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1

I N T R O D U C T I O N

Stephanie J. Waterman (Onondaga), Heather J. Shotton 
(Wichita/Kiowa/Cheyenne), and Shelly C. Lowe (Diné)

You aren’t going nowhere. You’re not going to do anything. 
You’ll still be in this neighborhood 20 years from now.

(Non-Native eleventh-grade teacher)

Indians don’t go to college.

(Non-Native high school guidance counselor)

The previous are direct quotes from Native American participants in 
a study on degree completion (Waterman, 2004, 2007). The par-
ticipants quoted went to different high schools fi ve years apart: one 

in the city of Buffalo, New York, and the other near the Mohawk Nation 
in northern New York. Clearly, these participants were not seen as college 
material by the very people who should have been assisting students with 
educational goals. As Indigenous scholars and professionals, we often hear 
our colleagues make blanket statements about our students, such as, “Native 
families don’t want their children to go to college” or “Native students don’t 
want to leave home and that’s why they don’t go to college.” These few exam-
ples indicate that the defi cit model is still alive and well. If these are the 
common perceptions educational professionals have of Indigenous students, 
then how are our students fi nding their way to college? How do our students 
create pathways to college?

Neither student quoted came from a schooling environment that “nor-
malized” college-going in order to produce a “college culture” in their high 
school. Jarsky, McDonough, and Nuñez (2002) name key factors for creating 
such a culture. These factors include having clear educational and college 
expectations, providing a college-preparatory curriculum, providing access 
to college application processes, supporting access to the ACT and/or SAT, 
and offering strong college counseling. Additionally, we argue the impor-
tance and need for Native and community role models, along with culturally 
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2  BEYOND ACCESS

appropriate and meaningful support avenues. Native communities clearly 
value education. The majority of our students have been told throughout 
their lives that education is “a ladder,” a “weapon,” a tool their communities 
need to combat historical atrocities and identify and create solutions to the 
challenges facing their tribal nations. Education is also seen as a pathway to 
cultural revitalization and sustainability; it is a critical part of nation building 
for our tribal nations. The encouragement to seek higher education is often 
given with statements such as, “Go to college, get your degree, then come 
back home and help us.” 

Although we encourage college education as a form of nation building, 
the scholarship has yet to explore the ways that Indigenous students, com-
munities, and tribal nations are creating pathways to college. In this book, 
we highlight Indigenized college access programs. By Indigenized we mean 
programs developed by, not just for, the Indigenous community. Indigenized 
programs value approaches that privilege Indigenous values, knowledge, 
and perspectives. We argue that widely embraced college-going environments 
often fail because they are normalized—normalized to the dominant, main-
stream educational system that has been used as a tool for the elimination of 
Indigenous culture, language, and community. The boarding school era was 
a brutal system sponsored by churches and the federal government to replace 
Native cultural with another (Wright, 1988). Mainstream educational sys-
tems in the Americas are based on Eurocentric values such as individual-
ism, Christianity, paternalism, competitiveness, and nuclear family systems, 
which are often incompatible with Indigenous value systems of community, 
sharing, extended family systems, giving back to one’s community, and a 
respect for creation as a relation not as a resource (Deloria & Wildcat, 2001). 
Institutions of higher education were developed for and by a particular class 
of White men, primarily to provide avenues into the clergy and train lead-
ers for their communities (Lucas, 2006). The system was brought with the 
colonizers from across Europe and has been steadily infl uenced by European 
values in its development (Rudolph, 1990). It has historically benefi ted the 
White, male, and wealthy class. Our postsecondary system today is a product 
of that structure, and we interpret current resistance to diversity and ethnic 
studies as remnants of an organization based on male privilege and the main-
tenance of a status quo.

Native students are also a product of their environments. Although many 
of our Indigenous communities—urban, rural, and suburban— struggle 
to maintain their traditions while simultaneously confronting poverty, ste-
reotypes, poor schools, and competitive schooling environments (Brayboy, 
Fann, Castagno, & Solyom, 2012), a high value is placed on the desire to use 
traditional values to infl uence our youth and communities. Even Indigenous 
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INTRODUCTION  3

students who attend competitive K–20 systems struggle to balance their 
Indigenous ways of being within the schooling environment. During the 
Q&A portion of a presentation on our fi rst book, the mother of a college 
student shared a comment about her son’s recruitment experience with the 
Massachusetts Institute of Technology (MIT). MIT’s tuition is very high, 
but academically successful engineering students can earn high salaries, and 
a particular MIT admissions representative stressed the potential income as a 
solution to the high tuition cost. However, this Mohawk student wanted to 
return to his community with his engineering degree to work for his people, 
an environment that could not provide the income to repay the MIT tuition. 
For many Native students, gaining an education to “get ahead” is not a com-
mon reason given for going to college.

Brayboy and colleagues (2012) write, “individual development happens 
for the betterment of the community” (p. 16) rather than individual status. 
Yet higher education institutions tend to emphasize individual gains such 
as personal income (Deil-Amen & Turley, 2007; Leonhardt, 2014). Nelson 
(2015) questions comparing these individual “outcomes” to Native students. 
The relationship between education and nation building is more than indi-
vidual income and individual benefi t, particularly when personal income for 
a college graduate working on a reservation will typically be much lower than 
off-reservation, even when employed with a professional degree in one’s major.

Although building an independent economic base is important to tribal 
nation building, strengthening tribes’ Indigenous knowledge systems, our 
diverse Native cultural capital, and exercising our sovereignty are at its foun-
dation. Brayboy and colleagues (2012) write, “Ultimately, for us, the process 
of nation building consists of legal and political, cultural, economic, health 
and nutrition, spiritual, and education elements with the well-being, sover-
eignty, self-determination, and autonomy of the community as the driving 
force for nation building” (p. 13). Alfred (2005) uses the term strengthen-
ing in his defi nition of nation building. Nation building necessarily requires 
higher education (Brayboy et al., 2012). Much of access to higher education, 
which we focus on in this book, comes out of tribal assessments of needs 
based on geographical location, economic (in)stability, health profi les, natu-
ral resource responsibilities, language revitalization, cultural management, 
and other aspects related to their inherent sovereignty and rights as distinct 
tribal nations. Access programs, more often than not, arise out of a tribe’s 
needs for skilled tribal citizens with the educational knowledge provided in 
institutions of higher education. Tribes need educated citizens with the skills 
and capacity to address and problem solve their most basic challenges.

The programs in this text are examples of exercising our sovereignty to 
educate and support students, incorporating Indigenous knowledge systems 
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4  BEYOND ACCESS

in ways that enable our students to access a college education to return to 
their communities and strengthen their nation’s infrastructure. A deep sense 
of reciprocity or giving back to one’s community is a consistent theme in 
Indigenous college student literature (Brayboy, Castagno, & Solyom, 2014; 
J. P. Guillory, 2008; R. M. Guillory, 2009; Lee, 2009; Shotton, Oosahwe, & 
Cintrón, 2007). Related to content relevance (Kirkness & Barnhart, 1991) 
students seek a college education to improve their communities and are aca-
demically more successful when the material is relevant to Indigenous stu-
dent experiences. Although tribes and Native higher education professionals 
have worked diligently to create culturally relevant access programs, in some 
instances institutions of higher education have taken the lead in identify-
ing and creating access avenues for Native students. Both federal and state 
governments have done the same by earmarking funding to provide tribal 
entities the fi nancial incentive to create programs and support students in 
high-need areas such as science, technology, engineering, and mathematics 
(STEM).

In discussing possible titles for our book, the word “pathways” appeared 
in many drafts. The pathway image seemed fi tting because it refl ects diverse 
types of paths: pressed earth, well-worn, fl attened grass, plank, and so on; 
accounts for gait: fast walkers, those who saunter, and everything in between; 
includes varying directions, starts and stops; and consists of different types of 
markers, descriptors, or warnings. Paths are rarely straight. Imagine walking 
in freshly fallen snow, thinking you had walked straight to your destination. 
Upon looking back, your footsteps steadily made progress to your destina-
tion but not in a straight line, and each step may not appear well defi ned. 
As the stories in this book refl ect, access to higher education pathways move 
toward a goal: some paths are straight, many are not, but providing support 
on that pathway to reach the end goal is essential. 

This book is a follow-up to Beyond the Asterisk: Understanding Native 
Students in Higher Education (Shotton, Waterman, & Lowe, 2013), in which 
we provided readers, both Native and non-Native, with information on the 
unique and often assumed experiences of Indigenous students, faculty, staff, 
and administrators in U.S. institutions of higher education. Our hope in 
Beyond the Asterisk was to push beyond issues of invisibility of Natives in 
higher education to foster a better understanding of how to create meaning-
ful and culturally supportive environments that promote acceptance, encour-
agement, and success for Native students, who even to this day continue to 
be overlooked in many Non-Native Colleges and Universities (NNCUs). For 
example, in Chapter 2 of Beyond the Asterisk, “Incorporating Native Culture 
in Student Affairs,” Steven C. Martin (Muscogee Creek) and Adrienne L. 
Thunder (Ho-Chunk) emphasized that our job is to support students in 
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INTRODUCTION  5

postsecondary environments. To help Native students to succeed, we need 
to provide them with what they need for growth, and supporting their cul-
tural identity is key. They wrote, “To have the elements needed for their 
continued growth, a familiar content with rules for participation that Native 
students recognize and understand, including a sense that they are impor-
tant, valued members of their campus community is also necessary” (Martin 
& Thunder, 2013, p. 42). In Chapter 3, “Extending the Rafters: Cultural 
Context for Native Students,” Timothy Ecklund and the late Danielle Ter-
rance (Mohawk) shared how Haudenosaunee Longhouse concepts were used 
in the development of a living learning unit. In this book, we hope to again 
push beyond current understandings about Natives and college access and 
highlight Indigenized approaches to creating pathways to college. Beyond the 
Asterisk, like this book, is not meant to be the defi nitive guide. Instead, both 
books are meant to create dialogue and serve as starting points for additional 
research, examination, and publications. 

Definition of Terms

Throughout this book, as we did in Beyond the Asterisk, we use various ter-
minologies that we feel are important to defi ne for our readers. There are 
567 federally recognized tribes within the borders of what is now called the 
United States. The U.S. government uses the term American Indian/Alaska 
Native to represent the racial classifi cation of individuals who are members of 
these tribes. The U.S. government also identifi es Native Hawaiians as a racial 
category for individuals whose Indigenous ancestry originates from Hawaii. 
We acknowledge that we were not able to include our Native Hawaiian kin 
in the current book, but we do not want to exclude them in our defi ni-
tions. How an Indigenous person identifi es is diverse. In certain parts of 
the Americas, American Indian is preferred, whereas in other parts, Native 
American or just Native is used. Indigenous is often used in a more politi-
cal sense, and our brothers and sisters north of the imposed U.S.–Canadian 
border use First Nations, Aboriginal, Métis, and Inuit. However, we almost all 
prefer to identify with our tribal community or communities: Onondaga, 
Diné, Wichita/Kiowa/Cheyenne. In this book, we use many terms because 
the diverse Native American community uses many terms. Some Indigenous 
communities live on territories, whereas others on reservations, and many 
use the term tribe and others, nations. We do not want to further colonize 
by imposing a single term for our diverse people. We recommend that when 
you work with an Indigenous population, ask the community you’re working 
with about their preferred terminology.
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6  BEYOND ACCESS

American Indian/Native American/Native/Indigenous

The terms American Indian, Native American, Native, and  Indigenous are all 
used interchangeably throughout this book. Each of these terms refers to the 
Indigenous populations of North America, particularly those located in what 
we now know as the United States, and those who identify as Native Ameri-
can or Alaska Native. This includes those who are members or descendants 
of both federally and state recognized tribes and Alaska Native corporations. 
Native people are both political and racialized beings (Brayboy, 2005). It is 
important to understand that Native people are not just an ethnic minor-
ity. Rather our identity is situated within our unique status as members of 
sovereign nations; hence, we are also recognized as a political group. Often 
this political status exists in two countries, such as with the United States and 
Mexico or with the United States and Canada. These international borders 
were imposed on tribal territories by colonial systems, which can affect tribal 
membership status due to country of citizenship, but are generally not a factor 
in how one conceives of one’s individual tribal identity. Although this book 
does not focus on Native Hawaiian students and communities, we acknowl-
edge our Native Hawaiian brothers and sisters and assert that our populations 
face many similar challenges in higher education. We stress that future work 
is needed to understand both the unique issues of access for Native Hawai-
ian students and Hawaiian-specifi c approaches to college pathways, as well as 
work that honors and includes multiple Indigenous perspectives. 

Indian Country

When discussing Native populations, it is important to understand where 
Native people actually reside. The issue of Native land and residential pat-
terns is complex and tied to our histories with federal governments and 
policies of removal, allotment, and relocation (Shotton, 2016). The U.S. 
Census (2010) American Indian/Alaska Native–specifi ed areas include fed-
eral reservations as well as state reservations, off-reservation trust land, and 
Alaska Native, state, and tribal statistical areas. Native people populate dif-
ferent areas of the United States, Canada, and Mexico, and it is important to 
understand that Natives reside on reservations or reserves, reservation/reserve 
border towns, rural communities, territories, and urban areas alike (Shotton, 
Lowe, & Waterman, 2013). Indian Country is then defi ned to encompass all 
these territories and areas.

Native American–Serving Nontribal Institutions

Native American–Serving Nontribal Institutions (NASNTI) are institu-
tions of higher education that have a Native American undergraduate 
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INTRODUCTION  7

student enrollment of at least 10% and are not a Tribal College or Univer-
sity (White House Initiative on American Indian/Alaska Native Education, 
n.d.). NASNTIs are authorized under Title III, Parts A and F of the Higher 
Education Act, which provides grants and related assistance to enable these 
institutions to improve and expand their capacity to serve Native Americans 
(U.S. Department of Education, n.d.).

Non-Native Colleges and Universities

We continue to use the term NNCUs to describe those institutions that rep-
resent the predominantly White population, typically referred to as predomi-
nantly White institutions or mainstream institutions. The use of the term 
NNCU is a conscious effort to center our experience as Native people (Shot-
ton, Waterman, & Lowe, 2013). 

Tribal Colleges and Universities

The terms tribal colleges and tribal colleges and universities (TCUs) are used 
interchangeably throughout this book. TCU refers to those colleges and uni-
versities chartered by tribal governments. Tribal identity is the core of every 
TCU, and they all share the mission of tribal self-determination and service 
to their respective communities. 

Tribal Education Agency

The term tribal educational agency means an authorized governmental agency 
of an American Indian tribe, an Alaska Native tribe, or tribal organization (as 
defi ned in the Indian Self-Determination and Education Assistance Act, 25 
U.S.C 450b) that is primarily responsible for regulating, administering, or 
supervising the formal education of tribal members. Tribal educational agency 
includes tribal education departments, tribal divisions of education, tribally 
sanctioned educational authorities, tribal education administrative planning 
and development agencies, tribal education agencies, tribal administrative 
education entities, and Alaska Native corporations operating education pro-
grams for Alaska Native students (National Indian Education Association, 
n.d.).

College Access

Because of the Higher Education Act of 1965’s emphasis on grants to institu-
tions to increase access to individuals who could not afford college (Higher 
Education Act of 1965), access has historically been discussed through fi nan-
cial aid as a means to enhance admission. Access, however, is more than 
access to fi nancial aid or admission to an institution. Students need access 
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8  BEYOND ACCESS

to information such as fi nancial aid and how to navigate the fi nancial aid 
process, college preparation coursework, ACT and SAT prep courses, study 
skills, and skills such as how to talk to a professor and fi nd support on cam-
pus. Access is often narrowly discussed in the literature and by the public in 
ways that are ahistorical so as not to problematize the structure of higher edu-
cation, a structure that needed legislation and subsequent policies to expand 
access. 

Limited Literature

We know that Native students remain one of the most underrepresented 
groups in higher education (Snyder & Dillow, 2015). Scholars have dis-
cussed at length the obstacles that Native students face once they get into 
college (see Huffman, 2010). In more recent years, scholars have moved 
the discussion about Natives in higher education to one of nation building, 
strength, and success (Brayboy, Castagno, & Solyom, 2014; Brayboy et al., 
2012; J. P. Guillory, 2008; Kirkness & Barnhardt, 1991; Lee, 2009; Mint-
horn & Chavez, 2015; Shotton, Lowe, & Waterman, 2013). But our knowl-
edge about college access, particularly the ways in which Native students and 
communities are creating pathways to college, is limited.

Native Student Enrollment

In 2012, more than 14% of Native American high school students did not 
return in the fall semester or were enrolled in an alternative program (Stark 
& Noel, 2015). Based on 2013 data, the completion rate of those who 
remained in high school was 82%, and yet the college degree completion 
rate was only 14% (Snyder & Dillow, 2015). Bureau of Indian Education 
schools reported a dismal high school graduation rate of 53% (Executive 
Offi ce of the President, 2014). For context, in the same time period, the high 
school completion rate for White students was 93%, 76% for Black students, 
and 66% for Latino/a students. However, more Native students reported a 
desire to earn a bachelor’s degree in 2012 than in 2006 (Snyder & Dillow, 
2015). Native students make up 0.8% of the total college student population 
(National Center for Education Statistics, 2014), and 4% reported taking a 
remedial course in their fi rst year of college (Snyder & Dillow, 2015).

Native American students often attend poorly resourced secondary 
schools that are unable to offer the math and sciences necessary to pre-
pare them for postsecondary education. Rural and heavily populated urban 
schools are rarely funded on par with suburban schools and are populated 
by minoritized students, including Native students. Because of the lack of 
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INTRODUCTION  9

school resources, Native students are the least likely to enroll in Advanced 
Placement courses, and only one in four will take the ACT (Executive Offi ce 
of the President, 2014). Taking the ACT or SAT is an important component 
of college access. The College Board reported that 79% of students who took 
the SAT in 2010 enrolled in a postsecondary institution by 2011 (McKillip 
& Mackey, 2013). Access to WiFi is still a problem for remote schools and 
communities.

Similar to other groups, Native American women enroll in higher edu-
cation at a higher rate than men, and students with a parent who earned a 
degree were more likely to complete a four-year degree (McKillip & Mackey, 
2013). Yet many of the schools that our students attend do not offer entrance 
exam preparatory classes, and, as will be shared in our book, access programs 
recognize this gap and step in to offer these services.

Native Americans earned 0.5% of all master’s degrees in 2013 (National 
Center for Education Statistics, 2015). At this level, women are earning more 
degrees than men; however, the gap is greater because 65% of these degrees 
are earned by Native women. These degrees are typically in the disciplines 
of social services and business. Of all doctorates earned in 2013, Native 
 Americans earned 0.4% in similar social service fi elds noted previously, and 
women are still earning 61% of these advanced degrees (National Center 
for Education Statistics, 2015). Disparities abound for women and people 
of color in the STEM fi elds (National Science Board, 2016). For Native 
 Americans, the disparities are even more glaring. Of all degrees earned by 
Native Americans in 2012, only 14% were in STEM, and at the master’s 
level, only 8%. Of the 231 doctoral degrees awarded to Native Americans 
in 2012, 107 were in STEM. However, in the STEM disciplines, we see 
a gender reversal: Native men earned 55% of bachelor’s degrees, 58% of 
master’s degrees, and 73% of doctorate degrees.

An area with even higher disparities for Native Americans is nursing. 
Although the U.S. Department of Health and Human Services’ Health 
Resources and Services Administration (2013) states, “The number of 
individuals pursuing nursing education has increased in recent years,” the 
American Association of Colleges of Nursing (2015) identifi es the need to 
attract students from American Indian and Alaska Native backgrounds as 
a high priority for the nursing profession. Although we see nationally the 
number of American Indian/Alaska Native students in all nursing programs 
reported at 1.0% (National League for Nursing, 2013), a closer look at the 
numbers shows a slight decline between 2009 and 2014 in the total percent-
age of American Indian/Alaska Native students enrolled in entry-level bac-
calaureate, master’s, and doctoral nursing programs (American Association of 
 Colleges of Nursing, 2013).
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10  BEYOND ACCESS

Before we continue, we need to discuss the problem with data and racial 
terminology. As noted in previous work (Garland, 2007; Shotton, Lowe, & 
Waterman, 2013), data, research, and literature are lacking because of the 
“American Indian research asterisk” (Garland, 2007, p. 622). Due to low 
populations enrolled, statistical analysis is problematic; hence, we are often 
omitted from national and institutional reports. For example, with regard 
to American Indian/Alaska Native students, the National Center for Edu-
cation Statistics (2014) recent report on high school dropout and comple-
tion rates cautions that, because of small sample size, “reliable trend analysis 
could not be conducted” (p. 6) and a high standard error occurs. Begin-
ning in 2011, student data collected with new racial identifi cation options 
showed a decrease in the numbers of American Indian/Alaska Native– 
identifi ed students enrolled in postsecondary education each year, whereas 
the numbers of students who identifi ed with two or more races increased 
each year (National Center for Education Statistics, 2014). The small sam-
ple size “problem” that excludes Native students in national studies has only 
been exacerbated with increased racial identifi cation categories and report-
ing options, which have literally begun to erase American Indian–identifi ed 
students in national data.

Organization of the Book

In the majority of mainstream educational environments, Indigenous stu-
dents must adapt to the educational program. The President’s 2014 Execu-
tive Report on Native Youth concluded that a “root cause” of Indigenous gaps 
in K–12 educational attainment is due to the lack of tribal control (Execu-
tive Offi ce of the President, 2014). As we have discussed, such programs 
are often ill fi tting and privilege dominant, Western culture and values. In 
this book, we have chosen to privilege Indigenous knowledge, culture, and 
values by featuring college access approaches that have adapted, or developed 
from scratch, programs for the unique Indigenous populations they serve. As 
Native individuals, we begin this book in the way we were taught to begin 
all important tasks: with a blessing by our own mentor and scholar, Luci 
 Tapahonso (Diné). Beginning in this way is a sharing of our good intentions 
for the work we do and the work our readers will continue.

In Chapter 1, we begin with Natalie Youngbull’s (Southern Cheyenne 
and Arapaho, Ft. Peck Sioux and Assiniboine) personal story. Her chapter 
provides the voice of one who has benefi ted from college access programs all 
the way to her doctoral program. She shares her experiences in the Colorado 
University Upward Bound program and the Tribal Resources in Business, 
Engineering, and Science program at the University of New Mexico. She 
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INTRODUCTION  11

also writes about being a Gates Millennium Scholar and her own research on 
Gates scholars. She writes, “My successes in higher education would not have 
been realized without these college prep programs.” 

Throughout this book, we have incorporated narratives from current 
Indigenous graduate students. As we work to privilege Indigenous approaches 
to college access, we felt it was important to honor the place of story for Indig-
enous people. As Indigenous people, stories play a central role in our tribal 
communities; as Indigenous scholars, they play a central role in our work. In 
her discussion of storywork as a methodological approach, Jo-Ann Archibald 
(Stol:lo) (2008) asserts, the “power and beauty of stories is to educate and 
heal our people” (p. 371). In that belief in the power of story, we have woven 
stories of Indigenous graduate students into this book.

The students discuss the infl uence of their communities and tribal 
values on their college journeys. Breanna Faris (Cheyenne and Arapaho) 
explains, “Although academic resources and programs are critical in reten-
tion efforts, my greatest resource has always been my people.” Monty Begaye 
(Diné) talks of his desire to help other Native students: “My college journey 
changed to a venture of how I could help create access and opportunities in 
higher education for students who may come from a similar disadvantaged 
background as mine.” Writing about leadership, Cory Still (Cherokee), a cur-
rent doctoral student, says, “For me leadership is not something I ever really 
sought. It is something that emerged from me through my cultural teach-
ings” (Still, 2015, p. 203). Nakay Flotte, a Lipan Apache doctoral student 
at Harvard, tells the story of his diffi cult path to and in higher education: 
“My mind was bombarded by questions infl uenced by gender, class, race, 
and social etiquette: how should I approach a maágani stranger, who could I 
ask for help, how do I learn to study, and how do I handle everyday racism?” 
The students write about the interconnection of family, community, and 
spirituality—the foundations on which they heavily relied—along with the 
support they received from fellow students, faculty, and programs, which 
helped them fi nd meaning in their higher education pursuits.

In Chapter 2, Adrienne Keene (Cherokee) provides an intimate look at 
the college application journey of two Native American high school students 
who participated in the College Horizons program. This program, which pro-
vides college admissions workshops to high school sophomore- and junior-level 
American Indian/Alaska Native and Native Hawaiian students across the United 
States, is founded on the premise that these bright and talented students do not 
receive quality college counseling and academic advising. The fi ve-day “crash 
course,” which is offered in partnership with a college or university, provides 
personal and culturally minded mentoring by higher education admissions 
offi cers, tribal community experts, and Native higher education professionals.
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Chapter 3 discusses the role that TCUs play in college access for Native 
students. Matthew Makomenaw (Grand Traverse Bay Band of Ottawa and 
Chippewa Indians) and David Sanders (Oglala Sioux) highlight the key role 
of TCUs, which are designed to empower tribal communities and provide 
college access where little higher educational opportunity exists, while also 
highlighting the need for more data and research. 

In Chapter 4, Christine Nelson (Diné and Laguna Pueblo) and Amanda 
Tachine (Diné) challenge the myth that Native American students attend 
college for free. They argue that fi nancial aid for today’s Native student is 
entangled within a historical and political context that is relevant to their 
current experience. By framing fi nancial aid and a higher education system 
that was designed to assimilate Native Americans, they complicate these sys-
tems and discuss the role of Native nation building.

In Chapter 5, Lee Bitsóí (Diné) and Shelly C. Lowe (Diné) examine cur-
rent effective practices in recruiting and retaining Native American students 
who are interested in pursuing careers in the STEM disciplines. An overview 
of funding that has greatly impacted the number of Native students enter-
ing STEM programs is provided, along with an introduction to professional 
organizations supporting these students. Included in the examination is an 
analysis of leading colleges and universities, including TCUs, that gradu-
ate the highest number of Native American students in STEM programs. 
Last, plausible prescriptions of common successful recruitment and retention 
strategies are provided for higher education campus educators.

Chapter 6 provides an overview of the Recruitment and Retention 
of Alaskan Natives into Nursing (RRANN) program at the University of 
Alaska Anchorage School of Nursing. In this chapter, Tina DeLapp, Jackie 
Pfl aum, and Stephanie Sanderlin (Yupik/Unangan) address the short-
age of Alaska Native/American Indian nurses in Alaska and identify how 
RRANN has sought to incorporate and use as a foundation the Ten Uni-
versal Alaska Native Values to provide culturally appropriate avenues for 
student support.

In Chapter 7, Susan Faircloth (Coharie) and Robin Minthorn (Kiowa, 
Nez Perce, Umatilla, Assiniboine) discuss the evolution of educational lead-
ership programs for Native students. They begin with a discussion of the 
emergence of programs aimed at preparing Native principals, superinten-
dents, and other school leaders, and then they move into the development of 
more culturally relevant leadership programs.

In Chapter 8, John Garland (Choctaw) reports on the sparse data avail-
able regarding Native American college students with disabilities, presenting 
this chapter as a starting point for more research and conversation. Like non-
Native populations, Native American college students with disabilities are 
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increasing on our college campuses, and we need to know how ability status 
may be defi ned by tribes and what data are available. Garland offers recom-
mendations to support our students. 

 In the conclusion, we summarize the themes from the book and pro-
vide a discussion of the sociocultural capital in relation to nation building. 
Then, to illustrate how a community might increase college access in their 
own schools, we discuss the Norman Public Schools College Links program. 
Finally, we close with recommendations.
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