 
Mesquakie [sac] 
Miami [mia] 
Shawnee [sjw] 

Eastern Branch   Unami [unm]  
Cheyenne [chy]  

 
 
 
 
Algonquian Branch   

Plains Branch   
Arapaho Branch   Arapaho [arp]  

Caddoan Language Family 
(There are 5 languages in this family in the United States) 

 Wichita Branch   Wichita [wic]  
Pawnee-Kitsai Branch 

  
Kitsai Branch   Kitsai [kii]  

 
Northern Branch: 

 Pawnee Branch   Pawnee [paw]  
Southern Branch:  Caddo [cad]  

Coahuiltecan Language Family 
(There is 1 language in this family in the United States) 

Tonkawa [tqw]  
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Iroquoian Language Family 

(There are 11 languages in this family in the United States and Canada) 
Northern Iroquoian  
Branch:  

Five Nations Branch   Seneca-
Onondaga Branch  

Seneca-Cayuga Branch 
  

Seneca [see]  
Cayuga [cay] (Canada) 

 Huron Branch   Wyandot [wya]  
Southern 
Iroquoian Branch: 

Cherokee [chr]  

Muskogean Language Family 
(There are 6 languages in this family in the United States ) 

 
Eastern Branch:  

Alabama [akz]  
Muskogee [mus]  
Mikasuki [mik]  

Western Branch:  Chickasaw [cic]  
Choctaw [cho]  

Na-Dene Language Family  
(There are 47 languages in this family in Canada and the United States.) 

Kiowa Apache Branch 
 

Apache, Kiowa [apk]  Nuclear Na-Dene  
Branch:  

Athapaskan-Eyak  
Branch  
Athapaskan Branch  

 
 
Apachean Branch  Navajo-Apache (5)  

Eastern Apache (3)   
Apache, Mescalero-
Chiricahua [apm] 
(USA 
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Penutian Language Family  

(There are 33 languages in this family in Canada and the United States.) 
Plateau Penutian  Branch:  Klamath-Modoc Branch   Klamath-Modoc [kla]  

Siouan Language Family 
(There are 17 languages in this family in the United States.) 

Chiwere Branch   Iowa-Oto [iow]   
 
Siouan Proper Branch:  

 
 
Central Branch   

Mississippi Valley  
Branch     

Dhegiha Branch   
Kansa [ksk]  
Osage [osa]  
Omaha-Ponca [oma]  
Quapaw [qua]  

Uto-Aztecan Language Family 
(There are 61 languages in this family in the United States and Mexico.) 

Northern Uto-Aztecan  
Branch:  

Numic Branch)   Central Branch   Comanche [com]  

Language Isolate 
Yuchi [yuc] (USA) 
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DOCUMENT ANALYSIS OF EDUCATION STANDARDS 
State Summary 

 
STATE:  OREGON       WEB SITE:  http://www.ode.state.or.us/ 
 
 
To what degree is the state department of education aligned with the national educational 
standards movement?   
 
Are there policy statements regarding alignment with national standards? 
 
Yes.  There is a high degree of policy alignment with national standards is Oregon policy 
for educational standards explicitly aligns with both the national standards movement and 
with the model standards.   
 
All of Oregon’s academic content standards are tied to national standards and with the 
National Assessment of Educational Progress (NAEP), as listed in Section B, page 39 of 
the Department of Education’s online newspaper.  For instance, Oregon’s 
English/Language Arts standards are aligned with the National Standards for the 
Language Arts, National Council of Teachers of English (NCTE), and Second Language 
standards with the National Standards for Foreign Language Arts, American Council on 
the Teaching of Foreign Languages (ACTFL).  A description of the alignment process is 
provided in Academic Content Standards: Creating Consistency Across Oregon.  1, 2 
 
A timeline for the standards movement in Oregon begins with the publication of A Nation 
at Risk by the National Commission on Excellence in Education in 1983, followed 
closely by the adoption of the Oregon Action Plan for Excellence in 1984.  By 1991, the 
Oregon Educational Act for the 21st Century was passed by the state legislature to ensure 
that education would be more rigorous.  The State Board adopted Content and 
Benchmark standards in 1996.3   
 
To what degree are the state foreign language standards aligned with ACTFL standards? 
 
High.  Oregon’s standards for Foreign Languages are 100% aligned with the ACTFL 
standards. 
 
1 Oregon Department of Education.  (2005-06). English/language arts grade-level foundations and 
standards,sSection B.  Retrieved February 25, 2006 from www.ode.state.or.us/teachlearn/real/ 
documents/NewspaperSection/BPDF.pdf   
2 Oregon Department of Education.  (2005, August).  Academic content standards:  Creating consistency 
across Oregon.  Retrieved February 19, 2006 from www.ode.state.or.us/pubs/eii/ 
academiccontentstandardsprimer.pdf 
3 Oregon Department of Education.  (2005). Subject area endorsement manual. Retrieved February 19, 
2006 from www.ode.state.or.us/teachlearn/standards/sae/subjectareaendorsementmanual.pdf  
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Criterion 1:  The department of education (DOE) demonstrates attention to the needs of 
NA/AI students by having an office or individual responsible for Indian Education. 
 
Yes.  The Oregon Department of Education has a specialist who is responsible for Indian 
Education. 
 
Contact information:  Brad Victor:  (503)378-3600 x2712, brad.victor@state.or.us .  
 
The Oregon Department of Education’s web page for Indian, Native Hawaiian, and 
Alaska Native Education is http://www.ode.state.or.us/search/results/?id=112 .   This 
page provides links to key documents and resources, and lists members and contact 
information for the Oregon Indian Education Council. 
 
 
Criterion 2:  In English Language Arts, listening and speaking are valued as much as 
reading and writing. 
 
Is there equal emphasis in state assessment?     
 
No.  Reading is assessed by state tests annually beginning at grade 3.  Writing is 
evaluated at the state level at grades 4 and 7 and for the Certificate of Initial Mastery 
(CIM) at grade 10.   
 
Speaking is assessed by local teachers using a state-developed scoring guide to evaluate 
work samples, and results are placed in each student’s assessment portfolio.  Listening 
does not appear to be included in state assessment procedures.4,5, 6  
 
Are there K-12 benchmarks and instruction in listening and speaking?   
 
Yes.  Oregon’s English Language Arts framework has standards in four areas:  Reading, 
Literature, Writing, and Speaking and Listening.  There are three overarching Common 
Curriculum Goals for Speaking and Listening, all of which are developed progressively 
through the Certificate of Initial Mastery (10th grade) level.  The first (“[c]ommunicate 
supported ideas across the subject areas using oral, visual, and multimedia forms in ways 

 
4 Oregon Department of Education.  (2005, August).  Academic Content Standards:  Creating Consistency 
Across Oregon.  Retrieved February 19, 2006 from www.ode.state.or.us/pubs/eii/ 
academiccontentstandardsprimer.pdf 
5 Oregon Department of Education. (2005, November 8).  Scoring Guides.  Retrieved February 19, 2006 
from www.ode.state.or.us/teachlearn/testing/scoring/guides  
6 Oregon Department of Education.  (n.d.). Performance Standards Suummary.  Retrieved February 19, 
2006 from www.ode.state.or.us/teachlearn/subjects/elarts/performance/asmtperformancestds0506.pdf  
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appropriate to topic, context, audience and purpose”) focuses on speaking and 
presentation skills. The other two focus on Listening.  They address listening critically, 
responding appropriately, and evaluating the significance and accuracy of information 
and ideas that are presented orally and visually.7, 8 
 
Does policy rationale express support of oral language development?   
 
No.   I was not able to locate statements supporting oral language development in the 
policy statements. This may be because the policies have been revised and the original 
statements providing a rationale have not been included in the documents supporting the 
revisions.  The references provided as supporting the research base for the English 
Language Arts standards seem to focus primarily on reading, and include reports from 
Achieve, the National Reading Panel, and the National Assessment of Educational 
Progress (NAEP) frameworks for reading and writing.9  
 
 
Criterion 3:  World language credit is given for American Indian languages.   
 
Unclear.  In the introduction to the Oregon Revised Second Language Standards, second 
language is defined as synonymous with foreign language, world language, American 
Sign Language, modern classical language, and languages other than English. It is 
specifically not meant to include English as a Second Language.  While this list is broad 
and appears inclusive, it is not clear whether indigenous or heritage languages fit into the 
standards.   
 
This ambiguity regarding American Indian languages appears again in the Online Oregon 
Standards Newspaper discussion of the ACTFL proficiency levels.  There is a statement 
that “[the proficiency levels] apply to languages such as Spanish, French, German, and 
American Sign Language.”   Except for American Sign Language, the languages listed 
are commonly taught European languages.  ACTFL distinguishes between Indo-
European “cognate” languages and “non-cognate” languages, such as Japanese and 
Chinese.   American Indian languages are non-cognates.   
 

 
7 Oregon Department of Education.  (Adopted 2003).  Oregon English/language arts:  4-CIM grade level 
standards. (pp. 24-26) Retrieved February 19, 2006 from www.ode.state.or.us/teachlearn/real/ 
documents/05-06ela4cimview.pdf  
8 Oregon Department of Education.  (Adopted June, 2002).  Oregon English/language arts:  Grades K-3 
View. Retrieved February 19, from www.ode.state.or.us/teachlearn/real/documents/05-06elak-3optional.pdf  
9 Oregon Department of Education.  (Adopted 2003).  Oregon English/language arts:  4-CIM grade level 
standards.  Retrieved February 19, 2006 from www.ode.state.or.us/teachlearn/real/documents/05-
06ela4cimview.pdf  
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On the other hand, ORS 342.144 American Indian languages teaching license makes 
provisions for an alternative licensing process for teachers of American Indian languages 
and states that “[t]he Legislative Assembly declares that teaching American Indian 
languages is essential to the proper education of American Indian children” [ORS 
342.44(2)].   
 
Criterion 4:  There are standards for learning about culture that specifically address 
American Indians, and sovereignty issues are addressed in the standards 
 
Are there standards for culture that specifically address American Indians?   
 
No.  I reviewed the standards for Second Languages and for Social Sciences, and found 
that the study of culture and cultural processes is superficial, at best.  It is not addressed 
in the current standards for Second Languages.  The Social Science standards 
framework’s approach to Native Americans is through the study of history.   
 
In fact, the Oregon Social Science standards specifically exclude knowledge and skills 
from the social sciences of anthropology, sociology, and psychology.10  These are the 
very areas which would facilitate an understanding of intercultural dynamics and 
relationships.   
 
Second Languages Standards.   
 
The Oregon Second Language Standards have been revised to more closely align with the 
American Council on the Teaching of Foreign Languages (ACTFL) standards. The 
original standards included one for culture (“Demonstrate and recognize cultural 
products, perspectives and practices appropriate to the cultures studied.”11   While 
ACTFL’s “five C’s of standards for foreign language learning” do include gaining 
knowledge and understanding of the language being studied, and developing insight into 
the nature of language and culture, the ACTFL language proficiency level set for the 
Oregon CIM is only Novice-High (4 on 12-point scale)12.  Culture begins to be included 
among the ACTFL outcomes at the Intermediate-Low level, which is beyond the 
expectations for the CIM in Oregon.  Thus, there is no explicit requirement that it be 
systematically addressed within the context of Oregon’s K-12 Second Language 
framework. 
 

 
10 Oregon Department of Education.  (n.d.).  Social science content standards overview.  Retrieved 
February 20, 2006 from www.ode.state.or.us/teachlearn/subjects/socialscience/curriculum/ 
contentstandardsoverview.pdf 
11 Oregon Department of Education. (n.d.) Oregon standards – 2005-06 school year (p. 25A).  
12 The ACTFL scale runs from 0 (No ability whatsoever in the language) through Low, Mid, and High 
Novice; Low, Mid, and High Intermediate; Advanced; Advanced Plus; Superior; Distinguished; and 
Native. 
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Social Science Standards.   
 
Social Science content standards focus on five strands (history, geography, civics, 
economics, and social science analysis), and intentionally exclude knowledge from the 
social sciences of sociology, psychology, and anthropology.13  The Content Standards 
and Common Curriculum Goals are written broadly.  Grade-Level Maps provide 
guidance for teachers in organizing instruction so that students have an opportunity to 
meet the content standards with a minimum of repetition of specific knowledge and 
skills.14   
 
Are sovereignty issues addressed in these standards?   
 
No.  The Grade-Level Maps specify knowledge about Native Americans and their way of 
life in the history standards, especially at grades four, five, and eight.  There is no 
discussion of sovereignty at any grade level in these documents.  The grade-level maps 
for Kindergarten through Certificate of Initial Mastery can be accessed at 
www.ode.state.or.us/teachlearn/subjects/socialscience/curriculum/gradelevel/  
 
On the other hand, the Oregon State Board of Education has adopted a middle school-
high school curriculum – Indians in Oregon Today – which includes an excellent 
presentation of treaty and sovereignty issues.  This curriculum is not mentioned anywhere 
within the Grade-Level Maps or on the social sciences webpage.  Links to it are provided 
via the Indian, Native Hawaiian, and Alaska Native Education - Title VII webpage.15 
 
 
Criterion 5:  Local Tribes (a) participated in developing the standards and/or (b) provide 
regular, formal advisement to the state Department of Education 
 
Was there participation in standards development?   
 
No Data.  The Department of Education website does not provide information about 
participation by Oregon tribes in the original development of the standards in the early 
1990’s.     
  
Is there on-going advisement by Oregon tribes?   
 
13 Oregon Department of Education.  (n.d.).  Social science content standards overview.  Retrieved 
February 20, 2006 from www.ode.state.or.us/teachlearn/subjects/socialscience/curriculum/ 
contentstandardsoverview.pdf  
14 Oregon Department of Education.  (2003, June).  Social Sciences:  Grade-level map of common 
curriculum goals, content standards and eligible content.  Retrieved February 20, 2006 from 
www.ode.state.or.us/teachlearn/socialscience/curriculum/gradelevelmapping.pdf  
15 Pepper, F..  (rev. 2004).  Indians in Oregon today:  Oregon middle school-high school curriculum.  
Salem, OR: Oregon Department of Education.  Available at www.ode.state.or.us/opportunities/grants/nclb/ 
title_vii/indiansinoregontoday.pdf  
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Yes.  In May, 1996 formal state/tribal government-to-government relations were 
established by the Governor through Executive Order 96-30.  The order required all state 
agencies to develop and formalize their relationship with Oregon’s Indian tribes, and 
established a process which could assist in resolving potential conflict and make the most 
of key intergovernmental relations. It created regular venues for the exchange of ideas 
and resources for the greater good of all of Oregon's citizens, whether tribal members or 
not.  The order was made permanent by the State Legislature and is codified in ORS 
182.162 Relationship of State Agencies with Indian Tribes. 
 
In 1996, Oregon State Board policy was amended to clarify its recognition of the distinct 
and unique tribal governments within the state of Oregon and their special relationship 
with the federal government.  The policy states a belief that all school districts should 
promote more effective education services for American Indian children by assuring 
meaningful participation of American Indian people in the planning, implementation, and 
administration of educational services.16    
 
The minutes of the Oregon Government-to-Government Education Cluster meeting are 
provided through links from the Indian, Native Hawaiian, and Alaska Native Education - 
Title VII web-page.  This group regularly receives reports from the Department of 
Education and the Governor’s Office. 
 
The Oregon Government-to-Government meetings provided a venue for tribal 
involvement with the Oregon American Indian/Alaska Native Education State Plan, 
which has been adopted by the Oregon State Board of Education.17, 18  The plan includes 
goals for the Oregon Department of Education as well as the local school districts, and is 
overseen by the Oregon Indian Education Council (OIEC). 
 
 
Criterion 6:  There is evidence that culturally-based curricula and instructional 
approaches are supported and promoted. 
 
Are culturally-based curricula and instructional approaches supported and promoted 
through the State educational standards and curriculum guidance?   
 
No.  Where culture is addressed at all in the state educational standards, it is viewed as 
content rather than a process.   
 

 
16 Department of education philosophy:  American Indian education.  Oregon State Board of Education, 
Orig. Code 3820.11, Amended December 1996. 
17 Oregon State Board of Education.  (2006).  Oregon American Indian/Alaska Native Education State 
Plan.  Available at www.ode.state.or.us/opportunities/grants/nclb/title_vii/indedstplan03.pdf 
18ODE Executive Memorandum 018-2003-04. (2003, December 9).   
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Is there evidence of support or promotion of cultural- based curriculum and instruction 
that is outside the state standards framework?   
 
Yes.  The Oregon American Indian/Alaska Native Education State Plan highlights 
strategies for addressing the eleven goals which encompass staff development, 
 curriculum, infusion, dropout prevention, culturally appropriate assessment, early 
childhood, and parental involvement.19 
 
There is a state mandate for multicultural education.  Senate Bill 103 directs the 
department of education to evaluate the demographic data for students and teachers and 
strategies for informing districts regarding multicultural diversity laws.  The legislation 
also directs the department to evaluation how current laws on diversity and multicultural 
education are being implemented, and to identify strategies to integrate a multicultural 
education program with other education programs of school districts.  The link to this bill 
is posted on the foreign languages web page.20 
 
Senate Bill 690 (Chapter 653 Oregon Laws 2001) amended ORS 342.120 and 342.815 to 
create an alternative teacher licensing provision for teachers of American Indian 
languages.  Available at http://www.leg.state.or.us/01orlaws/sess0600.dir/0653ses.html21 
  
 
 
 
 
 
 
 
 
 
 
 
 
 
 

 
19 Oregon State Board of Education.  (2006).  Oregon American Indian/Alaska Native education state plan.  
Available at http://www.ode.state.or.us/opportunities/grants/nclb/title_vii/indedstplan03.pdf 
20 70th Oregon Legislative Assembly--1999 regular session.  Enrolled Senate Bill 103 (SB 103-A).  
Available at http://www.ode.state.or.us/policy/state/sb103.aspx 
21 Oregon Department of Education.  (n.d.)  Indian, Native Hawaiian and Alaska Native education – Title 
VII.  Retrieved February 21, 2006 from www.state.or.us/search/results/?id=112 and 
Department of education philosophy:  American Indian education. (Amended 1996, December).  Oregon 
State Board of Education, Orig. Code 3820.11. 
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TABLE A37 
Oregon Demographic Information22 
 

State Population (Total)  3,421,399  100%
Indian population 
(alone or in combination) 

85,667  2.5% of total  

Indian Population 
(alone) 

45,211 1.3% of total

 
 
 
 
 
TABLE A38 
Oregon:  Federal Reservations and Indian Lands 23 
 

Reservation Tribes Languages24, 25, 26 
Burns Paiute Indian 

Reservation 
Burns Paiute Northern Paiute 

Coos, Lower Umpqua, and 
Siuslaw Reservation 

Confederated Tribes of Coos, 
Lower Umpqua, & Siuslaw 
Indians 

Coos 
Umpqua 
Siuslaw 

Coquille Indian 
Reservation 

Coquille Indian Tribe Coquille-Tolowa 
Coos 

 Cow Creek Band of Umpqua 
Indians 

Umpqua 

Grand Ronde Reservation Confederated Tribes of the 
Grand Ronde:  Umpqua, 
Molalla, Rogue River, 
Kalapuya, and Chasta  
Tribes 

Chinook (inc.Clatsop, 
Clackamas) 

Chinook Wawa 
Kalapuya 

(no reservation) Klamath Tribes:  Klamath, 
Modoc, and Yahooskin 

Klamath 
Modoc 
 

 
22 U.S. Census Bureau.  (February, 2002).  The American Indian and Alaska Native population:  2000.   
Washington, DC:  U.S. Department of Commerce 
23 Oregon.  In American Indian reservations and Indian trust areas. (October 1995).  Tiller, V.E.V.(Ed).  
(pp. 539-549).  
24 Native Languages of the Americas.  (n.d.)  Preserving and promoting American Indian languages.  
Retrieved November 7, 2006 from  http://www.native-languages.org/languages.htm#alpha 
25 Gordon, R.G., Jr. (Ed.). (2005). Ethnologue: Languages of the world, 15th  edition. Dallas, TX: SIL 
International. Online version: http://www.ethnologue.com/. 
26 Jackson, M. (1999).  Languages of Oregon.  Retrieved November 14, 2006 from 
http://logos.uoregon.edu/explore/oregon/   and  http://logos.uoregon.edu/explore/  
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Reservation Tribes Languages 
Siletz Reservation Confederated Tribes of Siletz Alsea 

Chasta Costa 
Chetco 
Coquille-Tolowa 
Galice (Taltushtun-

tude) 
Siuslaw 
Tututni 
Yaquina 

Umatilla Indian 
Reservation 

Confederated Tribes of the 
Umatilla Indian Reservation:  
Cayuse, Umatilla, and Walla 
Walla 

Cayuse 
Nez Perce 
Umatilla 
Walla Walla 

Warm Springs Indian 
Reservation 

Confederated Tribes of Warm 
Springs:  Warm Spring, 
Wasco, and Paiute Tribes 

Tenino 
Wasco 

Celilo Village (“in lieu 
site” for fishing) 

  Tenino (Waiam) 

 
 
 
 
TABLE A39 
Tribal Web Site URLs 
 
Burns Paiute Tribe:  www.burnspaiute-nsn.gov/  
Confederated Tribes of Coos, Lower Umpqua, & Siuslaw Indians:  

http://www.ctclusi.org/  
Coquille Indian Tribe:  www.coquilletribe.org/  
Cow Creek Band of Umpqua Indians:  www.cowcreek.com/  
Confederated Tribes of the Grand Ronde Community of Oregon:  www.grandronde.org  
Klamath Tribes:  www.klamathtribes.org/  
Confederated Tribes of Siletz:  http://ctsi.nsn.us  
Confederated Tribes of the Umatilla Indian Reservation: www.umatilla.nsn.us  
Confederated Tribes of Warm Springs:  www.warmsprings.com  
 
Department of Linguistics, University of Oregon – Languages of Oregon:  
http://logos.uoregon.edu/explore/oregon/   
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TABLE A40 
INDIGENOUS LANGUAGES OF OREGON 

 
Na-Dene Language Family  

(There are 47 languages in this family in Canada and the United States.) 
Nuclear Na-Dene 
Branch: 

Athapaskan-Eyak  
Branch   
 

 
  Athapaskan 
Branch  

 
Pacific Coast  
Branch    
   Oregon Branch  
                

 
 
Tolowa-Galice  
Branch  
                    

Chetco [ctc]  
 
Coquille [coq] 
Galice [gce]  
Tolowa [tol] 
Tututni [tuu] 

Penutian Language Family  
(There are 33 languages in this family in Canada and the United States.) 

Chinookan Branch  Chinook [chh]  
Wasco-Wishram [wac] 

Dialects:   
Chinook:  Klatsop, Clackama, Kiksht 

Kalapuyan Branch   Kalapuya [kyl]  
Takelma [tkm]  

Siuslawan Branch   Siuslaw [sis]  
Yakonan Branch   Alsea [aes]  

 
 
Oregon Penutian  
Branch:  

 
Coast Oregon Branch   

Coosan Branch   Coos [csz] 
Klamath-Modoc Branch   Klamath-Modoc [kla]   

Plateau Penutian  
Branch:  

 
Sahaptin Branch   

Tenino [tqn]  
Umatilla [uma]  
Walla Walla [waa] 

Unclassified   Molale [mbe]  
Salishan  Language Family 

(There are 27 languages in this family in the United States and Canada) 
Tillamook Branch   Tillamook [til]   
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Uto-Aztecan Language Family 

(There are 61 languages in this family in the United States and Mexico) 
Northern Uto-Aztecan  Branch:  Numic Branch    Western Branch               Paiute, Northern [pao] 

Pidgin Language  
Amerindian   Chinook Wawa [chn]  
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DOCUMENT ANALYSIS OF EDUCATION STANDARDS 
State Summary 

 
STATE:  SOUTH DAKOTA      WEB SITE:  http://doe.sd.gov/  
 
 
Intertextual Analysis:  To what degree is the state department of education aligned with 
the national educational standards movement?   
 
Are there policy statements regarding alignment with national standards?   
 
No.  I reviewed the general overview of the South Dakota Content Standards and the 
introduction to each of the Communication Arts, Social Studies, Math and Science 
standards.  The overview focuses on the importance of statewide standards to ensure that 
education is consistently strong and that high school completion has common meaning 
throughout the state.   The purpose of South Dakota’s standards is to prepare students for 
work, post-secondary education, responsible citizenship, and personal fulfillment as life-
long learners.  Core Standards have been adopted for math, reading, communication arts, 
science, and social studies.1 
 
To what degree are the state foreign language standards aligned with ACTFL standards?  
 
Low.  South Dakota has 13% agreement with the ACTFL standards.  South Dakota’s 
World Language standards have five goals with underlying objectives that are 
substantively different from the ACTFL standards.  Only South Dakota’s first and fifth 
goals have some degree of overlap with ACTFL.  South Dakota’s first goal has to do with 
communication in the world language, and the fifth has to do with knowledge and 
perspectives that can only be gained through the target language and culture. 
 
South Dakota’s Goal 2 on culture focuses on knowledge and understanding of peoples 
and cultures, and does not mention the ACTFL focus on relationships among 
perspectives, practices, and products of the culture.   
 
South Dakota’s Goal 3 addresses developing an understanding of the home language and 
culture through world language study, rather than the ACTFL focus on developing 
understanding of the concepts of culture and of language. 
 

 
1 South Dakota Department of Education. (2004). SD content standards:  Overview.  Retrieved December 
26, 2006 from http://doe.sd.gov/contentstandards/overview.asp 



322 
 

   

South Dakota’s Goal 4 specifies using the target language for communication in 
multicultural communities, and includes the unique element of using the language to 
analyze career options in the global marketplace.2 
 
 
Criterion 1:  The department of education (DOE) demonstrates attention to the needs of 
NA/AI students by having an office or individual responsible for Indian Education. 
 
Yes.  Keith Moore, the Indian Education Coordinator, works directly under the Secretary 
of Education.  He can be reached at (605)773-6118, or by email at 
keith.moore@state.sd.us 3 
 
 
Criterion 2:  In English Language Arts, listening and speaking are valued as much as 
reading and writing. 
 
Is there equal emphasis in state assessment?   
 
No.  The South Dakota Assessment includes the Dakota State Testing of Educational 
Progress (DSTEP), the Stanford Writing Assessment Program, the South Dakota Team-
Led Alternate Assessment and Reporting System-Writing (STAARS-W), and the 
National Assessment of Educational Progress (NAEP).  The content areas covered in the 
assessment program are Reading, Writing, Math, and Science.4 
 
Are there K-12 benchmarks and instruction in listening and speaking?   
 
Yes.  Standards for Listening and Viewing, for Speaking, and for Writing are grouped in 
the Communications Arts Content Standards.  (Reading Content Standards are presented 
in a separate document.)   South Dakota has two broad Indicators (expected outcomes) 
for Listening and Viewing:  The ability to use various listening and viewing strategies in 
social, academic, and occupational situations; and the ability to use strategies to retrieve, 
interpret and evaluate ideas and information from various oral and visual sources.  Within 
these Indicators, grade level Standards, Skills, and Performance Descriptors for listening 
and speaking are fully and progressively developed from kindergarten through the twelfth 

 
2 South Dakota Department of Education.  (2004). World language:  Content standards.  Retrieved 
December 26, 2006 from http://doe.sd.gov/contentstandards/world/content/index.asp 
3 South Dakota Department of Education.  (2004). Office of the secretary:  Indian education.  Retrieved 
December 22, 2006 from http://doe.sd.gov/secretary/indianed/index.asp 
4 South Dakota Department of Education. (n.d.).  Overview of South Dakota assessment system.   Retrieved  
December 29, 2006 from http://doe.sd.gov/octa/assessment/docs/SDassessment.pdf 
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grade.  A set of Performance Descriptors for the grade level standards has also been 
developed for English Language Learners (non-native speakers of English).5  
 
In high school, there are twelve grade level standards for Listening and Viewing, 
culminating at grade twelve with the ability to compare the use of rhetorical structures 
and diction to the purpose and context of the communication, and the ability to analyze 
the impact of the media on a society’s belief systems and values. 
 
South Dakota’s Indicators for Speaking focus on the ability to use appropriate structure 
and sequence to express ideas and convey information, and the ability to use the 
appropriate language and presentation style for formal and informal situations.  The 
twenty-one high school grade level standards culminate in the ability to participate in 
dramatic readings of literary selections, the ability to reassess choices and strategies used 
in oral communication based on feedback, the ability to recognize the influence 
demographics can have on the response of an audience, the ability to use effective 
strategies in interpersonal communication settings, and the ability to deliver multimedia 
presentations that combine text, images, and sound.  
 
Does policy rationale express support of oral language development?   
 
No.  The introduction to South Dakota’s Communication Arts standards refers to 
overarching educational goals and standards, but does not actually discuss any aspect of 
language or language development.6 
 
 
Criterion 3:  World language credit is given for American Indian languages.   
 
Yes.  The Introduction to the World Language Standards specifically includes indigenous 
language among those that students may learn.  The World Language Vision states that 
the linguistic treasure of the Sioux culture and languages must not be lost.  There is 
strong state support for the teaching of these languages.  However, the introduction and 
background materials for the World Language standards also note that currently there are 
limited and inadequate opportunities for world language study in South Dakota, since 
World Languages are not yet consistently included in district curricula.7, 8,  9 

 
5 South Dakota Department of Education.  (2004).  South Dakota communication arts content standards.  
Retrieved December 28, 2006 from http://doe.sd.gov/contentstandards/languagearts/communicationarts/ 
docs/CommunicationArtsStandards.pdf 
6 South Dakota Department of Education.  (2004).  South Dakota communication arts content standards.  
Retrieved December 28, 2006 from http://doe.sd.gov/contentstandards/languagearts/communicationarts/ 
docs/CommunicationArtsStandards.pdf 
7 South Dakota Department of Education.  (2004). World language:  Introduction.  Retrieved December 26, 
2006 from http://doe.sd.gov/contentstandards/world/content.asp 
8 South Dakota Department of Education.  (2004). World language: Background.  Retrieved December 26, 
2006 from http://doe.sd.gov/contentstandards/world/content/bkground.asp 
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Study of a world language is one of three “Required Offerings” students must choose 
from for two units of credit to complete their high school graduation requirements. (The 
other two are Computer Studies, and Approved Career or Technical Education courses.)  
World Language is required for students’ highest standards for graduation, which prepare 
students for college entrance. 10 
 
 
Criterion 4:  There are standards for learning about culture that specifically address 
American Indians, and sovereignty issues are addressed in the standards. 
 
Are there standards for culture that specifically address American Indians?   
 
Yes.  Native Americans are addressed specifically and systematically in the U.S. History 
Standards, Skills, and Performance Descriptors beginning in the 2nd grade and continuing 
through high school.  In 4th and 5th grade, especially, there is inclusion of Native 
Americans in most of the five social studies strands.11 
 
At the standard level, those that address Native Americans follow.  Those that 
specifically include Native Americans in the performance standards are indicated by an 
asterisk (*). 
 

Third Grade U.S. History – (3.U.S.1.1):  Students are able to identify the 
obstacles and successes of the early settlers and Native Americans in creating 
communities.* 
 
Fourth Grade U.S. History – (4.U.S.2.2.):  Students are able to explain the effects 
of the Native American conflicts and establishment of reservations on the Native 
American culture.* 
 
Fifth Grade U.S. History – (5.US.1.1.):  Students are able to differentiate the 
lifestyles of various Native American tribes.* 
 
Fifth Grade Geography – (5.G.2.1.):   Students are able to describe how climate 
and geography influenced the way of life of Native American tribes and the 
movement and activities of settlers. 
 

                                                                                                                                                 
9 South Dakota Department of Education.  (2004). World language:  Vision.  Retrieved December 26, 2006 
from http://doe.sd.gov/contentstandards/world/content/vision.asp 
10 South Dakota Department of Education.  (n.d.).  Pathways to graduation.  Retrieved December 29, 2006 
from http://doe.sd.gov/oatq/gradrequirements/docs/06GradRequirementsBrochure.pdf 
11 South Dakota Department of Education.  (2006, May 15).  Social studies content standards.  Retrieved  
December 27, 2006 from http://doe.sd.gov/contentstandards/social/docs/Full_Social%20Studies.pdf 
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Core High School U.S. History – (9-12.US.2.1.):  Students are able to describe the 
causes and effects of interactions between the U.S. government and Native 
American cultures. 
 
Core High School Civics (Government) – (9-12.C.1.5.):  Students are able to 
describe the state, local, and tribal governments with emphasis on their structures, 
functions, and powers. * 
 

In addition, Native Americans or elements of Native American history and culture are 
addressed in U.S. History Skills and Examples at grades 2, 3*, 4*, 5*, 8 and high school; 
in World History at grades 4 and 5; in Geography at grades 4, 5* and 7; in Civics at 
grades 4, 8 and high school*; and in Economics at grades 5 and 8.  (Inclusion in the 
accompanying Performance Descriptors is indicated by an asterisk [*]). 
 
Are sovereignty issues addressed in these standards?   
 
Yes.  In fourth grade Civics (4.C.1.2.), one of the skills addresses Native American 
sovereignty.  It reads, “Recognize South Dakota’s nine reservations as sovereign nations 
with their own governments and laws.”   This skill is flagged to indicate that it is an 
enabling skill that will be needed at later grade levels.12 
 
 
Criterion 5:  Local Tribes (a) participated in developing the standards and/or (b) provide 
regular, formal advisement to the state Department of Education. 
 
Was there participation in standards development?   
 
Yes, to some extent.  Most of South Dakota’s standards documents acknowledge the 
participation and expertise of educators who helped to develop them.  Emmett Martin, a 
high school Lakota Studies, Lakota Language, and Indian History teacher, Monica 
Schmidt, a 9-10th grade social studies teacher and state Indian Educator of the Year, and 
Tamara Faw, a 7th-12th grade special education teacher at Lower Brule Tribal school 
participated in the development of the social studies standards.  However, there is no 
evidence of Native American participation for the Science, Communication Arts, and 
Reading Standards. 13, 14, 15, 16, 17    

 
12 South Dakota Department of Education.  (2006, May 15).  Social studies content standards.  Retrieved  
December 27, 2006 from http://doe.sd.gov/contentstandards/social/docs/Full_Social%20Studies.pdf 
13 South Dakota Department of Education.  (2004,  May 17). Mathematics content standards.  Retrieved 
December 28, 2006 from http://doe.sd.gov/contentstandards/math/docs/MathStandards--Approved05-17-
04.pdf 
14 South Dakota Department of Education.  (2004). South Dakota reading content standards.  Retrieved 
December 28, 2006 from http://doe.sd.gov/contentstandards/languagearts/reading/docs/ 
ReadingStandards.pdf 
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Is there on-going advisement by South Dakota tribes?   
 
Yes.  The South Dakota Department of Education has a twenty-four member Indian 
Education Advisory Council which represents all of the states tribes and reservations.  
The Council meets 8-10 times each year.  Language and culture integration into the 
schools is one of the issues identified by the Council. 18  
 
Criterion 6:  There is evidence that culturally-based curricula and instructional 
approaches are supported and promoted. 
 
Are culturally-based curricula and instructional approaches supported and promoted 
through the State educational standards and curriculum guidance?   
 
No Data.  A fact sheet published by the South Dakota Department of Education states 
that the Department of Education works closely with its Indian Education Advisory 
Council, which advocates for a culturally relevant education experience for American 
Indian students.  However, I did not find much state-developed supplemental information 
about curriculum and instruction on the South Dakota Department of Education web 
site.19 
 
Is there evidence of support or promotion of cultural- based curriculum and instruction 
that is outside the state standards framework?    
 
Yes.  In the Social Studies standards, one of the resources listed is the Cradleboard 
Teaching Project, which was created by Native American singer Buffy Sainte-Marie.  
The Cradleboard Project addresses K-12 social studies, history, geography, science, and 
music curricula from a Native American perspective.  It includes Tribe Specific 
Curriculum when appropriate.  The Cradleboard Teaching Project may be accessed at 
http://www.cradleboard.org/main.html. 
 

                                                                                                                                                 
15 South Dakota Department of Education.  (2004). South Dakota communication arts content standards.  
Retrieved December 28, 2006 from http://doe.sd.gov/contentstandards/languagearts/communicationarts/ 
docs/CommunicationArtsStandards.pdf 
16 South Dakota Department of Education.  (2005,  March 22).  Science content standards.  Retrieved 
December 27, 2006 from http://doe.sd.gov/contentstandards/science/docs/newstandards/ 
South%20Dakota%20Science%202005.pdf 
17 South Dakota Department of Education.  (2006, May 15).  Social studies content standards.  Retrieved  
December 27, 2006 from http://doe.sd.gov/contentstandards/social/docs/Full_Social%20Studies.pdf 
18 South Dakota Indian Education Summit. (n.d).  Progress report:  2004-2005.  Retrieved December 28, 
2006 from http://doe.sd.gov/secretary/indianed/docs/IndianEducation.pdf 
19 South Dakota Department of Education.  (n.d.).  Native American education.  Retrieved December 22, 
2006 from http://doe.sd.gov/secretary/indianed/docs/OIE-FACT%20SHEET.pdf 
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The South Dakota Department of Education sponsors seven regional Education Service 
Agencies which provide services to school districts and serve as a resource for teachers.   
There were few resources that were identified as culturally relevant and none that were 
identified as cultural-based.  However, the Regions 6-7 agency did have a professional 
development program that used the Black Hills Mount Rushmore and Crazy Horse 
Memorials as a vehicle for the study of U.S. History, including Native American cultures 
and perspectives.  The Mountains of History program can be accessed at 
http://www.tahbh.org/content/default.htm. 
 
The Education Service Agencies 6 & 7 have also published a series of strategy booklets 
which assist teachers in designing instruction for diverse classrooms.  The series may be 
accessed at http://www.sdesa6.org/content/projects.htm . 
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South Dakota Department of Education.  (2004). World language:  Background.  

Retrieved December 26, 2006 from http://doe.sd.gov/contentstandards/ 
world/content/bkground.asp  
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contentstandards/world/content/vision.asp  

 
South Dakota Indian Education Summit. (n.d.).  Progress report:  2004-2005.  Retrieved 
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TABLE A41 
South Dakota Demographic Information20 
 

State Population (Total)  754,844 100%
Indian population 
(alone or in combination) 

68,281 9.0% of total

Indian Population 
(alone) 

62,283 8.3% of total

 
 
 
 
 
 
TABLE A42 
South Dakota:  Federal Reservations and Indian Lands 21 
 

Reservation Tribes Languages 
Cheyenne River Reservation Cheyenne River Lakota Nation Lakota 
Crow Creek Reservation Crow Creek Sioux Tribe Lakota (Nakota 

dialect) 
Flandreau Santee Sioux 

Reservation 
Flandreau Santee Sioux Tribe Dakota 

Lake Traverse Reservation Sisseton-Wahpeton Sioux 
Tribe 

Dakota 

Lower Brule Reservation Lower Brule Sioux Tribe Lakota 
Pine Ridge Reservation Oglala Sioux Tribe Lakota 
Rosebud Reservation Rosebud Sioux Tribe Lakota 
Standing Rock Reservation Standing Rock Sioux Tribe Lakota 

Dakota 
Yankton Sioux Indian 

Reservation  
Yankton Sioux Tribe Dakota 

 
 
 
 
 
 
 
 
20 U.S. Census Bureau.  (2002, February).  The American Indian and Alaska Native population:  2000.   
Washington, DC:  U.S. Department of Commerce 
21 South Dakota.  In American Indian Reservations and Indian Trust Areas.  (1995, October).  Tiller, 
V.E.V. (Ed).  (pp. 555-564).  
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TABLE A43 
Tribal Web Site URLs 
 
Cheyenne River Lakota Nation:  www.sioux.org/  
Flandreau Santee Sioux Tribe: www.fsst.org/   
Oglala Sioux:  www.lakotamall.com/oglalasiouxtribe/  
Rosebud Sioux Tribe: www.rosebudsiouxtribe-nsn.gov/  
Sisseton-Wahpeton Sioux Tribe:  www.earthskyweb.com/sota.html  
Standing Rock Sioux Tribe:  www.standingrock.org/  
Yankton Sioux Tribe:  www.yanktonsioux.com/   
 
South Dakota Tribal Government Relations:  www.state.sd.us/oia/mission.asp 
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TABLE A44 
INDIGENOUS LANGUAGES OF SOUTH DAKOTA 
 

Siouan Language Family 
(There are 17 languages in this family in the United States and Canada) 

Siouan Proper Branch: Central Branch  Mississippi Valley Branch  Dakota Branch    Dakota [dak]  
Lakota  [lkt]  

 
 
 



333 
 

   

 
 
 



334 
 

   

DOCUMENT ANALYSIS OF EDUCATION STANDARDS 
State Summary 

 
STATE:  WASHINGTON                WEB SITE:  www.k12.wa.us  
 
 
Intertextual Analysis:  To what degree is the state department of education aligned with 
the national educational standards movement?   
 
Are there policy statements regarding alignment with national standards? 
 
Moderate.  I did not find Washington law or policy that explicitly aligns with the 
national standards movement.  The term education reform is highlighted by quotation 
marks in the introduction to a 2003 summary of Washington state laws on education 
reform and assessment.  The rhetorical use of quotation marks in this way tends to set the 
term aside and draw it into question.  The 2003 summary also notes that laws regarding 
education reform are scattered throughout the Revised Code of Washington (RCW), 
which suggests that “education reform” is viewed as an on-going process rather than an 
isolated legislative effort.1 
 
On the other hand, the policy-development and legislation of the reform period, 
beginning in 1992, appears to have been heavily influenced by the standards movement.  
Major events include the Commission on Student Learning, which was established by the 
Washington Legislature in 1992 to develop academic learning requirements, create a new 
assessment system and give school districts greater flexibility in offering educational 
programs.   The Governor’s Council on Education Reform and Funding worked to assure 
the passage of Washington’s framework for education reform, The Education Reform Act 
of 1993 (ESHB 1209), which created new learning goals and was adopted in 1993.  
Legislated requirements regarding character traits and values were added in 1994.  The 
continuing development of the state assessments was the focus of Legislation during the 
late 1990s.    
 
ESHB 1209 includes a number of references that reflect the themes of the standards 
movement.  These include findings that student achievement in Washington needs to be 
improved in order to keep pace with an increasingly competitive international economy 
and that improving student achievement will require standards set at internationally 
competitive levels.  The focus on international competitiveness is balanced somewhat by 
ESHB 1209, Sec. 1(7) which notes that improving student achievement also requires 

 
1 Bergeson, T., Butts, R. & Vermillion, A. (1993, August).  State laws regarding education reform, 
assessment, and accountability in Washington state.  Olympia, WA:  Washington Office of Superintendent 
of Public Instruction.  Retrieved October 6, 2006 from www.k12.wa.us/LegisGov/2003 documents/ 
2003EDREFORMLAWS.doc  
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establishing an education environment of collaboration and cooperation that fosters 
mutually respectful interactions (Bergeson, et.al., 2003). 
 
To what degree are the state foreign language standards aligned with ACTFL standards?   
 
Not Applicable.  Washington’s mandated educational standards do not include the study 
of foreign languages.  Instead, this is a decision left to the local school districts.  
However, Washington recently endorsed the ACTFL foreign language standards as the 
state’s voluntary standards in order to provide guidance to programs developed at the 
district level.2, 3 

 
 
Criterion 1:  The department of education (DOE) demonstrates attention to the needs of 
NA/AI students by having an office or individual responsible for Indian Education. 
 
Yes.  The contact for Indian Education is Denny Hurtado, (360)725-6167, 
dhurtado@ospi.wednet.edu.  However, there does not appear to be a link to a Washington 
Superintendent of Public Instruction web page for Indian Education.4 
 
 
Criterion 2:  In English Language Arts, listening and speaking are valued as much as 
reading and writing. 
 
Is there equal emphasis in state assessment?   
 
No.  Washington’s statewide testing program has two components.  The Washington 
Assessment of Student Learning (WASL) is a set of criterion-based tests aligned to 
Washington’s educational standards in reading, writing, math, and science.  The Iowa 
Tests of Basic Skills (ITBS) and Iowa Tests of Educational Development (ITED) 
comprise the norm-based component of the state’s assessment system. Listening and 
speaking are not assessed in either of these components.5  
 
 
 
2 Bergeson, T., Butts, R. & Vermillion, A. (1993, August).  State laws regarding education reform, 
assessment, and accountability in Washington state.  Olympia, WA:  Washington Office of Superintendent 
of Public Instruction.  Retrieved October 6, 2006 from www.k12.wa.us/LegisGov/2003 documents/ 
2003EDREFORMLAWS.doc 
3 Washington Office of Superintendent of Public Instruction.  (n.d.)  World languages:  overview.  
Retrieved October 4, 2006 from www.k12.wa.us/curriculuminstruct/socstudies/WorldLanguages/ 
default.aspx 
4 Washington Office of Superintendent of Public Instruction.  (n.d.)  Programs/services.  Retrieved 
September 3, 2006 from http://www.k12.wa.us/programs/default.aspx#indianed 
5 Washington Office of Superintendent of Public Instruction.  (2004, March).  Assessment: Overview, 
measuring student progress. Retrieved October 11, 2005 from www.k12.wa.us/assessment/default.aspx  
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Are there K-12 benchmarks and instruction in listening and speaking?   
 
Yes.  Washington has developed language arts standards for Reading, Writing, and 
Communication.  Communication is defined in terms of intra-personal and interpersonal 
skills such as listening, observing, speaking, analyzing, and evaluating.  Essential 
Academic Learning Requirements (EALRs) and Grade Level Expectations were 
developed through for Communication, as well as for Reading and Writing, with   
benchmarks at grades 4, 7, and 10.6  The Communications Essential Academic Learning 
Requirements are listed below:   
 

1. The student uses listening and observation skills and strategies to gain 
understanding. 

To meet this standard, the student: 
1.1 Uses listening and observation skills and strategies to focus attention and 
     interpret information. 
1.2 Understands, analyzes, synthesizes, or evaluates information from a 

variety of sources. 
 

2. The student uses communication skills and strategies to interact/work 
effectively with others. 

To meet this standard, the student: 
2.1. Uses language to interact effectively and responsibly in a multicultural 

context. 
2.2. Uses interpersonal skills and strategies in a multicultural context to work 
     collaboratively, solve problems, and perform tasks. 
2.3. Uses skills and strategies to communicate interculturally. 

 
3. The student uses communication skills and strategies to present ideas and one’s 

self in a variety of situations. 
To meet this standard, the student: 

3.1. Uses knowledge of topic/theme, audience, and purpose to plan 
presentations. 

3.2. Uses media and other resources to support presentations. 
3.3. Uses effective delivery. 
 

4.  The student analyzes and evaluates the effectiveness of communication. 
To meet this standard, the student: 

4.1. Assesses effectiveness of one’s own and others’ communication. 
4.2. Sets goals for improvement. 

 
6 Washington Office of Superintendent of Public Instruction. (1998, June).  Washington state essential 
academic learning requirements: Communication.  Retrieved January 24, 2007 from 
www.k12.wa.us/CurriculumInstruct/communications/pubdocs/communicationsEALR.pdf   . 
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Does policy rationale express support of oral language development?   
 
Yes.  Washington State Essential Academic Learning Requirements:  Communication 
was approved on February 29, 1997.  The Introduction clearly acknowledges the 
importance of oral language and cross cultural communication, quoting education 
research Ernest Boyer’s 1983 admonitions that we judge others and are ourselves judged 
by what we say and how we speak, and that the information age requires attention to 
proficiency in the spoken as well as the written word.   The document recognizes that the 
communications process “requires a vast repertoire of skills in intra-personal and 
interpersonal processing, listening, observing, speaking, questioning, analyzing and 
evaluating.”7 
 
 
Criterion 3:  World language credit is given for American Indian languages.   
 
Not Applicable.  Washington does not have a policy mandate for educational standards 
in foreign languages.  Instead, a foreign language requirement is a decision of the local 
school district.   The State Board of Education has endorsed the American Council on the 
Teaching of Foreign Language (ACTFL) standards to serve as guidelines for district-
developed programs. 
 
Interestingly, WAC 180-51-025 Local school district application of state requirements 
(which addresses local decisions regarding the required coursework and the content of 
courses), provides that if a foreign language graduation requirement is established, then 
American Sign Language shall count toward completion of the requirement.  However, 
Native American languages are not given similar support in this Washington 
Administrative Code.  On the other hand, Native American language study is explicitly 
acceptable for college entrance requirements.  In 1987 the State Board of Education 
adopted minimum core course requirements for college entrance that included two years 
the same foreign language, Native American language, or American Sign Language.8   
 
 
Criterion 4:  There are standards for learning about culture that specifically address 
American Indians, and sovereignty issues are addressed in the standards. 
 
 
 

 
7 Washington Office of Superintendent of Public Instruction. (1998, June).  Washington state essential 
academic learning requirements: Communication.  Retrieved January 24, 2007 from 
www.k12.wa.us/CurriculumInstruct/communications/pubdocs/communicationsEALR.pdf  
8 Washington Office of Superintendent of Public Instruction.  (n.d.)  World languages:  Overview.  
Retrieved October 4, 2006 from www.k12.wa.us/curriculuminstruct/socstudies/WorldLanguages/ 
default.aspx 
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Are there standards for culture that specifically address American Indians?    
 
Yes.   Washington's History Standard 1 – The student examines and understands major 
ideas, eras, themes, developments, turning points, chronology, and cause-effect 
relationships in the United States, world, and Washington State history – includes the 
development of an understanding of concepts of culture in at least one benchmark level 
for each goal.   
 
Indian cultures are specifically addressed twice in the history standards.  Fifth grade 
United States History benchmarks 1.2.1 asks students to describe and compare patterns of 
life over time in a set of historical periods which includes Indian’ cultures (prehistory to 
1492), and fifth grade Washington State History Benchmark 1.2.1 asks student to 
describe and compare patterns of life over time in Washington State including, among 
others, the Native cultures of Washington.9 
 
While they do not carry the mandate of content to be covered in instruction, as the 
standards do, Washington’s models (exemplars) for classroom-based assessment of the 
standards regularly include suggestions for including American Indians and 
Washington’s twenty-nine tribes.  Classroom-based assessment packets and scoring 
guides are available at all benchmark levels for culture (“Cultural Contributions”, 
“Enduring Cultures”, and “Cultural Interactions”) and for “Causes of Conflict.”  The 
packets are available at www.k12.wa.us/Assessment/WASL/SocialStudies/ 
default.aspx.10, 11 

 
Are sovereignty issues addressed in these standards?   
 
No.  I did not find references to tribal sovereignty in any of Washington’s educational 
standards. 
 
However, “U.S. policy towards indigenous tribes, Native American removal, reservations 
and sovereign nations” (emphasis added) is one of four suggested U.S. History topics 
listed in the high school level classroom-based assessment model packet for U.S Foreign 
Policy.12  

 

 
9 Washington Office of Superintendent of Public Instruction.  (n.d.).  Social studies:  Essential academic 
learning requirements, history.  Retrieved December 13, 2005 from www.k12.wa.us/curriculumInstruct/ 
SocStudies/historyEALRs.aspx 
10 Washington Office of Superintendent of Public Instruction.  (2005). Washington state social studies 
classroom-based assessment:  Enduring cultures.  Retrieved October 5, 2006 from 
http://www.k12.wa.us/Assessment/WASL/SocialStudies/CBAs/Grade8History-EnduringCultures.pdf 
11 Washington Office of Superintendent of Public Instruction.  (2005). Washington state social studies 
classroom-based assessment:  U.S. foreign policy.  Retrieved October 5, 2006 from  
http://www.k12.wa.us/Assessment/WASL/SocialStudies/CBAs/HS-ForeignPolicyCBA.pdf 
12 Ibid.  
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Criterion 5:  Local Tribes (a) participated in developing the standards and/or (b) provide 
regular, formal advisement to the state Department of Education. 
 
Was there participation in standards development?   
 
No data.   While specific Tribal input is not mentioned in the materials I reviewed, the 
Grade Level Expectations (GLE) documents include a 12-member Bias and Fairness 
Committee in the development process.  The other committees involved in the 
development of the GLEs were a Curriculum Advisory and Review Committee and an 
Essential Academic Learning Requirements (EALR) Review Panel, and well as OSPI 
staff and external consultants.  This suggests attention to the needs of diverse populations 
in Washington, but does not provide strong enough evidence of tribal participation.13 
 
Is there on-going advisement by Washington tribes?   
 
Yes.  It was difficult to find information regarding any on-going advisory committees to 
the Office of Superintendent of Public Instruction.  I finally did site searches on terms 
such as tribes, Indian languages, and sovereignty, and located a proposal for culturally 
responsive education that included the Washington State Native American Education 
Advisory Committee among its contributors.  By this, it can be inferred that there is on-
going advisement. 
 
It is noteworthy that this information is not easily available from a series of direct links 
from the site.  If advisory committees exist to represent community-based concerns, it 
seems logical that they would be more visible and accessible from the primary pages of 
the site. 
 
 
Criterion 6:  There is evidence that culturally-based curricula and instructional 
approaches are supported and promoted. 
 
Are culturally-based curricula and instructional approaches supported and promoted 
through the State educational standards and curriculum guidance?   
 
Yes.  While the term culturally-based instruction does not appear in the Washington web 
pages, references to culture, and the terms culturally relevant and culturally responsive 
appear in the K-10 Grade Level Expectations (GLEs).   
 
 
 
 
13 Washington Office of Superintendent of Public Instruction.  (2000, October).  Proposed standards for 
culturally-responsive schools.  Retrieved October 7, 2006 from www.k12.wa.us/communityoutreach/ 
pubdocs/02-IE%20Plan%202000.doc 
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Reading 
 
In the GLE document for Reading, culturally relevant is defined as “reading materials to 
which students in a classroom can identify or relate.  Depending on the student cultural 
make-up in a classroom, relevant reading material can change from year to year.”14  This 
is clearly intended as a strong suggestion to respect and respond to the cultural 
differences children bring to the classroom, although the specifics are left up to the local 
district.  
 
In the GLEs for Reading, a number of the grade level expectations specify inclusion of 
“text from a variety of cultures and communities”, especially in the primary grades.  This 
sometimes shifts to “culturally relevant text” or “text from a variety of cultures” in the 
upper grades.15  Examples are:  
 

GLE 1.3.1 focuses on understanding and applying new vocabulary gained from 
reading materials.  In grades 1-7, these materials include “text from a variety of 
cultures and communities.” 

 
GLE 2.1.4 focuses on the using prior knowledge in reading comprehension.  In 
grades K-1, the reading materials include text from a variety of cultures and 
communities.  In grades 2-3 and 5-7, the reading materials include culturally relevant 
text. 

 
GLE 2.1.3 focuses on comprehension monitoring strategies.  In grades 5-10, the 
reading materials include culturally relevant literary/narrative text. 
 
GLE 2.1.5 focuses on prediction and inference of meaning.  In grades K-1, the 
reading materials included culturally relevant text. 

 
GLE 2.1.7 focuses on comprehension and summarization.  In grades K-3, the reading 
materials included culturally relevant text. 

 
GLE 2.4.1 focuses on personal responses and connections.  In grades K-1, the 
materials included culturally relevant text. 

 
GLE 3.4.2 focuses on understanding literature written in a variety of genres.  In 
grades K-1, the reading materials included culturally relevant text. 

 
14 Office of Superintendent of Public Instruction.  (2005).  Reading.  K-10 Grade level expectations:  A new 
level of specificity.  OSPI document number 04-0001.  Retrieved December 13, 2005 from 
www.k12.wa.us/curriculumInstruct/reading/pubdocs/ReadingEALR-GLE.pdf 
15 Office of Superintendent of Public Instruction.  (2005).  Reading.  K-10 Grade level expectations:  A new 
level of specificity.  OSPI document number 04-0001.  Retrieved December 13, 2005 from 
www.k12.wa.us/curriculumInstruct/reading/pubdocs/ReadingEALR-GLE.pdf 
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GLEs 3.4.1 and 3.4.3 focus directly on understanding different cultures and 
traditions, and different perspectives found in literature. 

 
In my opinion, the inclusion of cultural relevance is systematic and thoughtful.  It is 
interesting that instruction on culture appears in the GLEs for literature (GLE 3.4), since 
in other states I have most often found it in social studies. 
 
Science and Writing 
 
In the GLEs for Science and the draft GLEs for Writing, there are sections in the 
introduction that addresses Culturally Responsive Teaching.   The science section notes 
that children’s cultures and backgrounds provide the starting point for learning science.  
A quote from a 1998 document on school reform states that the teacher needs to 
understand and take steps to address conflicts between students’ values and scientific 
approaches.  A later bias and fairness review document balances opportunities to design 
instruction that is relevant to local community needs and concerns with the need for 
“sound and broad, non-idiosyncratic grounding in science that will all further 
participation at the college and university level.”16   
 
The section on culturally responsive teaching in the Writing GLEs draft document speaks 
more specifically to cultural diversity, noting that writing naturally emerges from the 
unique characteristics and cultures of each student writer.   It goes on the say that 
“accomplished teachers are aware of the unique role that language plays in dealing with 
cultural diversity, and they capitalize on the richness of language that students bring …. 
in order to raise cultural awareness and to enrich the study of language”(p. 5). 17   In my 
opinion, this directly addresses cultural diversity and explains its relevance to the subject 
area of writing.  It also sets expectations for teachers without mandating them.   
 
Is there evidence of support or promotion of cultural- based curriculum and instruction 
that is outside the state standards framework?    
 
No.  I did not find links or documents promoting cultural-based curriculum and 
instruction.    
 
 

 
16 Washington Office of Superintendent of Public Instruction.  (2005). Science.  K-10 grade level 
expectations:  A new level of specificity.  OSPI document number 04-0051.   Retrieved December 13, 2005 
from www.k12.wa.us/curriculumInstruct/science/pubdocs/ScienceEALR-GLE.pdf  
17 Washington Office of Superintendent of Public Instruction.  (2005).  Writing. K-10 Grade level 
expectations:  A new level of specificity.  Retrieved October 6, 2006 from 
http://www.k12.wa.us/curriculumInstruct/writing/pubdocs/EALRwritingfinal.pdf  
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Neither the list of links on the social studies resource page nor those on the world 
languages resource page include any that addressed culture or American Indians.  A list 
of 21 languages in which teachers had recently received endorsements does not include 
any Native American languages.18, 19     
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

 
18 Washington Office of Superintendent of Public Instruction.  (n.d.).  Social studies:  Resources.  Retrieved  
October 5, 2006 from www.k12.wa.us/curriculuminstruct/socstudies/resources.aspx 
19 Washington Office of Superintendent of Public Instruction.  (n.d.).  World languages:  Resources and 
links.  Retrieved October 5, 2006 from www.k12.wa.us/curriculuminstruct/socstudies/WorldLanguages/r 
esources.aspx 
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TABLE A45 
Washington:  Demographic Information20 
 

State Population (Total)  5,894,121 100%
American Indian population 
(alone or in combination) 

158,940 2.7%

American Indian Population 
(alone) 

93,301 1.6%

 
 
TABLE A46 
Washington:  Federal Reservations and Indian Lands 21 
 
Reservation Tribes Languages22, 23 
Chehalis Confederated Tribes of the 

Chehalis 
Chehalis 

Colville Confederated Tribes of the 
Colville Reservation 

Okanagan 
Columbia-Wenatchi 

(No reservation) Cowlitz Indian Tribe Cowlitz  
Hoh River Hoh Tribe Quileute: Hoh 
Jamestown 

(S’Klallam Indians)  
Jamestown S’Klallam Tribe Klallam (Clallam) 

Kalispell Kalispel Tribe of Indians Kalispel  
Lower Elwha Lower Elwha Klallam Tribe Klallam (Clallam) 
Lummi  Lummi Nation Straits Salish:  Lummi 
Makah Makah Nation Makah  
Muckleshoot  Muckleshoot Indian Tribe  Lushootseed  

Southern Puget Sound 
Salish: Muckleshoot 

Nisqually  Nisqually Indian Tribe Lushootseed 
Southern Puget Sound 

Salish: Nisqually 
Nooksack  Nooksack Indian Tribe  Nooksack 
Port Gamble Port Gamble S’Klallam Tribe Klallam (Clallam) 

 
20 U.S. Census Bureau.  (February, 2002).  The American Indian and Alaska Native population:  2000.   
Washington, DC:  U.S. Department of Commerce 
21 Washington.  In American Indian Reservations and Indian Trust Areas.  (1995, October).  Tiller, V.E.V. 
Tiller, (Ed).  (pp. 577-608).  Retrieved December 17, 2005 from www.eda.gov/ImageCache/EDAPublic/ 
documents/pdfdocs/42washington_2epdf/v1/42washington.pdf.  
22 Native Languages of the Americas.  (n.d.)  Preserving and promoting American Indian languages.  
Retrieved November 7, 2006 from  http://www.native-languages.org/languages.htm#alpha 
23 Gordon, R.G., Jr. (Ed.). 2005. Ethnologue: Languages of the world, 15th  edition. Dallas, TX: SIL 
International. Online version: http://www.ethnologue.com/. 
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Reservation Tribes Languages 
Port Madison Suquamish Tribe Lushootseed:  

Southern Puget Sound 
Salish:  Suquamish 

Puyallup Puyallup Tribe of Indians Lushootseed 
Southern Puget Sound 

Salish:    Puyallup 
Quillayute Quillayute Tribe Quileute 
Quinault  Quinault Indian Nation Quinault 
(No reservation) Samish Indian Nation of 

Washington  
Straits Salish:  Samish 

Sauk-Suiattle Sauk-Suiattle Indian Tribe Lushootseed  
Shoalwater Bay Shoalwater Bay Indian Tribe  
Skokomish Skokomish Tribal Nation Twana:  Skokomish 
Spokane  Spokane Tribe of Indians Spokane  
Stillaguamish Stillaguamish Tribe of Indians  
Squaxin Island Squaxin Island Tribe Lushootseed  
Swinomish  Swinomish  Indian Tribal 

Community 
(Swinomish, Kikiallus, Samish, 

and Lower Skagit Tribes) 

Lushootseed: Northern 
Puget Sound Salish 

Tulalip  Tulalip Tribes (Snohomish, 
Snoqualmie, Skagit, Suiattle, 
Samish and Stillaguamish 
Tribes) 

Lushootseed 
Southern Puget Sound 

Salish: Snohomish, 
Snoqualmie 

Upper Skagit Upper Skagit Tribe Lushootseed  
Yakama  Confederated Tribes and Bands of 

the Yakama  Nation 
Sahaptin 
Salish 
Chinookan 
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TABLE A47 
Tribal Web Site URLs 
 
Confederated Tribes of the Chehalis:  www.chehalistribe.org/  
Cowlitz Indian Tribe:   www.cowlitz.org/  
Confederated Tribes of the Colville Reservation:  www.colvilletribes.com/  
Jamestown S’Klallam Tribe:  www.jamestowntribe.org/  
Kalispel Tribe of Indians:  www.kalispeltribe.com/  
Lower Elwha Klallam Tribe:  www.elwha.org/  
Lummi Nation:  www.lummi-nsn.org/  
Makah Nation:  www.makah.com/  
Muckleshoot Indian Tribe:  www.muckleshoot.nsn.us/  
Nisqually Indian Tribe:  www.nisqually-nsn.gov/  
Nooksack Indian Tribe:  www.nooksack-tribe.org/  
Port Gamble S’Klallam Tribe:  www.pgst.nsn.us/ 
Quinault Indian Nation:   http://209.206.175.157/  
Samish Indian Nation of Washington:  www.samishtribe.nsn.us/  
Skokomish Tribal Nation:  www.skokomish.org/  
Spokane Tribe of Indians:  www.spokanetribe.com/  
Stillaguamish Tribe of Indians:  www.stillaguamish.nsn.us/  
Suquamish Tribe:  www.suquamish.nsn.us/  
Swinomish  Indian Tribal Community: www.swinomish.org/  
Tulalip Tribes:  www.tulaliptribes-nsn.gov/  
Duwamish Tribe: www.duwamishtribe.org/     
 
Governor’s Office of Tribal Affairs:  www.goia.wa.gov/default.htm  
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TABLE A48 
INDIGENOUS LANGUAGES OF WASHINGTON 

 
Chimakuan Language Family  

(There are 2 languages in this family in the United States.) 
Chimakuan:  Quileute [qui]  

Chimakum  [cmk]  
Penutian Language Family  

(There are 33 languages in this family in Canada and the United States.) 
Chinookan Branch: 
 

Chinook  [chh]  
Wasco-Wishram  [wac]  

Plateau Penutian  Branch: Sahaptin  Branch    Nez Perce [nez]  
Yakima [yak]  

 Salishan Language Family  
(There are 27 languages in this family in Canada and the United States.) 

Nooksack Branch    Nooksack  [nok] 
 
Straits Branch         

Clallam  [clm]  
Salish, Straits  [str]   

Dialects 
Straits Salish:  Saanich, Samish, Lummi, 
Ts'ooke, Semiahmoo, Songish. 

 
 
Twana Branch         

Lushootseed  [lut]   
Skagit  [ska]  
Salish, Southern Puget 

Sound  [slh] 
Snohomish  [sno] 
Twana  [twa] 

Dialects (and subdialects) 
Lushootseed:  Northern Puget Sound Salish 
(Skagit, Snohomish, and Swinomish), and 
Southern Puget Sound Salish (Duwamish,  
Muckleshoot, Nisqually, Puyallup, Suquamish, 
and Suquh) 

Halkomelem Branch   Halkomelem [hur]  

 
 
 
 
 
 
 
Central Salish  Branch:  

 
 
Southern Branch    

Coeur d'Alene  [crd] 
Columbia-Wenatchi  [col] 
Kalispel-Pend D'oreille [fla] 
Okanagan  [oka] 
Spokane  [spo] 
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 Salishan Language Family (continued) 

(There are 27 languages in this family in Canada and the United States.) 
 
Interior Salish Branch:   

 
Inland Branch        

Chehalis, Lower  [cea] 
Chehalis, Upper  [cjh] 
Cowlitz  [cow] 

Tsamosan Branch: Maritime Branch   Quinault  [qun]  
 Wakashan Language Family  

(There are 5 languages in this family in Canada and the United States.) 
Wakashan Branch: Southern Branch  Makah [myh] 

Pidgin Language  
 

Amerindian   Chinook Wawa [chn]  
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DOCUMENT ANALYSIS OF EDUCATION STANDARDS 
State Summary 

 
STATE:  WYOMING                 WEB SITE:  http://www.k12.wy.us/  
 
 
Intertextual Analysis:  To what degree is the state department of education aligned with 
the national educational standards movement?   
 
Are there policy statements regarding alignment with national standards? 
 
There are no statements in documents available on the Wyoming Department of 
Education website that indicate a policy of alignment with national standards.  Instead, 
the rationale sections of the various content standards documents speak to preparing 
students for success in school and at work within a rapidly expanding global community.  
This is a less urgent version of the original rationale for standards and school reform 
expressed in reports such as A Nation at Risk, yet Wyoming appears to have approached 
these goals in its own way. 
 
To what degree are the state foreign language standards aligned with ACTFL standards? 
 
Low.  Wyoming has a 10% match with ACTFL standards.  Instead of the eleven ACTFL 
standards, Wyoming has only two.  When developing its foreign language standards, 
Wyoming reviewed the foreign language standards from 14 states, as well as the ACTFL 
standards and those of the Wyoming Foreign Language Assistance (FLAP) program.  
 
Wyoming’s Foreign Language Standard 1 states, “Students communicate in a language 
other than English”(p. 9). 1  This may be taken as a simplified version of ACTFL 
Standard 1.1, which specifically addresses conversation, expression of feelings and 
opinions, and exchange of information.  At the benchmark and performance standard 
level for Standard 1, Wyoming does not go beyond “simple spontaneous” oral 
communication.  
 
Wyoming’s Foreign Language Standard 2 states, “Students develop cultural 
understanding and demonstrate practices appropriate to the culture(s) in which the 
language is used” (p. 11).2   This focuses on the demonstration of cultural practices, while 
the corresponding ACTFL standard 2.1 focuses on understanding the relationship 
between the practices and perspectives of the target culture.  While Wyoming’s 
benchmark and performance standards levels include the awareness that other cultures 

 
1 Wyoming State Board of Education.  (Adopted 2003, July 7).  Wyoming foreign language content and 
performance standards.  Cheyenne, WY:  Wyoming Department of Education. 
2 Ibid. 
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have different products and perspectives as well as different practices and, at the 
advanced level, analyze and evaluate the other culture. 
 
None of the other ACTFL standards are addressed in Wyoming’s foreign language 
framework. 
 
 
Criterion 1:  The department of education (DOE) demonstrates attention to the needs of 
NA/AI students by having an office or individual responsible for Indian Education. 
 
Yes.  A review of the Department directory showed a position responsible for Native 
American, Latino, and Minority education.  At the time of the search (May 2, 2006), the 
position was vacant. 
 
 
Criterion 2:  In English Language Arts, listening and speaking are valued as much as 
reading and writing. 
 
Is there equal emphasis in state assessment?   
 
No. Wyoming tests reading and writing (but not listening and speaking) at the statewide 
level, using the Wyoming Comprehensive Assessment System (WyCAS).3    
 
Are there K-12 benchmarks and instruction in listening and speaking?   
 
Yes.  Wyoming has standards for Reading, for Writing, and for Listening and Speaking.  
Benchmarks and performance standards for speaking and listening are well-developed at 
every grade level.  The Speaking and Listening content standard focuses on making and 
evaluating presentations.  By grade 11, students’ speaking should use standard language 
conventions and be well-organized and fluent, and they should be able to respond 
appropriately to the audience and occasion.  Their listening skills should include the 
ability to evaluate, integrate, and synthesize oral information.4   
 
Does policy rationale express support of oral language development?  
  
Yes.  Wyoming’s rationale for the language arts standards places the highest value on 
literacy.  Reading is considered the most basic skill because all other content achievement 
depends upon literacy skills.  Writing is viewed as an essential tool by which students 
demonstrate their acquisition of content area knowledge. Listening is seen as a way of 
 
3 Wyoming Department of Education.  (Rev. 2003, December 1).  The Wyoming assessment handbook.  
Cheyenne, WY:  Wyoming Department of Education.   
4 Wyoming State Board of Education.  (Adopted 2003, July 7).  Wyoming language arts content and 
performance standards.  Cheyenne, WY: Wyoming Department of Education. 
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acquiring information and ideas.  It is therefore necessary to listen actively and to 
accurately translate the messages heard.  Speaking well is a marker of literacy, in which 
the basic skills are proper usage and organized expression of thought.  “Students need to 
speak for different audiences and purposes and to use speaking skills to convey messages 
important to their learning and, later, to their work.” (Wyoming Language Arts Content 
and Performance Standards, 2003; p. 5.). 
 
 
Criterion 3:  World language credit is given for American Indian languages.   
 
No Data.  This was not addressed on the Wyoming Department of Education web site.   
 
 
Criteria 4:  There are standards for learning about culture that specifically address 
American Indians, and sovereignty issues are addressed in the standards. 
 
Are there standards for culture that specifically address American Indians?   
 
No.  American Indians are not specifically addressed in the standards for social studies.  
While Foreign Language Content standards have a standard for culture, they do not 
mention American Indians. 
 
Are sovereignty issues addressed in these standards?   
 
Not applicable.   
 
 
Criterion 5:  Local Tribes (a) participated in developing the standards and/or (b) provide 
regular, formal advisement to the state Department of Education. 
 
Was there American Indian participation in standards development?  
 
No.  The English language arts standards represent a consensus of local district standards.  
“In 1997-1998, representatives from each of the districts along with community college, 
University, students, and business representatives participated in regional groups. A 
district representative was selected by each of the regional groups to participate in the 
state committee. The state committee then drafted standards that represented a consensus 
of the regional groups” (p.3).5  
 

 
5 Wyoming State Board of Education.  (Adopted 2003, July 7).  Wyoming language  arts content and 
performance standards.  Cheyenne, WY:  Wyoming Department of Education.   
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The development of the foreign language standards were also developed by groups with 
representatives from school districts, community colleges, the University, students, and 
business representatives.  Representation from Wyoming American Indian tribes was not 
indicated in either case.  
 
 
 
Is there on-going advisement by Wyoming tribes?  
 
No.  I found no evidence of any on-going advisory input by American Indian tribes.6 
 
 
Criterion 6:  There is evidence that culturally-based curricula and instructional 
approaches are supported and promoted. 
 
Are culturally-based curricula and instructional approaches supported and promoted 
through the State educational standards and curriculum guidance?    
 
No.  No guidance about curricula and instruction is provided via the Wyoming 
Department of Education website 
 
Is there evidence of support or promotion of culturally- based curriculum and instruction 
that is outside the state standards framework?   
 
No.  No links to outside guidance about curricula and instruction are provided via the 
Wyoming Department of Education website 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
6 Wyoming Department of Education.  (n.d.).  State education advisory boards.  Retrieved May 2, 2006 
from www.k12.wy.us/A/directory/state_ed_boards.pdf  
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TABLE A49 
Wyoming:  Demographic Information7 
 

State Population (Total)  493,782 100%
Indian population 
(alone or in combination) 

15,012 3.0%

Indian Population 
(alone) 

11,133 2.3%

 
 
 
TABLE A50 
Wyoming: Federal Reservations and Indian Lands 8 
 

Reservation Tribes Languages9, 10 

Wind River Indian 
Reservation 

Eastern Shoshone Tribe 
Northern Arapaho Tribe 

Shoshone  
Arapaho 

 
 
 
 
TABLE A51 
Tribal Web Site URLs 
 
Eastern Shoshone Tribe:  http://www.easternshoshone.net/  
Northern Arapaho Tribe:  http://www.northernarapaho.com/  
 

 

 
7 U.S. Census Bureau.  (2002, February).  The American Indian and Alaska Native population:  2000.   
Washington, DC:  U.S. Department of Commerce 
8 Wyoming.  In American Indian reservations and Indian trust areas.  (1995, October).  Tiller, V.E.V. 
Tiller, (Ed).  (pp. 577-608).  Retrieved December 17, 2005 from www.eda.gov/ImageCache/EDAPublic 
/documents/pdfdocs/44wyoming_2epdf/v1/44wyoming.pdf.  
9 Native languages of the Americas.  (n.d.) Preserving and promoting American Indian languages.  
Retrieved  November 7, 2006 from  http://www.native-languages.org/languages.htm#alpha 
10 Gordon, R.G., Jr. (Ed.), 2005. Ethnologue: Languages of the world, 15th  edition. Dallas, TX.: SIL 
International. Online version: http://www.ethnologue.com/. 
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TABLE A52 
INDIGENOUS LANGUAGES OF WYOMING 

 
Algic Language Family  

(There are 44 languages in this family in the United States and Canada.) 
Algonquian Branch:  Plains Branch     Arapaho Branch     Arapaho [arp] 

Uto-Aztecan Language Family 
(There are 61 languages in this family in the United States and Mexico) 

Northern Uto-Aztecan  Branch:  Numic Branch    Central Branch    Shoshoni [shh]  
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Indigenous Language Preservation Programs and Language Policy in 
Education 

Validation Study Questionnaire 

 

Please complete this questionnaire and return it to Gloria Muñiz by email to 
munizg@onid.orst.edu , or by regular mail to PO Box 13062, Salem, OR 
97309. 
 
 
1. Please place a check by your state: 
___ Alaska ____Florida ___New 

Mexico
___North 

Dakota 
___South 

Dakota 
___ Arizona ____Hawaii ___New 

York 
___Oklahoma ___Washington 

___California ____Montana ___N. 
Carolin
a 

___Oregon ___Wyoming 

2. Please place a check beside one or more categories of expertise that most 
closely describe you.  If you check “Other”, please provide a brief description 
or your role. 
___ Department of Education Indian Education specialist or administrator 
___ American Indian language program administrator 
___ Researcher on policy and/or language preservation 
___ Board of education member:  ___ State   ___ Local   
___ Member of an American Indian tribe.  Name of Tribe (optional): 
______________ 
___Other:  
_______________________________________________________________ 

 
3. Are these the appropriate criteria to use for this analysis of policy?  (That 

is, was this the best way to ask a question that would yield information and 
descriptions that are useful to program planners and for planning state 
policy?)  
 
Rate each criteria from 5 = Very Important to 1 = Unimportant.  Use the 
space provided at the end of the series for your comments. 

 
a) The state department of education’s policy is explicitly and closely aligned 

with national policy for educational standards. 
 

(very important)   5              4              3              2              1      
(unimportant) 
 



361 
 

 

Comments: 
 

 
 
 
 
b) The state department of education’s foreign language standards are 

closely aligned with the American Council on the Teaching of Foreign 
Languages (ACTFL) standards.   (The ACTFL standards are considered 
the national standards for foreign languages.) 

 
(very important)   5              4              3              2              1      

(unimportant) 
 

Comments: 
 

 
 

 
c) The department of education (DOE) demonstrates attention to the needs of 

NA/AI students by having an office or individual responsible for Indian 
Education. 

 
(very important)   5              4              3              2              1      

(unimportant) 
 

Comments: 
 

 
 

 
d) In English Language Arts, listening and speaking are valued as much as 

reading and writing.  (Is there equal emphasis in state assessment?  Are 
there K-12 benchmarks and instruction in listening and speaking?  Does 
policy rationale expresses support of oral language development?) 

 
(very important)   5              4              3              2              1      

(unimportant) 
 

Comments: 
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e) World or foreign language credit is given for American Indian languages. 
 

(very important)   5              4              3              2              1      
(unimportant) 
 

Comments: 
 

 
 

 
f) There are standards for learning about culture that specifically address 

American Indians, and sovereignty issues are addressed in the standards. 
 

(very important)   5              4              3              2              1      
(unimportant) 
 
  Comments: 
 

 
 

 
g) Local Tribes (a) participated in developing the standards and/or (b) 

provide regular, formal advisement to the state Department of Education. 
 

(very important)   5              4              3              2              1      
(unimportant) 
 

Comments: 
 

 
h) There is evidence that culturally-based curricula and instructional 

approaches are supported and promoted.  (Are culturally-based curricula 
and instructional approaches supported and promoted through the State 
educational standards and curriculum guidance?  Is there evidence of 
support or promotion of cultural- based curriculum and instruction that is 
outside the state standards framework?) 

 
(very important)   5              4              3              2              1      

(unimportant) 
 

Comments: 
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4. Are there other criteria that we should have used?   Circle one:  Yes  /  
No 

 
If yes, please list the criteria below. 

 
 
 
 
 
 
 
5. Is the description of your state complete?   Circle one:  Yes  /  No 

 
If no, what is missing and where can we find it?   (Please comment on 
relevant policies and activities in your state that we were unable to find on 
the web site, and indicate where we can find additional information on 
these policies and activities.) 

 
 
 
 
 
 
6. Is the description of your state accurate?  Circle one:  Yes  /  No 

 
If no, please tell us what corrections should be made. 
 

 
 
 
 
 
 
 
7. The information on language status is taken from the Summer Institute of 

Linguistics Ethnologue.  In some cases, the information is out of date.  
Please list any updates we should make regarding the status of 
languages listed for your state. 
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8. Are there any other comments you would like to make about this 

study? 
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Native American Languages Act of 1990  

P.L. 101-477 (October 30, 1990) 

SHORT TITLE  

SEC. 101. This title may be cited as the "Native American Languages Act." 

FINDINGS  

SEC. 102. The Congress finds that— 

(1) the status of the cultures and languages of Native Americans is unique and the 
United States has the responsibility to act together with Native Americans to 
ensure the survival of these unique cultures and languages;  

(2) special status is accorded Native Americans in the United States, a status that 
recognizes distinct cultural and political rights, including the right to continue 
separate identities;  

(3) the traditional languages of Native Americans are an integral part of their 
cultures and identities and form the basic medium for the transmission, and thus 
survival, of Native American cultures, literatures, histories, religions, political 
institutions, and values;  

(4) there is a widespread practice of treating Native American languages as if they 
were anachronisms;  

(5) there is a lack of clear, comprehensive, and consistent Federal policy on 
treatment of Native American languages which has often resulted in acts of 
suppression and extermination of Native American languages and cultures;  

(6) there is convincing evidence that student achievement and performance, 
community and school pride, and educational opportunity is clearly and directly 
tied to respect for, and support of, the first language of the child or student;  

(7) it is clearly in the interests of the United States, individual States, and 
territories to encourage the full academic and human potential achievements of all 
students and citizens and to take step to realize these ends;  

(8) acts of suppression and extermination directed against Native American 
languages and cultures are in conflict with the United States policy of self-
determination for Native Americans;  
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(9) languages are the means of communication for the full range of human 
experiences and are critical to the survival of cultural and political integrity of any 
people; and  

(10) language provides a direct and powerful means of promoting international 
communication by people who share languages. 

DEFINITIONS 

SEC. 103. For purposes of this title— 

(1) The term “Native American” means an Indian, Native Hawaiian, or Native 
American Pacific Islander.  

(2) The term “Indian” has the meaning given to such term under section 5351(4) 
of the Indian Education Act of 1988 (25 U.S.C. 2651(4)).  

(3) The term “Native Hawaiian” has the meaning given to such term by section 
4009 of Public Law 100-297 (20 U.S.C. 4909).  

(4) The term “Native American Pacific Islander” means any descendant of the 
aboriginal people of any island in the Pacific Ocean that is a territory or 
possession of the United States.  

(5) The terms “Indian tribe” and “tribal organization” have the respective 
meaning given to each of such terms under section 4 of the Indian Self-
Determination and Educational Assistance Act (25 U.S.C. 450b).  

(6) The term “Native American language” means the historical, traditional 
languages spoken by Native Americans.  

(7) The term “traditional leaders” includes Native Americans who have special 
expertise in Native American culture and Native American languages.  

(8) The term “Indian reservation” has the same meaning given to the term  
“reservation” under section 3 of the Indian Financing Act of 1974 (25 U.S.C. 
1452). 

DECLARATION OF POLICY 

SEC. 104. It is the policy of the United States to—  

(1) preserve, protect, and promote the rights and freedom of Native Americans to 
use, practice, and develop Native American languages;  
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(2) allow exceptions to teacher certification requirements for Federal programs 
and programs funded in whole or in part by the Federal Government, for 
instruction in Native American languages when such teacher certification 
requirements hinder the employment of qualified teachers who teach in Native 
American languages, and to encourage State and territorial governments to make 
similar exceptions;  

(3) encourage and support the use of Native American languages as a medium of 
instruction in order to encourage and support— 

(a) Native American language survival,  
(b) equal educational opportunity,  
(c) increased student success and performance,  
(d) increased student awareness and knowledge of their culture and 
history, and  
(e) increased student and community pride;  

(4) encourage State and local education programs to work with Native American 
parents, educators, Indian tribes, and other Native American governing bodies in 
the implementation of programs to put this policy into effect;  

(5) recognize the right of Indian tribes and other Native American governing 
bodies to use the Native American languages as a medium of instruction in all 
schools funded by the Secretary of the Interior;  

(6) fully recognize the inherent right of Indian tribes and other Native American 
governing bodies, States, territories, and possessions of the United States to take 
action on, and give official status to, their Native American languages for the 
purpose of conducting their own business;  

(7) support the granting of comparable proficiency achieved through course work 
in a Native American language the same academic credit as comparable 
proficiency achieved through course work in a foreign language, with recognition 
of such Native American language proficiency by institutions of higher education 
as fulfilling foreign language entrance or degree requirements; and  

(8) encourage all institutions of elementary, secondary, and higher education, 
where appropriate, to include Native American languages in the curriculum in the 
same manner as foreign languages and to grant proficiency in Native American 
languages the same full academic credit as proficiency in foreign languages. 

 

 



369 
 

 

NO RESTRICTIONS 

SEC. 105. The right of Native Americans to express themselves through the use 
of Native American languages shall not be restricted in any public proceeding, 
including publicly supported education programs. 

 

EVALUATIONS 

SEC. 106. (a) The President shall direct the heads of the various Federal 
departments, agencies, and instrumentalities to— 

(1) evaluate their policies and procedures in consultation with Indian tribes 
and other Native American governing bodies as well as traditional leaders 
and educators in order to determine and implement changes needed to 
bring the policies and procedures into compliance with the provisions of 
this Act;  

(2) give the greatest effect possible in making such evaluations, absent a 
clear specific Federal statutory requirement to the contrary, to the policies 
and procedures which will give the broadest effect to the provisions of this 
Act; and  

(3) evaluate the laws which they administer and make recommendations to 
the President on amendments needed to bring such laws into compliance 
with the provisions of this Act.  

(b) By no later than the date that is one year after the date of enactment of this 
Act, the President shall submit to Congress a report containing recommendations 
for amendments to Federal laws that are needed to bring such laws into 
compliance with the provisions of this Act. 

USE OF ENGLISH 

SEC. 107. Nothing in this Act shall be construed as precluding the use of Federal 
funds to teach English to Native Americans.  
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Standards 
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The American Council on the Teaching of Foreign Languages (ACTFL) 

Standards 
 

Strand:  Communication 
 
ACTFL 1.1:  Students engage in conversations, provide and obtain information, 
express feelings and emotions, and exchange opinions.   
 
ACTFL 1.2 Students understand and interpret written and spoken language on a 
variety of topics.   
 
ACTFL 1.3 Students present information, concepts and ideas to an audience of 
listeners or readers on a variety of topics.  (Communication) 

 
Strand:  Cultures 
 
ACTFL 2.1 Students demonstrate an understanding of the relationship between 
the practices and perspectives of the culture studied.  
 
ACTFL 2.2 Students demonstrate an understanding of the relationship between 
the products and perspectives of the culture studied.   
 
Strand: Connections 
 
ACTFL 3.1 Students reinforce and further their knowledge of other disciplines 
through the foreign language.   
 
ACTFL 3.2 Students acquire information and recognize the distinctive viewpoints 
that are only available through the foreign language and its cultures.   

 
Strand:  Comparisons 
 
ACTFL 4.1 Students demonstrate understanding of the nature of language 
through comparisons of the language studied and their own.   
 
ACTFL 4.2 Students demonstrate understanding of the concept of culture through 
comparisons of the cultures studied and their own.   
 
Strand:  Communities 
 
ACTFL 5.1 Students use the language both within and beyond the school setting.   
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ACTFL 5.2 Students show evidence of becoming life-long learners by using the 
language for personal enjoyment and enrichment.
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APPENDIX E 
Survey of Indigenous Language Preservation Programs 
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Survey of Indigenous Language Preservation Programs 
Electronic Survey, Page 1 

 

1. *Please give name of country in which your language preservation program is 

located. 

 

2. *Please give the name of the state or province in which your language 

preservation program is located. 

 

3. *Does this language preservation program operate under the administration of 

a public school district? (A public school district is one that is funded by taxpayers 

through a state, provincial, or national government.) 

Yes. No. 

4. If the answer to question #3 is "yes", what is the name of the school district? 

(Optional) 

 

5. *What is your role in the language preservation program? (Check all that 

apply.) 

I am a teacher in the program. 

I am an administrator of the program. 

I am an instructional assistant in the program. 

I am a community member or parent. 
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Electronic Survey, Page 2 

 

6. *What indigenous language(s) does this program teach? 

 

7. *Approximately how many students does this program serve? 

 

8. *What level of proficiency in the indigenous language does the typical child 

entering this program have? 

No proficiency: The child does not speak or comprehend the language. 

Limited proficiency: The child has a beginner's vocabulary, and can 

understand and produce basic phrases. 

Moderate proficiency: While the child makes systematic gramatical errors, he 

or she has sufficient vocabulary and syntax to understand and produce unscripted 

conversations. 

High proficiency: The child is able participate with few grammatical errors in 

conversations. 

9. *What are the grade levels of students served by this program? (Check all that 

apply.) 

Preschool or Kindergarten (ages 3-5 years old) 

Grades 1-3 (ages 6-8 years old) 

Grades 4-6 (ages 9-12 years old) 

Grades 7-9 (ages 13-14 years old) 

Grades 10-12 (ages 15-17 years old) 

College or university 

Adult (not in school) 
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10. *Does this program go beyond conversational levels of oral language to teach 

more formal oratorical skills, such as story telling or formal speaking? 

Yes No 

11. *Does this program teach literacy (reading and writing) in the target 

language? 

Yes No 

12. *What are the most important qualifications for teachers in this program? (4 

= Essential; 3 = Very important; 2 = Somewhat important; 1 = Not important.) 

  
4 - 
Essential 

3 - Very 
important 

2 - 
Somewhat 
important 

1 - Not 
important 

High level of 
proficiency in the 
target language 

    

Community-based 
cultural knowledge 
and skills 

    

Knowledge of 
educational 
standards and 
related state, 
provincial, and 
national policy 

    

Knowledge of 
current research in 
educational trends 

    

Other     
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13. *Rate the following work habits and practices that may be needed by a 

teacher in this language preservation program. (4 = Essential; 3 = Very 

important; 2 = Somewhat important; 1 = Not important.) 

  
4 - 
Essential 

3 - Very 
important 

2 - 
Somewhat 
important 

1 - Not 
important 

Progresses through 
the curriculum on 
schedule. 

    

Communicates well 
with indigenous 
children. 

    

Always follows the 
administrative 
procedures of the 
school district. 

    

Is respected by the 
indigenous 
community. 

    

Adapts the 
instructional 
approach and the 
pacing of instruction 
to address the needs 
of children in his or 
her classroom. 

    

Collaborates with 
other teachers and 
staff who do not work 
directly in the 
language 
preservation 
program. 
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14. *What state, provincial, or national credentials are required to teach 

indigenous languages in public school settings? 

 

15. *Does the Tribe or indigenous community issue credentials to teachers of its 

indigenous language? (Check all that apply) 

Yes, the Tribe issues credentials for classroom instruction. 

Yes, the Tribe issues credentials for proficiency in the indigenous language. 

No. 

16. *The indigenous community's long-range aspirations for the development of 

its students' skills and proficiency in the INDIGENOUS language include: (4 = 

Essential; 3 = Very important; 2 = Somewhat important; 1 = Not important.) 

  
4 - 
Essential 

3 - Very 
important 

2 - 
Somewhat 
important 

1 - Not 
important 

Appreciation of the 
indigenous language 
and culture. 

    

Full oral fluency in the 
indigenous language 
in conversational 
settings. 

    

Literacy in the 
indigenous language.     

Full proficiency in the 
indigenous language 
in academic settings; 
the ability to use the 
language to study 
academic subjects 
such as science or 
social studies. 
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17. *The indigenous community's long-range aspirations for the development of 

its students' skills and proficiency in the NATIONAL language (e.g. English or 

Spanish) include: (4 = Essential; 3 = Very important; 2 = Somewhat important; 

1 = Not important.) 

  
4 - 
Essential 

3 - Very 
important 

2 - 
Somewhat 
important 

1 - Not 
important 

Appreciation of the 
national language and 
culture. 

    

Full oral fluency in the 
national language in 
conversational 
settings. 

    

Literacy in the 
national language     

Full proficiency in the 
national language in 
academic settings; 
the ability to use the 
language to study 
academic subjects 
such as science or 
social studies. 
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18. *The indigenous community's long-range aspirations for its students include: 

(4 = Essential; 3 = Very important; 2 = Somewhat important; 1 = Not 

important.) 

  
4 - 
Essential 

3 - Very 
important 

2 - 
Somewhat 
important 

1 - Not 
important 

Skills and 
knowledges 
necessary for 
effective 
participation within 
the culture of the 
indigenous 
community. 

    

High school 
graduation.     

Graduation from a 
vocational program.     

Completion of a 
college or university 
degree. 

    

Skills and knowledge 
necessary for 
effective 
participation within 
the national 
economy. 

    

Skills and knowledge 
necessary for 
effective 
participation in the 
national culture. 

    

Other:     
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19. *The funding level of this program ___: (check one) 

is fairly stable from year to year. 

varies significantly from year to year. 

20. *The funding level for this program is ___: (check one) 

Sufficient to provide a model, high quality program. 

Not enough to provide the program quality that we had hoped for. 

Barely adequate. Significant changes in program design have been necessary 

due to insufficient funding. 

21. *Please provide an estimate of the percentage of this program's funding from 

the following sources. 

  
0 to 
5% 

6 - 
25% 

26 - 
50% 

51 - 
75% 

76 - 
100% 

Federal or national 
government funding for 
education. 

     

State or provincial 
government funding.      

Funding provided by the 
indigenous community.      

Foundations and other 
private funding sources.      

Other      
 

22. *National, state, or provincial education laws and policies that affect the 

implementation of this program _____: (Check all that apply) 

Dictate a specific curriculum that must be followed. 

Dictate specific instructional methodologies that must be used. 

Dictate what textbooks or instructional materials must be used. 
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Require student assessment for promotion to the next grade level or for 

graduation using state-mandated tests. 

Require student assessment for program evaluation. 

Require language proficiency testing. 

None of the above. 

23. *To what extent has the local indigenous community or its representatives 

had input into the goals and design of this program? (Check all that apply) 

The indigenous community received information about the program during 

the planning process. 

The indigenous community was offered an opportunity to review program 

plans and make suggestions. 

The indigenous community had systematic consultation and participation at 

every stage of the planning process. 

The indigenous community had no input into program plans. 

24. *What kind of impact have national or state educational standards for 

language had on the goals and design of this program? These official language 

standards include those for English or other national language (Language Arts, 

Reading, and Writing) and World Languages, and may include standards for 

indigenous languages.  

 

Briefly describe the impact in the space provided. 

 

25. *Please rate the impact described in question 23 as follows: 

Strong positive impact. 

Moderate positive impact. 

Moderate negative impact. 
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Strong negative impact. 

No significant impact 

26. *What kind of impact have national, state or provincial educational funding 

policies and compliance regulations had on the goals and design of this program?  

 

Name the policies and briefly describe their impact in the space provided. 

 

27. Please rate the impact described in question 25. 

Strong positive impact. 

Moderate positive impact. 

Moderate negative impact. 

Strong negative impact. 

No significant impact. 

28. *Are there problematic conflicts between any national policy or law, and the 

goals and design of this language preservation program? (Various examples might 

be No Child Left Behind funding regulations, teacher licensure law, the Native 

American Languages Act, state content standards, etc.) 

Yes. No 

29. If the answer to question 27 is "yes", briefly describe the problem areas. 
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30. Please describe the strengths of this language preservation program. 

 

31. Please use the space provided for any additional comments you may have. 
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