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Figure A.1. Indian Club, University of Redlands, 1936.
Caudell is in the front row, first from the right.
Courtesy University Archives, University of Redlands.
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tremendous intellectual and historical resource when you left. I do hope you or someone
captures your knowledge and memories of Bacone before they are lost forever.
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ABSTRACT OF THE DISSERTATION

Being Cosmopolitan: The ‘Unexpected’ Educational Journeys of
Three American Indian Women During the 1930s

by

Jennifer F. Brown
Doctor of Philosophy, Graduate Program in Education

University of California, Riverside, December 2019
Dr. Margaret A. Nash, Chairperson

During the early twentieth century, Evelyn Warren (Ojibwe), Cleo Caudell
(Choctaw), and Ruth Murphy (Cherokee) navigated a window of opportunity to do the
unexpected. They individually attended Bacone (Indian) College in Oklahoma before
going on to study at the University of Redlands in California. After each completed their
degrees, they separately obtained jobs with the Office of Indian Affairs. Opportunities
opened for the women because of a convergence of a pipeline between Bacone to
Redlands; a mainstream interest in Indian culture, one that the Indian New Deal
supported; and recruitment efforts of the Office of Indian Affairs. Paradoxically, the
general population’s fascination with Indian culture drew upon stereotypes of Native

women, demonstrations in which the women participated.
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Using their life stories, I have constructed a narrative that gives insight into the
everyday and unexpected ways that these women traversed their lives. From their early
schooling to their college attendance, they push back against prevailing Indian boarding
school narratives and give new insight into the varied educational experiences that
existed for Natives in the early twentieth century. Their histories also reveal how Warren,
Caudell, and Murphy challenged white expectations in some ways while upholding them
in others. As educated, cosmopolitan women they successfully adapted to different
cultures, but doing so called for reinforcing visions of Indian women as people from
another time. In strategically using these images though, the women gained access to
schools and careers that they might not otherwise have and used their agency within the

confines of these structures to challenge the very images they portrayed.

XVi



Table of Contents

ACKNOWIEAZEMENLS ............ooiiiiiiiiiieeiie ettt e et e e e e e taeeestaeesseeesnseeennseeenns v
DedICAtION ........ooiiiiiiii ettt et st e xi
LASt OF FIGUIES ..ottt et e e ae e et e e e nne e enaeeesaneeenes XiX
Abstract of the Dissertation ................ccoooiiiiiiiiiiiie e XV
Chapter 1: Introduction
Introducing New Narratives: Taking Advantage of a Moment of Opportunity and
Par@dOX ...t 1
INAIAN EQUCAIION ...ttt e e v e e s saseeenaeeennes 8
Career Tracks and the Office of INdian AffQirs ............ccceeevveeeeeieciieeniieieieeeerie e 12
Expectations and the EVEryday ............c.cceceeeevveeeiieeeiiieeiieeecieeeiteeesieeesseessseesnveeens 16
Reframing TWO-WOFIAS ..........ccccuueeeeeeeeiieeeee ettt saee e e e e e aeeens 24
Native Women'’s HiSTOTY MALLEFS ..........coocueeeeeeieieeeeeiieeeeeeeeeeeieeeeeseee e saeeeesaeee s 25
ROGAMUAP ...ttt ettt st e e s aae e e e e e ssseeeenseeennseesnseeens 27
Chapter 2: Historiography, Conceptual Framework, and Methodologies
Increasing Awareness: Changing the Historical Narrative Around American Indian
WOMEN ...ttt ettt e 40
HISTOPIOZGEAPIY ...ttt ettt et e e s aae s be e e ssseeesnseeennseeenseeens 40
Boarding SChOOIS ..........oiiiiiieiie et e 43
Gendered @dUCALION .......oo.uiiiiiiiiiiie et 51
Indian WOMEN’s SEMINATIES ....cc.ueeitiiriiieiiieeiiesiee ettt ettt ettt e e e saeeebeenaees 55
INdian @AUCALION .......oiiiiiiiiiiieie ettt 60
Higher €dUCAtION .....cc..eiiiiiiiiie et sree e ree e eeenaneeens 60
Native WaZe [aDOT .......ceciiieiie e e 64
Native agency, identity, and POWET .......c.ceeviieeiieeeiiieeiee e e ree e 66
CONCEPLUAL FFAMEWOFK ..ottt ettt eeesaeeennaeeen 68
MEINOAOLOZY ...ttt et e e e e e eae e s s e e ssseeeesseeennseeennseeens 75

Chapter 3: Native Expectations and Opening the Pathways to College

Acquiring Understandings: Becoming Modern Native College Women During the 1930s

OJIDWE ..ttt ettt ettt ettt et e et e bt et e ae et e et ae e teentenaeennean
CROCTAW ..ttt ettt et et e s et e et eesaae e
CRETOKEE ...ttt ettt ettt et e st e e e et e et esaee e
Opening Doors to Higher EAUCALION ...............cccoueeeeueeeeiieeiieeeeieeeceeeeeeeevee e

xXvii



Chapter 4: Early Lives

Coming Together: Separate Roads Leading to the Same Destination ............ccccceeueee. 134
Evelyn Warren: Finding Her ‘Chippewa’ Identity.............coceveeueeecveenceeenieeencreeennnn. 141
Cleo Caudell: Beginning her JOUFNEY .........c.ececueeeecueeeeiueeeiieeeiieeeereeesseeesseeesvessnnsens 153
Ruth Murphy: ROOLEA il SUCCESS ......uveeeeeeeeerieeeieeeeieeecieeeeiieesieeesieeesaeeesveeeneseeenneeas 164

Chapter 5: Higher Education

Being Cosmopolitan: Higher Education and Forms of Indianness ............c.cccccceevienieens 191
BACONE COIIEGE..........oooeeeeeeeeeee ettt aee e e e e e e abeeeneees 193

“A hard year for everybody:” Evelyn Warren begins college .........c..ccccveerveeeneen. 214
Doing a “work [in] which every girl should be glad:” Cleo Caudell begins Bacone
................................................................................................................................. 223
“She’s an all-around girl:” Ruth Murphy, a most dependable student.................... 228
University Of REAIANAS ............c.oocueeeeiiieeiieeciee ettt svee e e s naaae e 233
Evelyn Warren: A Native fOr€IZNET ......ccccvveeiiiieiiieeiiie et 236
Cleo Caudell: To Redlands and other exotic locales..........ccccerveeniiiniinienninnnenne 244
Ruth Murphy: Presiding at the Urns..........cccoecveeiiiieciie e 257

Chapter 6: Occupations and Opportunities

Finding Careers: Working Within Indian Parameters............ccccoevveevcieeniieenciee e, 278
Evelyn Warren: Showing Her “Exceptional ADility” ............ccoovevvueeeceeeeiieenieeennen. 294
Cleo Caudell: Dedicating Herself to her WOrk ............ccoueeeveeeeeceeeeciieecieeeieeeiee e 312
Ruth Murphy: Teaching the BAcONe W@y ............cocecueeeeceeecieeecieeecieeeceeeeeeesvee e 329

Chapter 7: Conclusion

Answering Questions: Finding Native Women in HiStory........ccccceeveieencieeniee e, 362
INOIEWOFTNY NATFALIVES .....ccvveeeeeeieeeeiee e eee et e e stee e stee e s vee e s e e e e e enaseeenseas 367

WaAITEN POST-SCIIPE .veeeieiieeiiieeiieecteeeetee et e et e e e et e e et e e saeeesbeeesnsee e nseeensseeennns 378

BibDLIOGraphy .........ooooiiiiiii e e e e e 385

xviil



List of Figures

Acknowledgements
Figure A.1: Indian Club, University of Redlands, 1936.........ccccceoviiieiiieiiiieiieeeieeeiee, Vi
Chapter 4
Figure 4.1: Evelyn Warren, Birth Certificate ..........cccoovveeviieeeiieeiieeieecee e 144
Figure 4.2: Evelyn Warren Family Tree.........ccoceeviieeiiiieiiieeiieeieeee e 146
Figure 4.3: Evelyn Warren, Haddon Heights High School, 1930 .........ccccociiiininiien, 151
Figure 4.4: 1930 Senior Class, Haddon Heights High School, 1930 ...........cccccceeuvennneee. 152
Figure 4.5: Cleo Caudell Family TTee.......ccceiiiiiiiiiiiiiiiieieeeeeeeeeee e 157
Figure 4.6: Cleo Caudell, The Indian Leader ...................ccccccevviiioiiniiiioiniiiianeaieen, 163
Figure 4.7: Ruth Murphy Family TTee .........cccovieriiieiiieiiieceeeeeee e 166
Figure 4.8: George and Martha Scales with children circa 1893-94 .............cccceviiens 166
Figure 4.9: Peppy Coyotes, Drumright High School, 1928 ..., 175
Figure 4.10: Ruth Murphy, Drumright High School, 1928..........ccccooiiiiiiiis 176
Chapter 5
Figure 5.1: Bacone College, 1931 ...ttt 212
Figure 5.2: Evelyn Warren and Alvin Warren, 1935 ..., 216
Figure 5.3: Evelyn Warren, circa 1931-1932 ... 219
Figure 5.4: Bacone College Graduating Class 1933 .........ccoooiiiviiieeiiieceeeee e, 222
Figure 5.5: Bacone College Graduating Class 1935 ........ccooeoiiiriiiieiiieeeeeee e, 227
Figure 5.6: “Combined Glee Club,” Bacone College, 1935.........ccooiiiiiiiiniiiiiiiinees 230
Figure 5.7: Bacone College Graduating Class 1936 ..........cceccveeviiieecieeniieeciee e, 232
Figure 5.8: Administration Building, University of Redlands, circa 1930 .................... 235
Figure 5.9: Cosmopolitan Club, University of Redlands, 1934 .........c..cccvvvririenenennen. 241
Figure 5.10: Evelyn Warren, University of Redlands, 1935 ..., 243
Figure 5.11: Alvin Warren, University of Redlands, 1935 .........ccccoveiiiiniiiiniieeeeee, 243
Figure 5.12: Cosmopolitan Club, University of Redlands, 1936 ..........cccccoceiiininieen, 246
Figure 5.13: Cleo Caudell, University of Redlands, 1937 ........ccccovveviiiiniiiinieeeeee, 249
Figure 5.14: University of Hawaii, Ka Palapala, 1938 ..., 255
Figure 5.15: “Indian Girl Is No Flapper,” and “Indian Girl Likes Ways of Her People,”
Honolulu Star-Bulleting, 1937 ... 256
Figure 5.16: “Indians Forsake Traditional Garb for Hawaii Fad,” and “U.S. Indians Adopt
Japanese Raw Silk,” Honolulu Advertiser, 1937 ........ccccoevvveveveencieeeieeeieeenen. 256
Figure 5.17: Dormitory Council, University of Redlands, 1937 ..........ccoooiiiiiiiininncen, 257
Figure 5.18: Cosmopolitan Club, University of Redlands, 1938 ..........c.ccccoiiiiininncnns 259
Figure 5.19: Ruth Murphy, University of Redlands, 1938...........coooiniiiiniis 261
Chapter 7

Figure 7.1: Cleo Caudell, University of Redlands, 1937, and Haskell Institute, 1930,
Evelyn Warren, Haddon Heights High School, 1930, and University of Redlands, 1935,
Ruth Murphy, Drumright High School, 1928, and University of Redlands, 1938.......... 377

XiX



Chapter 1: Introduction
Introducing New Narratives: Taking Advantage of a Moment of

Opportunity and Paradox

“It might be remembered that Native peoples have never not been cosmopolitan.”’

Although Evelyn Warren (Ojibwe), Cleo Caudell (Choctaw), and Ruth Murphy
(Cherokee), came from diverse cultural and geographic backgrounds, they each attended
Bacone Indian College in Oklahoma before going on to study at the University of
Redlands in California during the 1930s.” This study examines how, during a time of
limited options, these three American Indian women took advantage of a moment of both
opportunity and paradox.’ The opportunities occurred because of a convergence of
factors: a pipeline from Bacone to Redlands; a mainstream interest in Indian culture, one
that the Indian New Deal supported; and the recruitment efforts of the Office of Indian
Affairs. Paradoxically, the interest in Indian culture that led to funding and networking
opportunities also perpetuated the very stereotypes that these women countered in their
daily lives. Through their life stories, this dissertation shows how Warren, Caudell, and
Murphy navigated this terrain and defied white expectations in their pursuit of multiple
college degrees while also reinforcing them through various school and job-related

... 4
activities.



Figure 1.1. Evelyn Warren, The Senior Record, Haddon Heights High School,
1930. Photo courtesy of Haddon Heights Public Library.

Figure 1.2. Cleo Caudell, The Indian Leader, Haskell Institute, Lawrence,
Kansas, 1930. Courtesy of Bacone College.

ST T |

Figure 1.3. Ruth Murphy, The Gusher, Drumright High School, Drumright, OK,
1928. Ancestry.com. U.S., School Yearbooks, 1900-1999. Provo, UT, USA:
Ancestry.com Operations, Inc., 2010.



Warren, Caudell, and Murphy were born in 1913, 1912, and 1911, respectively,
and represent varied backgrounds. Warren (Ojibwe) was born in Pennsylvania and raised
in an urban setting in New Jersey. Caudell (Choctaw) was born on Choctaw lands but
spent her childhood at Haskell Indian boarding school in Kansas. Murphy (Cherokee)
was born in an area of Oklahoma where her Cherokee ancestors had resettled before her
birth, but she grew up in several different communities surrounded by other Natives. The
types of schools they attended also contrasted. Warren and Murphy both went to public
schools, but in extremely dissimilar types of communities, while Caudell lived at an
Indian boarding school for her school career up to college. The cultures in these locations
were also distinct. They range from large cities with few documented Natives to rural
towns with a mixed Native population to a school with students from multiple Native
tribes.

The women also had several notable qualities in common. Each of the three
women was a cosmopolite, someone who was not limited to a “provincial scope,” thus
giving them the aptitude to successfully work in multiple cultural contexts.” This skill
helped them to take advantage of limited opportunities that opened during their lifetimes,
which resulted in Warren, Caudell, and Murphy attending the same two colleges and
ultimately all working for the Office of Indian Affairs (OIA).® Those opportunities drew
upon stereotypes of Native women though, which eventually helped to foster the closure
of other doors.

Although their early schooling differed, the three women attended primary and

secondary schools during a critical juncture in Indian education and went to college when



few American Indians could. An Indian Services report from 1948 indicated, “For many
years, only one or two out of every one-hundred [Indian] children entering the first grade
have remained in school to enter college,” translating to less than two percent of Native
school age children even eligible to pursue college.” According to the Education Branch
of Indian Services, in 1935 only “about one out of fifty Indian high school graduates
found his way to college.”® A report by the OIA in 1932 indicated that, as of that year,
only 385 Native students enrolled in college, and by 1935 that number had risen to 515.°
In contrast, the general United States population saw over one million students
graduating high school the 1935-36 academic year, and while the number of high-school
graduates entering college immediately after graduation had been on the decline since
1900, “nearly thirteen percent of [eighteen to twenty-one year olds] were enrolled in
[college] in 1936.”'° According to these figures, approximately thirteen of every hundred
of the general population’s high-school graduates compared to two of every hundred
Native high-school graduates enrolled in college. With few Indian students completing
high school and of those, even fewer going on to college, Warren, Caudell, and Murphy
were in a small minority.

The first direct connection the women had to each other was college. During the
1930s, they independently attended Bacone College in Oklahoma, an Indian-only Baptist
junior college at the time. Warren was the first of the three to go to the school in 1931.
Caudell began her tenure there the fall after Warren graduated. Murphy started Bacone
during Caudell’s second semester. Bacone was relatively small with an average

graduating class during the years of Warren, Caudell, and Murphy’s attendance of



twenty-seven, and approximately a third were women.'' In 1933, after her graduation
from Bacone, Warren transferred to the University of Redlands (UR), a four-year private
Baptist university in California. Caudell started at UR in 1935, with Murphy one year
behind her. Warren, Caudell, and Murphy were the only women to participate in a
Bacone to UR pipeline that saw approximately thirty Bacone students transfer to UR
from 1929-40. Ataloa (Chickasaw), an instructor at Bacone and UR alumna, and Dr.
Benjamin Weeks, president of Bacone at the time and an occasional guest preacher in
Redlands created this pipeline. Taking advantage of this opportunity, all three women
earned both Associate’s and Bachelor’s Degrees, with Caudell also completing a year’s
worth of research in Hawaii towards a Master’s Degree. Considering the historic lack of
educational rigor in most native schooling, the widely held belief that native students
lacked the capacity to learn academic subjects, and the small number of Indians attending
college, the significance of these women’s shared academic journeys becomes apparent.
The ability of the three women to attend Bacone and Redlands was also due in
part to the popularity of Indian culture. During the early twentieth century, Indian arts,
performances, and cultures became objects of interest within United States popular
culture. Tapping into this fascination for both exposure and monetary gain, Ataloa and
Weeks created several venues to market their students’ Indianness. Led by Ataloa and
supported by Weeks, the moneymaking and advertising potential of performances by
Bacone students became a reality through glee club performances, participation in state
fairs, and the marketing of student art. These ventures brought significant revenue to the

school during a time that many colleges were in the midst of a financial crisis.'” Having



financial security meant that Bacone could offer scholarships and work opportunities to
potential students that would cover the cost of their tuition and living expenses while at
Bacone and could also provide scholarships to several students who transferred to
Redlands. The financial gains from these fundraising endeavors came at a cost though.
The exhibitions of Indianness demanded white approval, and this often called for specific
representations of Indians within the confines of accepted stereotypes. These included a
pan-Indian style of costumes and a pattern of speech that included “native broken

dialect.”"?

During their time at Bacone, Warren, Caudell, and Murphy participated in
several of the moneymaking programs. The women also partook in similar activities that
called for demonstrations of Indianness that met white expectations during their time at
Redlands. Thus while the public’s interest in Native cultures provided opportunities for
the women, it also perpetuated stereotypes of them. These stereotypes would ultimately
consign Native women in the eyes of the general public to historical figures rooted in the
past, helping to keep them from achieving equity.

In addition to the other constraints they encountered, Warren, Caudell, and
Murphy attended college amid the Great Depression (1929-39). While numerous
families struggled financially during the Depression, many still esteemed higher
education, and colleges thrived, with few schools closing during this period. Although
many colleges were “plagued by the constant fear of impending financial disaster,”
attendance increased, only dipping slightly in 1932 and 1934.'* The 1937-38 Biannual

Survey of Higher Education reported that, while “less than one-third of one percent of the

total population were enrolled in college” in 1900, “more than one percent were enrolled



in 1938.” It also reported an increase in college enrollments from 1900 to 1938 was 468
percent."> Although more men were attending college, women’s attendance also grew
considerably with the ratio of approximately three men for every two women.'®
Attempting to attract and retain students that were having financial issues, a small
number of schools offered scholarships.'” As the financial burdens continued to grow for
colleges, a program was developed to “maintain the supply of trained persons necessary
for economic and social progress.” This work-study program was a product of the newly
created Federal Emergency Relief Administration (FERA) and was intended to provide
assistance nationwide.'® While the student body became more heterogeneous with more
first-generation and working-class students, paradoxically, the “apex of American higher
education continued to be limited for the most part to the children of privilege.”"’

Contradictions abounded during the period of the Depression for many women.
Although more women entered the workforce in jobs not previously open to them, they
also were pressed to leave work if they married, and laws were created to keep spouses
from working for the same employer.”” Women tended to work in fields that were less
impacted by the financial slump, so while they had higher employment rates than men
they were also seen as “potential wives and mothers” and caretakers of citizenship ideals
for their communities.”' For Warren, Caudell, and Murphy, some of their experiences
aligned with their white peers, while others did not.

At UR, Warren and Caudell majored in sociology and Murphy majored in

education, and the three women’s college majors represent one example of an experience

that fell within the expected models of women’s choices. They were scientifically trained



to address social problems so hypothetically they could have pursued a variety of
professions including a social worker, professor, or journalist but the pathways that were
mapped out for them during their schooling did not include these. During the time when
Warren, Caudell, and Murphy were in school, Indian schools such as Bacone set up direct
pathways for work in the OIA. Although their initial career dreams are unknown,
eventually all three women fulfilled the Indian school imperatives by attaining careers

with the OIA and serving Native communities.

Indian Education

Over time, who took on the responsibility for educating Native children shifted
from the tribes themselves to various missionary groups, then to missionary groups under
the federal government’s purview before the OIA assumed full control and management
of Indian schooling. Initially, Native tribes educated their members as they saw fit. In the
early 1800s, concentrated efforts by various missionary groups to create schools within
Native tribes developed. By the mid-nineteenth century, the federal government took
responsibility for Indian education and utilized several religious groups to deliver this
function. Between 1894 and 1900, direct federal funding of religious schools was
eliminated and the federal government developed its own schooling systems. Although
many missionary schools closed after this time, religious groups still maintained control
of many institutions long after that date.”> By 1877, there were 102 operating federal

Indian day schools in tribes throughout the country.”



Before federal schools were opened, Ojibwe, Choctaw, and Cherokee peoples
developed working school systems either alongside or in spite of various missionary
groups that were charged with managing their education. With the passage of the General
Allotment Act (Dawes Severalty Act) in 1887, the federal government took complete
control of Native education for most reservation-based tribes, including Ojibwe peoples.
The 1898 Curtis Act extended federal authority over Choctaw and Cherokee schools as
well.

Anglo-American forms of schooling for Native children were often laden with
problems, and the shift in management from missionary groups to the federal
administration brought new difficulties. Although missionary groups typically sought
Native assimilation and religious conversion, many worked within the tribes to obtain
acceptance and participation in their schools.** Contrarily, federal management typically
involved no input from tribes and forced attendance at locations away from home. Over
time the government attempted several types of formal Indian schooling efforts, but the
result was most often disruptive for communities and negatively impacted multiple
generations of Native families. These types of schools included on and off-reservation
day and boarding schools, as well as public schooling. From the United States
government’s first involvement in Native schooling until well into the mid-twentieth
century, many only offered an elementary school-level education regardless of students’
age.”

Irrespective of the form schooling took; the overarching goal throughout federal

schooling efforts was to solve the “Indian Problem.”® In the late 1800s, boarding schools



were the preferred form of federal education for Natives. This mode of schooling was
difficult for many students, and numerous reports of troubling conditions were
recorded.”” By 1916, with ongoing concerns about poor student treatment and the rising
costs of boarding schools, the OIA began a push to send Indian students to their local
public schools.?® As attendance shifted away from other types of schools to public
schools, new issues arose. Indian students in public schools often faced various forms of
discrimination. Native students felt the impact of the lack of cultural support or
understanding from teachers and other non-Native students, which contributed to poor
attendance numbers. Racism was also often an issue for Indian students in public
institutions and also affected attendance. Some teachers and other administrators openly
espoused racist views and perpetuated myths about Native students’ limited capabilities,
creating a hostile environment that prompted numbers of Indian students to stop attending
classes.”’

During the early twentieth century, Indian education often did not provide any
college preparation and most educational reforms focused on improving primary and
secondary education were not enacted until Warren, Caudell, and Murphy had already
graduated high school. According to the 1928 Annual Report of the Secretary of the
Interior “no complete high-school courses were taught” in Indian schools “until 1921,
and even then, they were only available at a single school. The report also stated that by
the end of the 1928 fiscal year, there were “only six institutions maintained by the
Federal government where Indians [could] receive a high-school education.” It went on

to state that enrollment in public high schools was “approximately one to every six pupils
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of school age” at the time, but for Indian students the rate was “one to every twenty” and
that the “aggregate number of Indians in institutions of higher learning or who [were]
pursuing extension courses [was] negligible.”*” For those students that did complete
secondary level classes, few were offered any form of college preparation. The only
career training option accessible to a majority of Native students were vocational.’'
Although too late to benefit Warren, Caudell, and Murphy, Native education improved in
several areas as a result of various reform movements in the late 1920s. Indian schools
started to receive more funding, the standards for teachers increased, and improvements
in the materials and textbooks made. Efforts to provide more funding and support to
public schools for Indian children were also authorized.*?

Even with minor advances in federal education, many Native students continued
to combat concepts of their limited abilities and savageness. As late as 1927, Baptist
historian Henry C. Vedder argued that American Indians were “becoming civilized with
increasing rapidity,” with only five tribes regarded as “entitled to be called ‘civilized.”**
Vedder contended that even with this distinction, “much remains to be done” as only a
small proportion could read and write English or effectively communicate with whites.*
In the early twentieth century, not unlike previous eras, civility was predicated on one’s
abilities to interact with and conform to white ideals.”> What differed from earlier efforts
of conversion, though, were the popular notions of the “inherent nobility of the red man”
and the belief that the “Indians will ultimately be absorbed into the population of the

United States and cease to be a separate people.”*® So while there had been movements to
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increase the type and level of education taught to Indians, it was still often imbued with
racist themes and motivated by the desire for assimilationist outcomes.”’

It was not until the 1930s that the OIA began to develop programs for higher
education formally. Student loans and scholarships were made available to Native
students seeking higher education. However, the leadership in the OIA at that time
doubted the ability of most Native students to achieve a high level of academics and
focused much of the new funding towards vocational training.*® Many of those that did
attain a college-level degree were guided to working for the OIA as the OIA leadership
argued that the Native students would not have the acumen to work outside of this venue

and it was their best opportunity at achieving anything close to a professional position.

Career Tracks and the Office of Indian Affairs

Finding wage labor in fields that they trained for during the early twentieth
century could be difficult for college-educated American Indians, and historians of Indian
schooling have argued that Indian education prepared students primarily for work in the
Indian Service. The messages imbued throughout the era of Warren, Caudell, and
Murphy’s education included civility, assimilation, and citizenship, and concepts around
wage labor emphasized service work. Nursing, teaching, or clerical work that was in the
service of Native groups fit this design, but if their training went beyond this scope,
Native students would have difficulty in finding a placement.

Many scholars of formal Indian education in the United States assert

“employment within the Indian Service was perhaps the most viable career option for
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graduates of federal Indian boarding schools.”* American Indian scholar Tsianina
Lomawaima suggests “despite federal rhetoric, which claimed to train young Indian
people unencumbered by tribal loyalties for a place in white mainstream society, schools
prepared Indian students for employment...in Indian schools.”*’ Social historian Cathleen
D. Cahill argues that for the small group of educated Indians, the private sector may have
been less desirable than government work as prejudice was rampant during the time. She
also states that even if there were not racial impediments for Native professionals, there
was not a large enough Native middle-class population to act as clientele to support a
widespread Native labor market.*' These conditions left many educated Indians with
questions such as: Was it better to work in a position with the federal government that,
while sanctioned for Indians, also had its limitations, or was it even possible to find a
position in the private sector that provided for their financial needs and where they were
not openly discriminated against?

Cahill also argues that there is “substantial evidence” that a large number of
former boarding-school students attained “white-collar and professional positions” at
Indian Services.** Schools such as Haskell, where Caudell went, had developed teacher-
training departments to prepare students to teach in Indian schools and students often
went directly into the Indian Service after graduating. By the early twentieth century, the
federal government also began active recruiting measures to find trained personnel. The
Civil Service Commission advertised in publications providing suggestions as to which
position offered applicants the best chance of employment.* The OIA also worked with

private Indian schools to create employment opportunities. Thus, it would seem to
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students a natural transition to move from an Indian school to working with Indian
Services.

In 1932, the OIA reached out to Bacone College to offer funding support for a
dormitory if Bacone agreed to train Indian teachers for the Indian Service, for rural areas
in particular. Although training Indians to teach other Indians had been a goal at Bacone
since it opened, the federal government was specifically looking to Bacone to boost a
program of rural development that they were implementing. In the 1930s, as part of the
push for Indians to attend public schools, the federal government began opening large
numbers of rural schools in eastern Oklahoma among Choctaw and Cherokee peoples
who did not have access to good public education. Bacone was an attractive partner to the
Indian Office as Bacone had trained Indian students to become teachers in Indian schools
since its opening. For Bacone, this arrangement would promote their teaching program
and potentially support the claims that Bacone was a leader in Indian education at that
time.*

Recruiting by OIA would also take the form of networking. The nature of Indian
schooling often fostered student connections. Boarding school students frequently bonded
through their shared living and schooling experiences and having an Indian identity in a
majority white society also seems to create unique bonds. Regular contact and
correspondence fostered these attachments and would be detailed in school newspapers.
Alumni accounts in school newspapers such as Haskell’s Indian Leader and the Bacone
Indian often reflected on where the school’s alumni were living and working, as well as

whom they came to see when they visited the school. These types of connections created
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informal job networks, as visiting alumni working for OIA would talk of their work and
share their experiences. With few professional jobs open to Natives, and the high
likelihood of obtaining work with the OIA, it makes sense that a large number of Bacone
graduates would seek employment there.*’

The implementation of a formal OIA loan and scholarship program would also
have ramifications for later OIA employment. While the federal government had offered
some Indian scholarships and loans for college education before 1933, it was on a case-
by-case basis.*® As part of the Wheeler-Howard Act in 1934, $250,000 a year was to be
allocated for American Indians attending trade and vocational schools, colleges, and
universities. A majority of the funding went to students attending vocational or trade
programs, however, with only $50,000 set-aside for students attending colleges and
universities for academic degrees.47 John Collier, Commissioner of Indian Affairs, and
Willard Beatty, Director of Indian Education, both saw the scholarship and loan program
as a means to “prepare the most qualified graduates” for careers in the OIA. Beatty
argued that Native students were not intelligent enough to have careers beyond those
available in the OIA, further asserting that unless Native students had a job lined up in
Indian Services, college courses would be a waste of time and money.** With messages
this explicit, students seeking financial support from the OIA would have undoubtedly
been pointed to Indian Services as their only career option. Considering the amount and
magnitude of pressure placed on Indian school students during this time, it is remarkable

that any sought careers anywhere outside the OIA.
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Expectations and the Everyday

Warren, Caudell, and Murphy’s stories counter white expectations from the early
twentieth century, which depicted Native women as uneducated, one-dimensional beings,
frozen in the past. While there is no paradigm that forms a unilateral set of expectancies
for anyone during any period of time, through examining key discourses and events we
can have a sense of what would be considered the collective ideas and generalized themes
of expectedness for the period under inquiry. In the case of Native women during the
early twentieth century, white expectations would have been greatly influenced by the
federal government, scholars, and other experts, as well as various forms of media and
print. In addition to explicit indications, the choice of language and imagery used in
regards to Native populations by these influential parties is a central indicator of how
Indians were viewed.

In contrast, Ojibwe, Choctaw, and Cherokee peoples had longstanding
expectations of education for members of their communities. As Philip Deloria argues,
the writing of American Indian history has “long conformed to a single paradox,” one
that contends that the “most effective frame for making general sense of the diverse
experiences” of “tribal peoples has been that of federal government policy.” In doing this,
we center Indian history not on Indian people but on the federal government. Offering
some historical tribal perspectives, though, fulfills the “obligation of scholars to make
their work meaningful to Indian communities” and “effectively render inert the
generalizing framework built around federal policy.”* While providing some

commonalities, I acknowledge that wide variation exists within the multitude of histories
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contained by a single tribal community while also recognizing that generalized patterns
do emerge. For example, all three tribes developed successful schooling systems prior to
federal imposition and advocated for learning throughout their histories. They also found
ways to navigate external forces seeking to eliminate their cultures. From involuntary
relocations, the taking of rights and property, to the forced management of their affairs,
many in the Ojibwe, Choctaw, and Cherokee communities found forms of agency in
which they could assert some control. Education was one outlet. They did this first by
developing their own systems, and then when the federal government took over, they
often sought continued involvement with schooling. Agency was manifested through the
engagement of administration, fighting to send or keep their children from attending
certain schools, and through the retainment of cultural ties when most institutions sought
to eradicate them. The repeated use of individual agency by the parents and the students
themselves over time supports the belief that Ojibwe, Choctaw, and Cherokee peoples
(among others) valued and expected to attain education, even if they had to fight for it.
Federal reports and other correspondence of the period by government
representatives often exhibited themes that shaped Indians as wards needing protection
and training for placement in wage labor suited to their perceived limited abilities. For
example, in a 1923 letter by Joseph E. Otis, an appointee to the Indian Affairs Advisory
Council, to Hubert Work, the Secretary of the Interior