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A. Background

CHAPTER 1 INTRODUCTION TO THE STUDY

Biair Rudes and Paul Hopstock

In recognition of the special educational needs of AmericaaIndians-and kiasp:a

Natives, the Indian Education Act (P.L.: 92-318, TitleIV) became e-law on June

23, 1972.. The Part A.Program represents that part of the Indian Edudation Act

providing entittementjgrants to public school districts enrolling American

Indian and Alaska Native students. The number of school districts

,participating has increased from 435 In fiscal year 1973 to more than 1,000

fiscal year 1983. The percentageW Indian children residing in school

district& served by Part A grants has grown -from 59 percent in 1973 to

approximately 85 percent in 1983;

In September of 1980, Development Associates, Inc., was awarded a contract

through the U.S. Department of Education to evaluate the operation and'

effectiveness of the Title IV, Part A Program. The study WAS conducted under

the authority of the Secretary as provided for in Section 417 of the General

Educilion Provision Act -(20 USC 1226C). It represented the first

comprehensive evaluation of the program since,its.inception, and was in

reSponse to requestS from the Senate Interior Committee for systematic

information concerning" Part A Program operations, impacts, and costs. The

House Interior Subcommittee and the House Education and Lab& Subcommittee

have also frequently requested similar information.

To accomplish the study's purpose data -were collected ddrin 'spring,

visits'in 1981412 to 115 Part A-pr Mts. -These projects were a stratified

random s1, of all Part A projects in public school districts,which had:been
/

operating three or more years and with 30.tir.more-American -Indian/Alaska

Native students In 1981 (i.e. 85% of*the-Part-A-proJeets in public-schools

,Data'were-collected om the folio ing4eoups of ,-respOndent54- local` school

achainistrators, (b) -project errs,- d -4project staffs, =parent
-

Tttee mempers,;-(4) 1-pr ncipalS,-_, teachers

IalarVstie-Thdiatf:C

dents: he,Tro
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students completed self -adminis_ered questionnaires; other respondents were

intgrviewed. In addition, data were gathered from project and local education

agency (LEA) files. A total of l9 data collection-instruments was used in the

study. The objectives of the study were to describe the range'of-PartA

projects, dbv

:

pline the nature and extent of Part A Program impacts, and to

identify and amine potential legislative and regdlatory Changes'that might

help achieve4gthe_goai.of meeting -the educational needs of American Indian

children.- More specifically, the study was designed to address eight: -major

research questions. They were as follows:

What are the-organizational, fiscal, and human resources available to a- A

projects, and how do projects utilize-these resources?

To what extent do the objectives of projects fuhded under the-Part A
lhtitlement Program address the special educational and/or- culturally-
related acadeMic needs of American Indiag/Alaska Native children?

How have Part A projeCt activities been implemented?.

What are the impacts of Part A projects on American Indian /Alaska Native .

stud-O'W,

=

What impacts do Part A projects have on'the parents of American
Indian/Alaska Native children and on.the American Indian/Alaska Native

communities that projects serve?

What impacts do Part A projects have upon their LEAs?

How-do federal-lcvel activities, especially those of the Office of Indian

Programs, affect Part A projects?
-

What is the total amount of federal education funds expended by local school

districts on Indian students in grades K-J2 and how many of these students

are receiving various types of special services?

The overall' results of the study are repoetecion in the study's Final Report--

anO companion volumes. In the Filal_Report,,is well, are presented a brief

descripti9n of-the-hitoryof_Indian education in the U.S.:, the histkry-of the

Title IV, Part A Program, and the theoretical and methodological framework

within which theevaluation was conduced.

.Purpose and Content of this Monograpt 19

objective of e Ti le IV, Part A' Program as envisaged by its sponso

proVide-a cha`rim= or'hiroving the academic, achievement and'schoo
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attendance of Indian students. Congressional reviewers of the Title V. Part

A Program have consistently sought information'on the impact of the Program on

student achievement and ettendaac46 Gathering, and analyzing information-on--

student achievement and attendance .thus became major focuses of the

Development Associates evaluation.

This monograph provides detailed descripton of the data which were collected

concerning student achievement and attendance. As will he noted, a number of----
parallel measures of achievement and attendance were collected; and, the

monograph thus attempts to integrate information from diverse sources. It was

our belief that on issues as comp-lex is achievement and attendance, multiple.

date'sources were highly desirable.

The monograph consists of three major parts. In Part A, we present tne

''detailed analyses of informaticln,on academic achievement. Part A includes

separate sections on'analyses of previously existing data, cross-sectional

analyses of test scores,-indicators-of student achieyement reported by-project

.
personnel, ratings of gains.by parents, teachers,-and staffs, tutor- ritings of

the effectiveness of tutorial programs, and ratings by students of thefr

academic gains. Part B describes the results OrvItchooT attendance and'

retention. Part B includes data collected froM school_records, project

staffs, principals, teachers, parents; and studepts. Part C presents dita.on

knowledge and- expectations for post-secondary educatipn by ihidian'students.

Also, in Part C, data concerning the poSt-secondtry experiences of Indian

. students are pretented.

Conce ual and Methodolo

Achievement

ssues Relatin to Measures of Student

During the design phase of the eve consideration Was given to a

variety of different approaches to assessing the impact of Title IV, Part A

projects on student academic achievement. In reviewing theexperience of

evaluation researchers, it was found that each approach posed certain

diffitufties for this evaluation. The most common\type of evidence used by

evaluators in assessing academic achievement 40nsis s of the results of,

standardized achievement test scores. These, howeveposed the foTlowing

problems:

alummmo2A
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ti Such tests-do not necessarily test students un what they have been taught

-(they are not normed to a given curriculum);
4

e Such tests may contain hidden bias. -either in wording or format, against

various subpopu=ations being tested; since, for this.evaluation,- test scores

of students from a large number of different cultural, linguistic, regional

a econamIC backgrounds were to be compared, hidden test bias could qe a

problem.

e Different states, districts, and, in some cases individual schools m use=

different standardized achievement tests; while there exist various

approaches, to equatlng results across different tests so that-they a

comparable, each approach has its weakness, and not all standardized /tests

are amenable to these approaches.

e Differe states and schbeil districts may administer achievement tests to-v

students different grade levels and at different times -of the school

year; where such differences exist, cross -site comparison is extremely

difficult.

Another-type of evidence Ahich is widely used in assessing the impact of

educational prograths on student adhievement_donsists of:student class grades.

Again, however, there are a number of problems for a nationwide evaldAtion.

e Different school districts use different systems for reporting grades

(letter grades, grade point equivalences, etc.); while approaches exist for

standardizing these different systems, each has weaknesses not unlike those

noted above.

e Grades are considered to be more subject v evidence than test scores, since,

factors such as teacher judgment and-schtb policy enter the awarding

of grades.

e Data on student grades are more difficult tolaccesvAhan are data on

achievement test results. Student grade data may lltit be recorded-on central

school or district files until the end of a semester; thus collecting this

data in mid-semester entail's requesting it from each teac I....And the

grades which the teacher has during mid-semester may not be ative

averaged) at that point. In any case, schools and teachers tend to

maintain confidentiality of students' grades more strenuously that

confidentiality of- test score results.

Other types of evidence which have been used-to a greater or lesser extent in

.evaluating the-effect& offeducational programs on student academic achleveMint

-include ratings of students- byteachers, parentS, and LEAs staffs, and
.

.anecdotal data on student accomplishments-as'aresult:of participation
,

project.
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The advantage of both of these types of evidence is that the data are More
N

easily collected (there is no conflict of confidentiality involved),, the

assessments can be-more direftly attributed to project effects,t4an is the

case with standardized test,Score results,and this type of data-can reveal
7

gains in areas not normally assessed by standardized tests or class grades

(e.g. classroom participation,_ study habits). The weakness of this type. of

evidence is that.it,ts highly subjective, and, in the case of anecdotal =

evidence, relatively unsystematic.

As outlined above, each of the various types of_evidence which could beused

in assessing the impact of educational programs on student achievement

Provided a different perspective on the phenomena and posed certain drawoacks

particularly !Or an evaluation which is.aational in scope. In formulating

the final design fOrlthe evaluation of-the Title IV, /Part A Program, it was

decided to capitalize on the different. perspectives- provided by these types cs.N

evidence to the greatest extent possible, and in the process, hopefully, to

minimize the drawbacks which each has when used independentlyi7= Thus, the

study was designed to collect and analyze data frdm:-.results of standardized

achievement tests; anecdotal. evidence provided/by-parents, project staff

members, and others; ratings of project reldted academic gains by parents,

project staff members, and others, ratings o project related academi gains

by parents, teachers, and LEA staffs; tutor ratings of tutored students; and

''SiUdent ratings ofassistance provided 4y projects.. Data were not collected

on student grades because of the difficullies entailed in collecting/such data

uniformly across sites.-

A

Each of these types of evidence his been analyzed independently, and -is..

reported:on in Chapters 3 through 8. In addition, the data have been analyzed

collectiVely, in a sense to '!triangulate" in on pPoject effects 6h .student

achievement. A Summary of all ofthe'data is presented in Chapter 9.

41
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Conce- ual and M hodolo ssues Relatinf to Measures of Student Attendance

School and district attendance figures are generally taken to be the primary

sour of data in assessing student attendance. In the Development Associates

evaluation, data on attendahte of Indiali students were-collected whenever

'possible over a five-school-year period. An analysis of these data is

reported in Chapter 10. There were a 'numben of difficulties associated with

the use of such data, however: Among these were:

The absence of individual student attendance data, because in certain

districts only data on average daily attendance for -pr -selected days were

Collected;

The difficulty of collecting longitudinal data-on studen S who move from one

school to another;

The failure to compensate for late admission an or transfer with in'

semester in computing students'_ average daily attendance;

osThe failure to distinguish consistently between absences and tardiest and

The failure of attendance.figures to distinguish between-absences due to

-n-tural causes (weather, medical, etc.) versus truancy._

In addition, the number of days inPthe school yearvaried-soMewhat among
. . .

school districts,- in particular where a- tpachers'' strike, adverse- weather

Condit ons,.or other factors forced entire school to be closed fora

period'of time. This, n turn, made cross-site comparison of attendance

jigures problema tic.

In order to provide a more complete picture of_student attendance patterns,

therefore, the 0evelopment,Associates'evaldation was designed to gather

ratings- by parents, teachers, principals, and other school staff members

regarding student attendance, and effects of the Title IV, Part A projectson_
.

encouraging more frequent, attendance. This, together witbdther

information, was colleCted to.help differentiate among-the various causes of

absences, and to more directly assess projeCt effects-on'iMProving.

attendance. This information IS reported fn Chapter 11, -in -Part B.
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-In addition to the information on student a- endaoce, data were collected from

a variety of sources on changes in the rate of student dropout and school

completion. The results of-the analyses of thit material is provided in

Chapter 13, in Part B.

Information on the knowledge of post secondary options and the Post high

school educational and employment activities of samples of Indian high school

students are presented in Part Cas a supplement to _the academic achievement

and attendance data presented in.this report.



PART A: ACADEMIC PERFORMANCE IN PUBLIC SCHOOLS .

The purpose of the Title IV, Part A Indian Education Program as defined in 'the

legislation is to meet the 'culturally related acadethic needs" of Indian

students. Most (80%) Title IV, Part A projeCts haVe formed acadernid or tutorial

components to meet the culturally related academic needs of Indian students, but

-other components as well are designed to meet those ascademIc needs (cultural

programs, counseling, home-school coordination, etc4

In this part of the monograph, the results of the Development Associates

.evaluation of the-TitleIV, Part,A Program relevant to academic performance are

presented. As discussed. in Chapter 1, there is no single-measure of academic

pesrformance which is without weaknesses, so information was collected from a

variety of sources concerning this topic.

-Chater 2 presents 'a meta-analysit on achievement test scores in which the results

frornhe Development Associates evaluation are integrated with previously

existing studies. Chapter 3 provides d description of the formal academic

activities being conducted by projects, including the types of tutoring being

performed, characteristics of tutors, and characteristics of Indian students

receiving tutoring. Chapter 4 presents a detailed analysis of 1981 achievement

test scores of Indian-students at Part A projects and relates those scores to

_project activities.

. . ..-

.Chapte4s 6 through 8 pr sent the.rating by various types of reipoodents of the

impact of Part A projects on student academic achiev;ment. Chapter -5 describes

.information provided by key project staff members (kslally project directors) to

document the academic impact of their

Part A project tutors of the academic
/

"Chapter 7 provides -- information on the

students, regular,classroom teachers,

on math and language arts performance

projects. Chapter 6 presents ratings by

gains experienced by theWstudeots.

ratings given by parents of-Indian

and Part A staff of the, Opact of projects

and student grades. Finally, -in Chapter 8,

ratings by students of the helpfulness of the projects in the aileas of math and

reading are presented.

25
A summary of findings and a statement of conclusions concerning academ

iijachievement are provided in -..ChapVer IR. _
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ER TRENDS IN ACADEMIC. ACHIEVEMENT AMONG.INOIAN

STUDENTS IN PUBLIC SCHOOLS tP_

Introduction

Harry Day-=

This chapter is a review of the existing research literature concerning levels

of academic achievement, among.Indian students prior to the'enactment of the

Title IV, Part A Indian Education Program, compared with - subsequent levels Of

-achievement. A primary purpose of the'Part A Program- his been to-address the

special educational and culturally related academic needs" of Indian.

children. Since.the Title IV Program has been the national-level intervention

of the 1970s most likely to affect the academic - performance of Indian public

school students, the improvement in Indian student performance,\as reported in

existing research data, should constitute an indication of progrkam impact.

More directly, these findings reflect the academic status of Indian students,
. ._

both at the time of-the Act and-at present, and provide an indication of

current academic needs.

Previous reports issued by the Federal government, notably the Me riam Rep

(1929) and the "Kennedy Report" (1969), highlighted the poor cond tns un

which Indian students were educated and, consequently, the low leve of .

academic skills developed. Prominent among the evidence cited were low scores

on standardized achievement tests.

-The cultnril biases inhirentin academic achievement tests, intelligence.

tests, and other assessments of intellectual aptitude are well knoWn and-heed

not be discussed .in detail.,1 The thrust of the criticism ofthese

measurements is thatthey underestimate the intelledtual.ability of the

minoritY'student, and provide a poor assessment of his ability to functio

the real world. Their biases notwithstanding, achievement test scores prov

relevant info ation regarding academic needs and their changes over time.

See the October 1981 issue of .the'Amer4can-PAycholoOts_ fir: deter led

cussfons'of these :and related issgeo'
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Thus, tne specific purpose of this review is.to establish the relative levels

of academie achievement:and trends among Indian studentt, as reflected by the

reported standardized achievement test results,of four time periods: 2q

The 1950s -- prior to any large-scale federal programs likely to benefit
Indian students in public schools;

--,, -- .

i The 1960s -- -prior to and at the start of federal aid-programt, such as
ESEA Title 1, which potentially benefitted public school districts with
Indian enrollment; ..

The 1970s '-.prior to and at the -start.of the -Title IV, Part A Program,-
which proVided funds to school 'districts for special academic and related_
activities for Indian students, supplementing the special programs-begun

'in the earjJy to latn 1960s; and , '

The 1980s:-- when the Part A Program could be expected tb have-achieved,.
its greatest impact to date.

The focus hern.is mainly on Indian students attending public schools, where
1

Part A-funds are primarily directed.,

B.. Choice of Approach

In this review, available standardized achievement test results in reading and

. mathematics have been analyzed through the uienfTecently_developed
\

"",Metaanalyllt" techniques (Glass, 1976, l978). ,Reading and mathematics

scores were selected beCause they represent' basic academic SkillS necessary
,

for,most dcademic_ courses and careers. A-meta-analysis-approach was used to

_reduce the author trilair inherent in traditional research literature reviews.

The approaqh is.explicit;'systematic,-and replicable 'in its methodblogyi other

researchers should attain like findings, although interpretations may vary..
43t-
-;

A meta-analyt s approach involves the application of a standard procedure to

the results from a variety of sources, to translate these'toa common standard

and thereby render them-directly.comparable. When study sample sizes are.:-

small, resulting. in.relatively:low statis.ticalwer, there is less likelih6Od'

of detecting a true difference in seatistical tests for vtreatMent,effect.

27
2It Was hoped to obtain sufficient data to analyze early versus la e 1960s

--'and.eirly versus late .1970t;:but such-were'not available:.

EA;
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The "box score" procedure of tallying statistically significant findings

across studies exacerbates this problem, and may fail to detect effects when

sample-sizes or treatment effects -(or both) are small (Hedges=and (Min, 1980,

as cited in .Giaconia and Hedges, 1982). A meta-analysis approach determines

an "effect size" for each study or set of findings, as a measure of the

strength of-the treatment effect. . These are calculated by converting diverse

scores or measures, such as grade equivalents, raw scores, and percentile

ranks, to differences between treatment and comparison group means expressed

in standard score units; the differences between-groups thereby represent some-

,proportion of a'standard deviation, and can be contrasted directly.

Furthermore, the conversion of scores to an effect size eliminates problems

inherent in certain types.- For example, differences among grade equivalent

scores usuallywiden.with increasing grade because these overstate the actual

differences between two groups. The use of an effett size score based on the

standard deviation.difference between the groups provides- a more accurate

picture of their relative differences, and therefore of the estimated

magnitude the treatment effect.

The meta-analysis approach developed by Glass (Smith and Glass, 1977) was

deemed most appropriate for this study, since the concern here-is with the

level of achievement of Indian students, not their statistical position

relative to other samples.
3 This approach also has the advantage

4
of

maximizing the amount of acceptable data. In addition to research reported in

professional journals, the Glass method allows the inclusion of data from

a

he formula used for calculating effect sizes is the following:

where irsample mean of the experime6tal lndian studen :group, =sample

mean of the contrOljnomindLi --iident-or-all-stUdentsYgroup, - - -Se standard

---IMWV-Taffaft of the control group.

40nlike other approaches considered, such as Cooper and Rosenthal, 1980;

-PilleMer-and Light, 1980; Light, T980; Light and Smith, 1971; Cook and Grader,

1978; Cohen et al., 1982; Willson and Putnam, 1982; Krathwohl 1982; Hedges and
,m,&

Olkin, 1980; Giaconia and Hedges, 1982.
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dissertations, theses, and other sources waere the data are reported in

considerable detail.

C. Sources of hieve

A comprehensive effort was made to identify all relevant research literature

concerning- academic achievement-among Indian students'since the 1950s, as well

as to obtain:achievement test scores directly from state and local-education

agencies. The following strategies were used to locate references and test

data:

ERIC Search: A search using relevant descriptors was made of the ERIC

system. Over ninety articles were located and examined for possible use,
out of -a much-larger set of articles related to Indian education. This

source provided good coverage for the late 1960s and 1970s time periods.

Native American Research Information System JNARIS): It search in the
UnTiersity of-Oklahoma's nw fhformation system produced over 800 abstracts
that were examined for relevance. This source was-a useful supplement to
SRIC.and,provided additional coverage, particularly for the 1970s.

Indian Education Experts: The Technical Advisory Panel to the impact
evaluation, as well as other knowledgeable individuals, suggested
references and sources of data. Key among these were the literathre
reviews conducted by the National Indian Education Association (1977),

Berry (199);-havighurst (1970), the Kennedy Report and Senate Special
Subcomilitttee on Indian Education Hearings (1969), and theColeman Report

(1966). Relevant referentes frbm the literature reviews and Congressional
reports were located, and the Coleman Report findings were incorporated

directly into the analysis. These were the primary sources of information
for the-mid-1960s and earlier periods.

Surve s of State and Local Education encies: Each of the 50 state

uducat on agencies oca schoo districts that reported 500 or

more Indian students we contacted, by telephone and milli for

.

achievement test data on Indian students and other comparison groupsfor
the'past several school years. This was a major effort, but yielded only
twenty reports or data sources. Of these,,there w41-e only four
potentially usable reports, of which only two.had sample sizes sufficient

and appropriate for presentation in this chapter.5 'fts.t state agencies

and school districts did not break down reiults by ethnic or racial groups

or did not have a separate breakdown for Indian students; of those-that .

dtd, most contained insufficient data for analysis. This,source.provided

late 1970s and early 1980s data.

50pe of the other two, Phoe ix was subsumed under.the larger report or,tpe

State of Arizona,.which-wa: 444.- The other, Portland, involved ye. small

mbers-Of lIndianstule0: contrasttro V1! Arizona and Mexico

was clearly atypicai- d_thus_was-,not compinepoqiiii thestOtiler-segyieS,



Results from the_Study Sample: Achievement test results for the spring of

illn for-Indiah students were sought-from each of th 115 school districts-.

.included in the impact evaluation sample. Data were gathered from 5,425

students in 78 school districts. (Chapter 4 presents a crOs's-sectional

analysis of these data.) This provides a robust source of l980s data for

comparison with the historical data from the 1950s, 1960s,rand-1970s.

From this extensive set.of sources.. almost 100 promisingudies were

located and examined. Whenever passible, data from theSe Studies Were used

by applying such techniques-as:

The conversion of percentile scores to z -score equivalents, using normal

curve conversion tables; -

The use of the standard deviation from the Indian student group, if the

comparisob group standard deviation was not available; and

The use of test norms (mean scores of the sample on which the test was

standardized) when a local comparison group. was not included in a.study.

Local comparison groups were typically used as a first choice. Generally,

the local comparison groups comprised either "whites". or the overall

school district mean.

Thus, every effort was made to retain any passible-source of data, if only for

one- ortwo grades. However, of the studies examined, only 16 proved to have

usable data. The remainder were summaries of other works, were lacking in

statistical detail, or were too flawed methodologically. The sources used are

outlined in Table 2-1.

D. Results-

Table-2 -2 presents the results of the meta-analysis using the Glass -approach

for four periods of time, with two separate samples for the .1980 period,- as

idisCussed above. The-data are reported interms-of-z-icoresrelative to .the'

d, . 4-

comparison saMOles (either local norms, national norms, or "whites," in that

order when more than onesource of normative data were available). This table

also provides an indication of the size of the Indian student sample for. each

grade level for which data were available, and is summed across grade levels

for each of the time period data sets. Data for every grade, level were not
.

regularly available for the time period data sets,: but a, least seven of the

twelve grade-levels (1-12) were covered in-each set. There is thus a goad

basis for plotting the results across grade levels for 'all the data sets.



TABLE 2=1

' SIIMARY Of DATA SORES USED IN THEMETA.ANALYSIS OF READING AND MATH ACHIMMENT TEST SCORES

OF AMERICAN INDIAN PUBLIC SCHOOL STUDENTS 0960.1984

Data Sources;
Date of Data

Collection

Humber of Indians
Grade Levels 1. tion/Sites---readft-i-----Trr--k..

For 1950's r

1951.54

1965

1 96 7-19

1969

1967.69

1967.69

1970

1910

1910.71

1975

1975

1978

,

1980

1981

-1Se1

.1,J0

3,054

1

108

6oa
51*1 ,

121

415

51**

50-

60

3,962

25,242

6$341

196

30054

, 51500*

1,12

.108-

0

121

138

0

49

0

8

1962

6,09'

c.F40 t

495

1-

,

51 9,12

10.12

1

3, 6 ,

= 1.3 .

6 =1 2

11.42

4.5

4, 6' ',-

942 ,

7.8

5, 8,11
1.12

3 =11.

A, 12 .

Phoent4 Alhowerque0 Aberdeen, 8i11ings1

Anadarko; KoSkope

'Coombs (1958)

For 1960's I

01elin (1966) 1

Bass' (1971)

Herz (1970)

Albert (1971) r

Sanders (1972)'

For 1970's

Nailonai .,

.,

Aberdeen, Juneau, linskogeal Navaho, Phoenix

School 'Districts .'

Mem Mexico, ArizonatrOklahata1 Texas '.

New York state

Adair County, Oklahoma

,

Iirth Carolina

**no Juneaulikmkogeel Navaho

Phoenix School Districts

'Adair County. Oklahoma

Atm% Michigan

. South Dakota

'Arizona'
. .

itiewNextoo
,

-ArIzotil.'

National 6

.

National

'Maynor (1970)

jass (1971)

handers (1912)

Glass (1972)

Talley (1975) .

Jackson (1978)

For 1980's

New Mexico Department of Ed. (1900)

Arizona Department of Ed.:(1981),,

Development Associates, Inc. (1983)

. Takol 1 Noddliston (1982)

*

*Estinatedl exact .numbers not provided.

"Longitudinal. '

.,.

)..-,...,

v

)

31, .., ..
.

....,. ,., .04



TABLE 2-2

SMART TABLE OF READING AND MATHEMATICS ACHIEMENT Z-SONES FOR INDIAN 5TLIENTS BY GRADE

LEY AND TIME PERIOD

GRADE LEVELS

ACHIEVEW TEST TYPE AND TIME PERIOD 7

Reqing 1950's 2-score$

Number of Indians

60's Z-scores

wr of Indians

Ws Mores ..

We of Indians

19804 (Sample) Mures

Number of Indian.

1030's (Al and Ni) Z-scores

Number of Indians.

Nathema its 1950's Z-scOres

Number of IndianS

1960's 2-scores

Nobnr of. Indians'

1970's 2- scores

Number of Indians

1980's (Sample) Ziscores

Nomber of Mans

1980's (Al and NM) 2-scores

Nigher of Indians

-.2 =':4

443 435

-19 2

159 51 1 2,260

-1.08 1.21 -117

'82 51 43

-.21 -.36

891 968 848 131

-.50 -.61 -.77 .6a -161

2,175 2,141 2,135 2,183

.0

3,356 2,102

-.21 -.31 -A6

480 3 435

-.81 4;40

It 2,260

-.70 M
30 43

-.25 -.27 .39

- Ii51 969 848 829

-.21 -.50 ._7 -.47

2,171 2,110 2,151 2:184 3,349 23(13

--J

7.35

471

-1,03

48

892

2 II

-7_
-.25

349, 316 246

44 ..00

2,000 007

-1.21 -1.70 -1.36

54 34 26

-.34 -.34 -.57

* '499 ,46t

- .601.7 -.72

3,740 2,468 1,967 3,063

11. 12
Total

Indians

-.59

180

-1.17

590

1.13

261

5

-.42 -.34

471 349

-1.07

24

9

a

-.36

2262

-1.14

24

-.57

567

-.48

3,726

-.47 -.43 -.68

316 246 159

-.67 -1.05 -1.02

2,000 807

-1.04 -1.30

22 14

-.42 .

497 464

-.47 -.47

2,461 1,975 3303

44

1

-.50

130

-1.08

2,485*

-1.49

214

-.67

11584

15

-.81

MK*
-1.04

193

1,576

3,064

8,743*

813

6,341

9,204

3,029

8,

594

1340

*Includes estitates for Can study (1966) to belapproximately 2,000 Indian students in both the grade 6 and grade 9 samples ,and 1,600 students

in the grade 12 'sample, g yen 1.63 Indian students reported In the grade 1 'apple.

r*43-z
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At least a sizable (N=6004-) up to very impressive (N=25,000+) number of Indian

students are represented by these data sets. However, the 1970s data are the

least complete in terms of numbers of Indian students and in terms of school

districts)_, and are likely the least reliable. It is unfortunate that so

little analyzable data for the 1970s are available: research published during

this time focused on the 1960s, and the 1970s has thus_ far been largely

unreported.

Figure 2-1 plots_the reading achievement data from Table 2-2 to provide a-

picture of how the pour time period data sets compare with each other andChow'

each varies acro_s grade livel..Surprisingly,.the 1980sovaluation sample

data and 1950s data nearly coincide. Both data sets show a pattern of

relative decline in reading achievement with grade level, as often noted in

the educational literature (e.g., Berry, 1968; Coombs et al., 1940): Sowevai',

both are substantially more favorable than the,1950s or 1970s data7, and not

far below the normative comparison group.

The Arizona/New Mexico 1980s reading data, in Figure 2 -1, are somewhat below

the study sample data and the 1950s data, but, like the other, are generally

above the 1960s and 1970s. As the slope of the data trend line across grade

level is quite flat, these data do not show the "classicu widening divergence

from the norm or overall decline with increased grade level.

The pa erns of the 1960s and 1970s reading data, in Figure 2-1, are more

erratic than the other time period data sets, but are substantially

lower than either the pehiod immediately before (1950s) or after (1980s)

Furthermore, the 1970s' data generally are lower than the 1960s data

Table 2-3 provides additional persPectives on the effect size data for reading

achievement. The mean effect sizes -by -time period samples range'from -.35

-1.26. All are below the comparison group mean and range from what is

iy studiesOth report or publications -dites in the 1970s had collected the

_dataHn-190Qs (e.g., Albert,: 1971)
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Achievement Test Types and

Time Period

TABLE 2-3

REPRESENTATIVE INDICES OF EFFECT SIZES BY TIME PERIOD

Mean Effect

Size (i-score)

cReajq

1950s -.37

1960s . -.96

1970s

1980s (Study Sample) -.36

1980s (Al and NM) -.03

Mathematics

1950s,

1960s

1970s

1980s (Study Sample)

1980s (AZ and NM)

-.42

-1.04

.1.03

-.38

-.47

1-Score

. Equivalent

46

40.

37

46

44

46

" 40

40

46

45

Percent of Indian

Students Scoring

Below Comparison

Group Mean

64%

83%

90%

64%

74%

66%

85%

85%

65%

68%

Mean Grade Level

Sample Size

339

1,030

90

704

2,434

74

704'

2,423

SELECTED ESTIMATED t-TESTS FOR DIFFERENCES IN REPRESENTATIVE EFFECT SIZES BY TIME PERIOD

Comparison

1950s vs 1980s

10505 vs 19,60

1960i vs' 1970s'

1980 1Study) vs

1980 (AZ and NM)

38

READING ACHIEVEMENT

West

A.17

-9.49

-2.73

-6.43

Significance

M.S.
.

p<.001

K.01

p<.001

MATHEOTICS ACHIEVEMENT

Comparison t-Test §linificance,

1950 w1980 0.52 H.S.

1950 vs 1960 _ -9.87 p 001

1960 vs 1970 0.09 N.S.

1980 (Study) o A

1980 (AZ and NM} 4.00



considered moderate-Size (tile 1950s and 1980s samples) to relatively large

effects (the 1960s and..1970s samples). These effect sizes can-be assessed in

terms of T-score equivaleoti (Table 2-3),'whereoy the 195Os and 19805 samples
/`-

are not far below L;-,e comparison group-staridarc of 50, but the 1960s-and 1970s

samples appear substantially lower. However, it terms of percentage of Indian

students, these range froM 64% scoring below the comparison group mean (for

1950s and 1980s study samples) to the sub - standard performances of the 1980s .

(83% were below the comparison mean) and the 1970s (90%). Also.in Table 2-3

are approximate estimates of statistical significance of the .differences

between the representative effect sizes for selected. time periods.? The

estimated t-test data yield no significant.differences in reading achievement

for 1950 versus 1980, but show highly significant differences between all

other time period samples (1950s vs 1960s; 1960s vs 1970s; and the 1980s study-

sample the vs 1980s Arizona and New Mexico sample). Further, it is safe to

assume that all other time period Comparisons would be significant.beyondthe

p4(.01 level. Finally, taking the effect size value closest to the comparison

group (grade 5 reading achievement in the 1980s study sample, Z.- .19,-N =848:

Table 2-2) an estimated +.5.53, p < .001 is obtained. Thus, all_grade level

readin achievement sizes

si niflcan 1 belo

or beyond.

all til

he comparison

e- iods oan.be expected to be

to approximately _the p<%001' level

Table i -4 indicates the representative effect sizes for reading achievement

(and mathematics - discussed later) for grades 8 and below d for grades 9

and above. The difference between these provides a basis for measuring tbe-

extent to which Indian student scares are comparatively less favorable as

grade level increase's. The drcip relative to the comparison grOups,-ranges from

zero, for 1960s .reading achieviment data (difference 1 +.02), to -.28, for the

1970s.. While four of the five differences-are statistically significant,

.given the large sample sizes, and represent a relative decrement with grade as

7Generally,.pr cise statistical tests cannot be readily calculated from tne

effect sizes sing the. Glass approach or from the information available.

HoWever, t values calculated (by using the mean effect size across grades and

theimean sample size per.- grade) are sufficient for an overall, approximate

estimate of statistical_significance across time periodt, when all data are

readily available and more elaborate methods used .(e.g., via Hedges, 1982;

Giaconia and Hedges, 1982; Rosenthal & Rubin, 1982
4



TABLE 2-4

CONTRASTS OF GRADE 8 AND BELOW VERSUS GRADE 9 AND

ABOVE EFFECT SIZES FOR ALL TIMEARIOD SAMPLES OF STUDENTS

Achievement Type and Sample Mean Effect Size Mean Effect Size Difference Estimated

for Grade 8 & Below for Grade 9 & Above t-Tests and

(z-score) (z-score) . Significance

Reading

1950s . -.31 -.43 -.12 t-3.00, p<S1

1960s -097 -.95 4.02 N.S.

1970s -1.14 -1,42 -128 t=-3.789 p4(.001

19803 (Study Sample) -.29 -.49 -.20 tt41501 p(,001

19805 (Al and NM) -.61 , -.66 -.05 tz-3,97. p<.001

Mathematics

1950s -.35 -.51 -.16 tm.4.001 p<1001 N)

t19605 -1.25 -.89 4,36 t415.651 p.001 =4

IN,

1970s 8 1,10 -.12 U.S,

1980s (Study Sample) 5 . -.47 -.12 t=-3.911 p<1001

1980s (AZ and NM) -.46 -.50 -.04 1=-3.15. p<101

6

4
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typically reported in the literature g. Coleman et al., 1966), they are

either very small (-.05 and -.12) ; relatively small (-.20 and -.28).by usual

standards for effects sites- Further, one (1960s reading achievement) can be

considered flat;-that is, the relative disadvantage of Indian students appears

to be -essentially constant across grades (by tni trends test) in the 1960s.

Figure 2-2 presents the reading achit'aclient mean scores collapsed into four

grade ranges: lower elementary (grade, i-3), upperelementary (4-6), junior

high (7-9), and senior high (10-12), for a Clearer picture of time period data

sets by smoothing out" the data variation present at individual grade

levels. The similarity of the 1950s and 1980s data becomes more readily

.apparent, as does the tendency for Indian-reading achievement to diverge from

the norm with increased grade level. The flatness or lack of trend of the

Arizona/New Mexico 1980s data is also more readily seen. Finally, the

relitive position of the 1960s and 1970s data, with the relative decline in

1970s performance, becomes more clear. Also, the 1970s data show,f-a modest

"classic" slope (divergence) downward with increased-grade, while the 1960s

data show a tendency to converge,toward the comparison group mean, from lower

elementary to junior high, and then to diverge again. This latter pattern,

found in 1960s data, appears quite unusual and is different from the

traditional picture of Indian student achievement declining across grade

levels portrayed in educational literature (e.g., Havighurst, 1971).

,Whell the present meta-analysis began, it was expected that a steady

improvement would be found in Indian achievement with the addition of, first,

Title I and other programs generally targeted to the disadvantaged (1960s),

followed by the Title IV Program targeted to Indian students (1970s),

culminating in the institutionalization of these programs (1980s). '.Instead,

the progress has been irregular. It appears that the relatively!avOrable-

situation of the 1950s'deteriorated somewhat in the 1960s and further in-the

1970s, but that tfir1980s results again approach the level of 1950s. This is

essentially true for each grade range. This picture of change over time is
. ,

depicted in Figure 2-3, where curves for each collapsed grade level (lower

elementary,. upper elementary, junior high, and senior high) are plotted across

the four time periods (1950s, 1960s, 1970s, and 1980s).'

43
4.
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The mathematics achievement scores-ofNandian students, plotted in Figure 2-4

show both similarities to and some differences from the reading 'achievement

dataof Figure 2-1. This should be expected as the same studies usually

supplied both reading and math, and these variables are correlated. As in the

reading scores, the 1950s and 1980s mathematics data virtually overlap; they

are relatively close to the norm, and decrease gradually with increased

grade. The 1980s Arizona/New Mexico data pattern is again relatively flat

across grades, but more favorablY so, essentially overlapping the study data

and the 1950s mathematics data from grade six The 1960s and 1970s

mathematics data are again well below both 1980s:and the -1950s levels. In
4

this case, howeVer, the 1970s data are more favorable than the 1960s data for

the upper elementary gradet.

Returning to Table 2-3, all the representative indices of effect sizes by time

period for the matpematics achievement data are found to show roughly the same

pattern as the reading achievement data. This is not surprising, as reading

achievement and mathematics achievement are generally correlated, but it does

provide some cross-validation of the reading achievement results previously

reported. Similarly, the estimated t-tests provide the same platter5,?f

results, eicept that the overall 1960s versus 1970s mathematics achie ement

data, it appears, are not significantly differept statistically.

Examining Table 2-4, the effects for the mathematics achievement data also are

found to show generally the same patterns as the reading achievement data,

with.two'exceptions. The 1960s data show a moderate and htghlysignificant

improvement between the lower and upper grades, and the 1970s data are not

statistically significant between the lower and upper grades. the remaining

thrie time period samples, while highly significant statistically, show very

small drops between lower and upper grades by the usual effect size standards.

with the reading.data-, the mithematics=data are .clearer when grade-levils-

are collapsed into _grade .range, as shown in fig re 2 =5, and arensimiler to thee

reading 4A-fa-plotted in Fiftire 22. The plot mathemaiis:date over time.
.

periods, ThFigure generally si lar to the reading data in

'Figure 2-3, but theAmperlelementary1960s-data is.lowesti while the 1970s

7.4
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junior and senior high school data are somewhat lower than the 1966s data

The pattern of most Favorable fndian achievement data occurring in the 1950s

and in the 1980s is repeated in the mathematics data.

One possible explanation -for the drop during the 1960s and 1970s, compared

with the 1950si is that IndiansJa_public schools in the 1950s were

self-selected (e.g., high SES)-'and academically superior to their non-public

school counterparts-.---With the advent of the entitlement programs- of the 1960s

and the closing of BIA schools in the 1970s,- greater numbers of the less

academically able Indians from mission and federal (BIA) schools entered

public schools, thereby - depressing average achievement levels.. This

hypothesis is supported by the data presented in Figure .2-7. The three upper

curves, from the Coombs et al. (1958) study, show public school Indians

generally superior to their federal school counterparts, with both generally

superior to mission, school Indians. However, the lower two curves, from the

Bass (1971).study, show public school Indians superior to Indians attending

e era. sc. oo s In e en e_even an we gray

dramatically lower than any of the three Coombs et al. samples. It should/6e

noted.that.three of the five geographically dispersed school districts,

-represented in the Bass study were the same as three of the six geographically

dispersed school district in the Coombs study, making the two studies

acceptably comparable.

Another, more complex, explanation is that the influx of Indian ch dren into

the public schools not only lowered the average acadeMiC level, b t consisted

of-Atudents-who floundered in their new environment, ,Thepublicischooli. the

theory'contends, were not prepared to deal with the influx af.a culturally
/ -

different group'. This may haVe delayed the)mpact. of Title I,/ Title Ill, and

other federal programs in helping the public schools better serve this group-.

Moreover, Title IV, Part A may have ultimately encouraged the entrance of a;

larger, more representative sample of Indian students (closer to academic

achievement -normt) into -the system,- ergo the 1980s result

4,
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Finally, it should be noted that, as this met- analysis was nearing

completion, an additional set of data points on American Indians in the1980s

for tenth (N=278) and twelfth (N=217) grades was obtained-and included.. These

are from the "High School and Beyond Study" (Takai & Huddleston, 1982). As

this study is based on a national probability sample, it yields data very

similar to that of the Development Associates national study of Title_ IV-

served students.
8 These findings lend additional support to the conclusidn

that American Indian reading and mathematics achievement, particularly 1,n the

upper grades, is as high or higher than it has been at any time in the last

thirty years. Nevertheless, these remain well below national. norms, and the

academic needs of Indian students have not been met.

8The effect sizes represented by reading scores for tenth and twelfth grades in
-the- "High School and BeyOnd Study (-.38 and -.34, respectively)are verY.similar,
although somewhat more positiVe, to the tenth and eleventh grade reading scores
obtained by Development. Associates (-.57 and -.55)x. The effect sizes' represented
by mathematics scores in the High School and Beyond Stu* for tenthind twelfth
grade.(-.46 and -.4h-respectively) are even more similar (-.42 and ,-.57 for
Development Associates )
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CHAPTER 3: DESCRIPTION OF TUTORIAL -AND RELATED ACTIVITIES

DIRECTED TOWARD BASIC ACADEMIC. SKILLS

Aurora Martinolich, Robert Russell, And

Paul Hopstock

A. Introduction

An-important purpose of the Indian Education.Program 'has been to improve the

academic skills of Indian children. According to the Part A regulations,

wide variety.of supplemental academic activities- may be Provided to Indian

children, including individual or group instruction in basic academic skill

accelerated training, for "gifted" students, and remedial instruction.

While there are a variety of ways in which Part A projects provide assistance-

to Indian students to improve their academic achievement, the most widely

employed approach is through tutorial or related academic services. An

estimated 80% of all Part A projects provide some form of tutorial or special

academic assistance services)

This chapter describes the nature of academic /tutorial services which are

provided to Indian students under the,Part A 'Program. Evidence concerning

the impact of academic/tutorial services is presented in Chapters 4 - 8.

Procedures

- During -the fall site visits%to each of the 715 projects in.the study sample-,----

project dire6tors were asked whether-or not ,;:neir:projects_provided tutoring

orotherspeciaj-academic activities. If tutoring or related special

acadethic activities were a component of the project, four data collection.

lA somewhat smaller proportion (73%) of school districts on or near
reservations and a somewhat higher proportion (DO% ) of metropolitan school
districts had Part A tutorial/academic activities than did the overall
proportion.- Virtually-the same proportion of districts in other rural areas
(81%) or in urban, non-metroOolitan areas 482%) supported tutorial/academic

__activities as did the overall proportion (8
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instruments were left with the project director for completion. The

"Overview of Tutorial/Special Academic Activities," which asked for a

description of the tutorial activities within the project,-was to be--

completed by the project director or person supervising the tutorial,

activities (N=90). The other three were to_be complete&by the tutors,

themselves. The "Tutor Charac_ is tics "" questionnaire requested background

information on each tutor and their project activities; 329 tutors completed'

this form. The remaining two inst.^uments focused on the characteristics of

the tutored students.-\The "Characteristics of Tutored Students" form was to

be completed for each student to be tutoredOat the beginning of the school

year or upon entrance'into the tutorial program. Another,- the "Post - Tutorial-

Follaw-Up" form, was to be completed for each tutored student either-at the

time tutoring was-completed or discontinued, or during the spring Visit by

the field staff, whichever came first. The latter two-forms were completed

for 2,899 students.- In additions the "Characteristics of Tutored Students"

form, alone, was completed 'for 405 students, while the " -Tutorial

Follow-Up" form alone was turned in for 224 students.

C. Finaino

Purpose and Scope of- AcademIc_Activities

The tutorialand related acad c Programs which are provided by the Part A

,Program were -almost entirely supplementary in nature.- Only'g% of projects-

-reported leSiOning academic activities to take the place of regular school

classes, with the remaining 95% designing programs solely to supplement

existing classes.

.
.. 1

Academic and tutorial activities were perceived as; extremely important__

relative to other activities in Part A projects. These activities were rated

as extremely important by 82% of respondents in-projects with academic

Component and as moderately important by an a Tonal 14%. The main

purOose of tutorial and other academfd activi was perceived to-be the
-----

.

improvement of academic skills by students,-aithough there were a number of
. \

perceived secondary purposes,.such as-tie enhancement of student

Self-concepts, the_imOroveMent Of/Student attitudei 'toward sch-60, -rid the..
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provision of support and encouragement to students: The average tutorial

program was reported to have been in operation for approximately five years.

Tutoring Sessions

Tutorial and other= upplemental academic activities were generally held in

school during school hours, and Were oriented to regular-. classroom

instruction. Two- thirds (66 %) of the tutoring projects_foCused tutoring

directly on classroom material. However, one-third- (31%) of-thete projects

provided tutoritt which, although in the same content areaS'es-those being

covered in regular classrooms, was not linked directly to clasSroom

materials'. Most of the tutoring projects offered tutoring in="basle subject

areas, including mathematic§ 90%), reading (89%), writing (62%), and othir

-academic areat (48%). Over two-thirds (67%) of the tutoring` projects held

tutoring sessions during school hours.2 Seventypercent of the academic

projects held tutoring sessions in schools; -the remainder -of -.the tutoring-

projects held sessions in community centers (17%) churches (7%), or in

students' homes (6%).3

The scope of tutoring activities was usually determined py someone other than

the tutor -- by theliroJect director in nearly half of thetutoring-projects

(46%) and the student's teacher in over a quarter (27%). A variety of

_materials were used in the sessions; class assignment texts, or workbooks

(87%); tutor-prepared materials (75%); materials purch ed by the project or

school (58%); games or other informal materials (86% ) a-d programmed

materials provided by the project or school (43%).

2Tutoring programs located in metropolitan (40% or tnturban, non-metropolitan
(41%) areastwere more likely to hold tutoring sessions outstde regular school
hours than were programs on or near reservations 16%).or in other rural areas.

(3%)-

3A greater proportion of projects in urban,:non-metropOlitan- areas (61%) held..
tutoring. in locations- outsideOle school than was the case for projects located

on or near reservations (26%), in other rural areas (12%), or in metropolitan.,
.reas4
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The tutoring programs appear to -have been relatively intense, given their

Supplemental nature. Most (81%) programs operated throughout the school

year: The typical student attended a median of four sessions per week, with

a median duration-of 35 minutes per session. Students received a mean of 66

hours of tutoring during the school year.
4

According to the tutors, most

(88%) of the students attended regularly.

Over two-fifths (44%) of the tutoring projects assigned tutors primarily on a-

one-to-one basis. Nearly half (47%) relied upon small group instruction (

tutor with severalt students). A small proportion (9%) of the tutoring

project?, used both methods interchangeably.

Tutors, students, and the student=s_' families often developed relationships

.beyond tutoring. In 75% of the tutoring-projects, tutors had informal

contacts with students outside the sessions. One-third (32%) of the tutors

took students on outings and-field trips -as a regular part'--of the_tutoring

program; 21% took students on informal outings. In 56%tof the tutoring

projects, tutors were acquainted with the students' parents; in 15%, frequent'

tutor-family contacts were reported,.

Student Recruitment Assi ment and,Termination

In 52% of the tutoring projects, students were typically referred for special

help by teachers or. other school staff ont4,,basis of their informal

'assessment of the student's academic -progress. Achievement test scores were

used as the primary basis for referral in one-third (31%) of these projects,-

while in only 6% of the projects did studeitii enter tutoring prialarily on

their own initiative. Tutoring projects assigned students to tutOrsonthe.

basis cin an informal judgment of-compatibility by the teacher or tutor

coordinator (36%),.., as tutors became available (33%), or on the basis of

4The mean- number of hours of tutoring-received throughout the school year, by
students on or near reservations (71 hours) and in otherrural areas (79 hours

r-than_tha on-metro olitan 48 hours

or metropolitan (38 hours) areas..
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specific criteria (28% )- such as matching the specialty of the tutor with the

needs of the student.

Tutoring projects monitored student progress by one or more methods (see--

Table 3-1). Most (86%) of these projects terminated tutoring when a student

-reached an acceptable level of academic .achievement, although 26% also

terminated tutoring if a student was irregular in attendance.

TABLE 3-1

METHODS USED TO MONITOR ACADEMIC PROGRESS OF TUTORED STUDENTS
(Weighted N=690)*

hods

Tests
Informal with tutor/teacher
Periodic wr to -ups of student progress-by tutor /teacher

Formal-int views with tutor /teacher

°

Tutor- /teat

rr
gradirig system_

Daily log oks oe records
No monitorit mg was done

Percentage of All
Academic Projects

50%-
49
47
25
19
6

*The actual number c,4 projects with tutoring in the sample was 90.- Data were

weighted_ to make the findings representative of all academic projects.

Characte Istics of Tutors and 'Tutor Tr=ain in

Tutors ad an average age of.33 Years and were predominantly fftmale (84% ) and

Indian- 68%). Nearly half (46%) tutored at the elementary level (grades

K-6), at the secondary level (grades 7-12), and 22% at both levels.

CUTtu al sensitivity and awareness, special academic abilities, and

sensi vity to student needs were most often cited by tutors as the special

abil ties they possessed which were useful in tutoring (see Table 3-2).
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TABLE 3-2

SPECIAL ABILITIES OF TUTORS
(N=311)

Abilities Cited
by Tutors

Percentage of
Tutors

Special ability in academic area 35%

Cultural sensitivity and awfreness as an Indian
Sensitivity to student needs; relating well to students_, 29

Teacher certification or farmer teacher- 18

Kri-Owledge of Indian heritage and culture ,
18

In mos (94%) projects, tutors were paid as hired ploYees; only 6% of

projects used volunteers as their primary source'ofjtutors. Project

directors selected or hired tutors in 60% of the projects, although others

such as the parent committee or, riot administrators also may have bee

involved in the hiring or approval- of tutors in some projects. One-third

(34%) of the tutors became aware of the tutoring position beaause they worked

for the school or district. _Other tutors learned of the Opening through

advertisements (10%), were recruited by the parent committee (10%), were

referred by a teacher (8%), volunteered (7%), or found out in other ways.

Nearly three-fifths (57%) of the projects provided training for tutorsin a

variety of areas (see Table 3-3).-

TABLE 3-

TOPICS C ERED IN TUTOR TRAINING SESSIONS
(Weighted N=394)*

'Topic
Percentage of Academic Projects
with Training_ Which Cover Topic

Subject matter content (review of area to be tutored)
Cultural sensitivity

fieChniqUeS of teaching subject matter
Use of tutoring materials
MethodS for motivating and maintaining student inter
Administrative proeedures
Social skills (how to build rapport with student)

*The_actual-number of projects providing training was 44. The dat

so the findings are representatiire of all academic projects.

58%
58
56
56

-54
52
49



Description of Students.

Students from all grade ,levels received tutoring, although the bulk of

children receiving tutoring were at the elementary level.- Nearly

three-fifths (57%) of tutored students were in-grades K-6,'While one-third

-(35%) were in grades 7-9. Only 7% were in grades 10-12. Slightly over half

2%) of the tutored students were male. Two-thirds (66%) of the students

were their first year of tutoring; 23% were in their second year.

One-third of the Students were tutored on a one-to-one basis; two-thirds were

instructed in small groups.

A majority of students were tutored in reading (57%), or math (65%), while a.

minority were tutored in writing ( 21%), social studies (15%), or in other

areas (18%). In reading and mathematics, tutors rated two - thirds or more of

their ttudents as "low" or "below average" relative to their peers at the

start of the tutoring sesions (see Table 3-4). A majority of students were

also rated "low" or "below average" in other subject areas. Fewer than 10%

the tutored students were rated as "above average" or "superior" im any

subject area. From the perspective of the tutors, then, most of theie

students were in need of remedial instruction at the start of the tutoring

sessions.

Tutors also rated students regarding their school, conduct, self-confidence,

and interest in School (See Table 3-5). Roughly half of the tutored students

were rated,as "average" in all three areas. In school conduct,. roughly even

numbers were rated "above average" or "superior" as were rat.A "below average"

or "low." However, a much larger proportion of tutored students were rated
._

ow" or "'helow average" in self-confidence and interest% in schoo12,than.were

rated "above average" or "superior". _Thus, at the start of-the tutoring

sessions, the tutored students were prob4bly typical of students in their

districts with respect to school conduct,.buf may have Ueen somewhat lowei- in

self-confidence 'and interest in school.

67



TABLE 3-4

ACADEMIC LEVELS OF TUTORED STUDENTS AS RATED BY TUTORS
AT THE OF TUTORING SESSIONS IN 1981 -82

(N=3528)

Subject Area N Mean

Peecent of
Students
Tutored in

Area
Low
(1).

Below
Average
AZ)

Average
(3)

Above
Average

(4
Superior

(_5)

Reading 2023 2.02 57% 27% 47% 22% 3% 1%

Mathematics 2293 2.16 65% 21% 48% 26% 4% 1%

Writing 753 2.26 21 %. 24% 34% 35% 6% 1%

Social studies 518 2.29 15% 23% 36% 33% 5% 3%

Other- 646 2.09 18% 32% 37% 22% 8% 1%

TABLE 3-5

SCHOOL CONDUCT, .SELF-CONFIDENCE,-AND SCHOOL INTEREST OF
TUTORED STUDENTS AS RATED BY TUTORS AT THE START OF TUTORING SESSIONS IN 1981-82

(N=3258)

School conduct

Self-confidence

nterest in school

Mean
Low
(1)

Below
Average

f2)
Average

_

Above
Average

(4)-

'Superior

3.07

2.70

2.68

8%

7%

10%

19%

29%

26%

45%

51%

53%

14%

10%

9%

14%
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D. SummarY,

Four-fifths of the Part A projects provided tutorial or related academic

Programs which Were almost entirely supplementary in nature. Most tutoring

Programs offered tutoring in readi (89%) and mathematics (90%). Tutoring

sessions were generally held in scho,:A during school hours and oriented to

regular classroom instruction. Tutoring activities were relatively intense,

with a typical student attending four sessions a week throughout most of the

school year.

Most tutors were adults,.female (84%), and Indian 67%).- Most (94%) academic

projects paid tutors. The majority (57%) provided tutor training in a

variety of areas.

The majority (57%) of students receiving tutoring was at the elementary

level`. Tutored students were generally ins need of remedial help; at the

beginning of tutoring, tutors rated two-thirds-or more of the students

tutored in reading or-Mathematics as low or below average. Students were

generally rated as average in school conduct, but were rated somewhat lower

than alierage in self-cOnfidence and interest in school.
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CHAPTER 4: READING AND MATHEMATICS ACHIEVEMENT TEST SCORE PATTERNS OF

INDIAN STUDENTS SERVED BY TITLE IV, PART A

PROJECTS IN PUBLIC SCHOOLS

A. Introduction

Milton Goldsamt and Earl Jones

Improvement of the academic performance of Indian students has been a major

thrust of the Title TV, Part A legislation. As part.of assessing the Title

IV, Part A-Program,.data were collected concerning the achievement test

scores of Indian students iii school - districts with Title IV Projects. .Tpe

study thus offered insights into the ongoing basic academic needs of

Indian/Alaska Native students.

Title IV projects are addressing academic needs, as over three-quarters of

the sampled projects were-found to have a basic skills emphasis of either

increasing student academic abilities or- he.ability to communicate in tne-

Eneish.language. For example, 60% of ampled Indian students in grades 7-12

stated that they had worked with ateac er or tutor from the project in

reading or English language arts; while\57% cited nelp-froMa project-

supplied teacher or tutor'in mathematics Projects are stressing both

remedial and enrichment -inttrucVion, Close to three-fifths of sampled

students in grades 7-12 reported receivin utoring for purposei of

eliminating skills deficiencies, -and one-ql, rter oche students stated that

they had learned additional material to put hem ahead of their classmateS.-

The variables and dimensions.indluded in .this tudy represented extensions of

a number of ongoing investigations in the lite ature on the correlates of

academic performance. Such investigations incl-ded research on the magni_ude

of relatibnShips between academic achievement and socioeconomic status

(White, 1982) and self-cdncept (H _Word and Hat ei'1982)

-
In examining tne results ofthis chapter,,,,perver, careshoOld be taken,in

viewing achievement_- test data as the dominant-measure of academic impact.

Academic components of Part. A projects are alMost exclusively supplementary

--in nature, and they are directed'at subpOpulations,of Indian students. Part

ASSIDdriTE21..
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A projects, therefore, should not be expected to produce major improvements

in the achievement test scores of the overall Indian student population. The

data were analyzed, however, to see if the existence of specific program

components or levels of student contact with Part A projects were related to

achievement test scores.

A cross- sectional design was used in this phase of the Indian Education

Evaluation Study. That-is, the study focused on determining whether there

were differences across comparison, groups of-- students and projects.

Standardized achievement- test scores were used as dependent measures. The

time frame for the evaluation precluded the longitudinal data collection to

ascertain if students' academic performance had significantly shifted. Time,.

and Cost factors also dictated a file search procedure rather than systematic

student testing. Field study teams were therefore trained to collect-reading

and mathematics scores-from LEA. files, based .on_the spring 1981 testing

programs conducted by those districts in the sample. Data recording forms

were used to obtain scores of students in the- evaluation sample. 'There

possible, sumary data were also collected for all students in the district

tested at the same grades included in the evaluation study. Individual

students' Scores were uniformly transformed to T-tcore formati. Analyses Of

these scores were subtequently conducted to determine which of several

student, local program, and contextual characteristics were significantly

associated with reading and mathematiCs scores.

Use of Test Score Information

Based on information gathered during the fall visit to sample projects, a

series of criteria was developedfor determining what type of tests would-be

used as sources of reading and mathematics test scores. The criteria for

seleeting types of reading and math scores from student files were the

following:
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Scores represented testing administrations conducted in the spring of 1981,
that is, no earlier than January of that-year;

Students for whom scores were collected were currently in any of the grades
4-12, thus likely were in grades 3-11 when the spring 1981 testing was
-conducted;

Tests were not state-developed, locally-developed, criterion-referenced, or
objectives5iied .(since these would have no direct psychometric basis for
comparison with standardized instruments);,_,)

Tests were not diagnostic reading and math standardized instruments; and

The district tested a range of grades rather-than a limited range or
scattered ones (thus permitting scrsS-grade comparisons among a common set
of projects if desired).

These criteria were provided to study field staff and explained to them

during formal training sessions.

1
All reading and mathematics test scored available on the sample students,

from tests cc,nTidered suitable for study purpos:1$.,,,wqre collected. The

test's name, form, level and grade in which administered was recorded. Most

tests were represented by more than one edition. Each Alternative fbrm 11

having distinct means and standard deviations was recorded. Although

districts did not always maintain form-0*!-information in their files these

were.usually identified from the level designatiOns-and from the range of

scores. when such an identification was not possible, the person heading the

testing_ program was-contacted to obtain the needed information.

Most districts administered the. level of the. test designated for each grade.

A few utilized the level suitable for the performance level of the student

.e., "out-of-level" testing). Norms had been created for almost all of the

teSti"for- at least one grade aboVe and one below the designated grade. If

those-norms were published, then.the level was accepted. When norms for a

grade were not available, the collected scores were disregarded.

11n the case of a test battery, the most relevant subtest !used, b sed on a-

series.of criteria supplied field staff. This usually was th4 compr-nention
subtest for reading, and the ppontitotive or computation subtest fo- mathematics.

0 TZ
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7

The scores were found in distrett and School files in a varlet _V of formats.
. .

Raw scores were_ preferable since they reduced the difficulties witn subsequent.

transformation (to T-score) activities The e'ier frequent formats

encountered included grade ecluivalents,_percentileranks, stale scores,'

normal curve equivalents, and occasionally. standardized T-scores. Most of _

.the test publishers provided the tablet necessary to convert these formats to .

rawcuores_for-individual students. A few, however, did not furnish their

formulas for special group scores and those could. not be processed. Stanines

were also found in a few districts, but it was very difficult to convert

them, so those scores were not used.

The percentage of test scores which could not be used because of difficulties

in transformation was about 5%, not an unusually large proportion. The total

of reading and/or mathematics stores considered usable-was 6,425, which

represented approximately 48of the.),480 students in grades 4-12 included_

in the sample. Almost all o the loss was occasioned by districts that didnade or a wide
range of them. Even though some grades were not availablecfrom some

districts,- the overall sample included substantial numbers of students_ from

grades 4 through 12, the levels. included in the study.

The extent, if any, of bias present from using data from approximately half

of the sample students was analyzed in terms of project and student

characyristics. A total of 77 (67%) of the 115 projects contributed student

test scores to the data pool.- Series of analytet were conducted to determine

if the characteristics of the 77 projects and districts differed

:significantly from those of the remaining projects not included in-the

subsample of test score sites. Geographic location, proportion of Indian

students to all students,( a density measure), geoClittural region (l2

categories),, and TitleIv,Technical Assistance Region (5 categories) were

used'. For none df these variables did the 77 retained projects differ

significantly from the remaining projects. (Chi-square "goodness of fit"

tests of significance and examination of percentages were used for these

purposes.)



At the student level, the characteristics of the 6,425 students were compared

with agroUp of 12,539 students who had completed the spring set of student

instruments, and thus included the vast majority of the full studeht sample

from all 115 projects. Again "goodness of fit" statistical tests and visual

inspection approaches were applied to detect any large-scale or meaningful

differences between those contributing test score data and the full student

sample. These comparisons were made on-the basis of geographic region of the

projects- serving these students,. grade level, and'location of the projects.

Again, no sizable differences were found in what types of students- had usable

test-score information.

Finally, most analyses of between-group differences were conducted on a large

data base having fewer than the 12,539 Indian students, although it did

number 7,644. ThiS group consisted of those students having attitudinal

and/or atten'mce and/or achievement information (a merged-file data base

widely used Tor a variety of analytic purposes). A check on the similarity

of data fdr this grouR.and the full student sample was utherefore deemed.'

advisable. Socioeconomic status whether or not.the'student received

free or subsidiZed lunch), age, sex,,and'grade were used for these

comparisons. Again there was a: high degree of similarity on virtually every

category of each variable .examined:

In summary, it seems highly likely that in terms of the demographic and

contextual variables used, the students contributingitest score information

were quite similar to the full student sample. NoMeasurable bias that would

make the findings unrepresentative of.the full sample was introduced simply

on the basis of using available data-

Te t Score Conversion

The extensive -and ongoing literature. n how beSt to equate.6 ,conve scores

from kfertnt tests and forms at,differing or identical grade le4-14to, a

common metric for comparison purposes does not provide a definitive answer

:regarding.whicn approach is most defensible.2 Different tests have varying'

See for examp e: o dsamt and s

(1982).

Inn
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numbers of items, and those items represent somedifferences in content,'

compatibility with the curriculum, and examinee appropriateness. The

much-quoted Anchor Test Study (Loret et al.--; 1975) compared reading scores

across five tests for three grades and found few important differences. A

later publication (Jaeger, 1977) reexamined some of the findings based on

normal curve equivalents (NCEs), and disagreed with some of the premises and

with the validity of using the NCE conversion proceddre.

A recent review by Thompson and Novak (1981) reported varying results when

scores from several tests were used. Their own research, using very large

numbers of students, found many consistent normal curve equivalent shifts or

gains across_years and tests, and relatively few inconsistencies.

Buckley (1981) found only minor differences across tests.' Earlier,'

-.Silverberg and Silverberg (1977) had found generally comparable data across

-standardized reading tests.

Early in the National Institute of Education-funded evaluations of the

Experimental Schools Programs, seminars were held to determine the most

viable test score conversion approach foi. data from students in that program

(Cervantes, 1975). Testing experts chose the standard T-score as the

conversion approach to use, even though they found some weaknesses'in it.

During the early stages of data analyses for Development Associates'

evaluation of California's services to 1- Mited and non-English speaking

students (Jones et al., 1980), a special panel was invited to examine the

score-conversion alternatives. Theimer (1979)'revieWed these - alternate

proceduf.es and also recommended T-scores.-/ Gabriel -(1979)'concurred, noting

that of the Several tests. studied, the differences from one level to another

within a test were as great as the differences among the tests. Several

other researchers have come to approximately the same conclusion (Berman and

McLaughlin, 1978; Mayeske and Beaton, ;1975; Stallings,,_ 1975). Many of the

studies with very 'arge numbers of students have-us d T-score conversion'

procedures (Jones and Davis, 1977; Jonei et al., 198 Gabriel, 1979):'

7
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The California Department of Education (1977, 1979) utilized this same system

for the state evaluation of consolidated application programs, and for their

combined early childhood education, Title I, lfid economically depriVed youth

evaluation study. In each of these publications, some problems with

differences among tests were discussed. However, the final conclusion was

that across-test variations arising from score conversions were relatively

minor.

Development Atsociates therefore chose standardized T-scores as the test

score conversion procedure for the present study. The conversion formula

emr ras

RLw score minus test mean, divided by test standard deviation times 10 plus
50 = T-score (rounded to the nearest whole number)

The large numbeir (23) of test forms found in LEA files together with the need

for absolut Identification of students for each set of scores, led

Development sociates to conduct the conversions- manually. Development
r

AssociateSrCalifornia office staff had considerable experience. performing

such trans*ormation, and a library of conversion tables amassed from other

studies. !Quality control procedures were employed to minimize recording

error. :The -T-scores were then added to computer-designed data colledtion

sheett that already had the unique student identification numbers and several

.,student -level variables that were anticipated as possible differentiating

factors. The data were merged with other files thaecontained relevant

student and project data.

Adequacy of the Test Score Conversion Approach

A detailed study of the psychometricadequacy of tests utilized by the

districts,and the effects of converting scores from them was not within the

purview of this evaluation. Nevertheless, Development Associates conducted

certain analyses to furnish insights into possible test and/or conversion

biases...-The first of these is contained in Table 4-1, in which the

district-level means on all students on the -test or tests used were compared

with the means for Indian students who were part of the evaluation sample.

76
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TABLE' 4 -1

SPRING 1981 READING AND MATHEMATICS T - SCORES FOR THE OVERALL DISTRICT
_ AND STUDY SAMPLE OF GRADE 3-11 STUDENTS

ea -ing
District Distii-ct . Study

Code Report Sample

007 48.4 50.2

010 54.6 47.0

019 46.1 46.0

021 55.2 57.3

059 48.1 46.8
061 50.0 43.8
062 53.6 44.3

063 47.8 46.0

064 44.1 43.9

065 42.1 41.6

066 47.8 44.5
067' 42.6 43:-2-

069 43.6 46.1

070 41.6 43.4

071 53.4 54.6

072 54.6 55.5

073 45.2 44.5

074 64.0 51.3

076 51.8 44.1

079 47.2 48.5

080 49.1 47.2

086 47.8 52.0

087 47.0 44.0

093 47.1 44.7

094 42.1° 39.0

095 50.2 49.2

096 49.3 48.
097 50.2 50.6

099 49.5 49.1

100 51.1 51.0

102 47.3 46.5

103 50.7 51.0

105 34.1 26.5

108 48.2 47.9

109 50.4 49.8

110 48.3 47.4

112 50.2 48.1

113 49.1 45.6

114 48.9 48.7

116 45.2 44.3

117 58.6 59.1

118 49.1 48.0

Mitnematics_
District Study
Report Sample

46.5 48.8
56.3 47.4
46.8 47.5
53.8 51.8
49.3 45.5
49.4 36.6
55.2 45.6
49.2 49.0
44.2 45.1
43.8 45.3
48.6 45.8
45.

43.4 46.4
43.8. 45.4
54.6 54.4
55.7 54.7
46,4 46.0
52.3 51.8
49.0 41.9
45.0 51.2
47.6 48.7
47.8 .52.2

46.1 41.0
45.2 35.8
47.6 47.6
51.1 53.9
48.4 17.4_, 47.4
46.6 -- 47.4
50.7 53.7
47.3 45.9
47.1 46.7
47.4 44.3
58.6 60.8
48.7 50.6
48.8- 48.7
47.4 46.1
49.6 48.6
48.4 45.2
47.3 45.1-
31.2 ' 37.0
45.8 45.9
50.2 48.9

Note: Means calculated only for the grades included in the samples. Students per.
---1:Listricti105had both the lowest reading and

highest mathematics mean scores of any district, and although the district

was unaware, --any biasing effects, it was excluded from between-project

statistical a!iplyses. r.ASSOCIATZS;j
" :



The data show that 76% of the reading score means (oieeAll dis_rict versus

Indian sample) and 74 of the mathematics means fell within nree T-score

points of each other. Table 4-1 does indicate that there were only a few

unusually varying score patterns within districts. These generally occurred

in districts with a small number of testild students.13

The second procedure was to compare the means resulting from

combined with those of the test most widely used by sample'diS
4

1978 edition of the California Achievement Test (CAT). Tables

the tests

lets, the

4-2 and 4-3

contain the means for both reading and matnematics, as analyzed by grade and

socioeconomic status.

The difference between the two sets of mean scores was 2.5 T-score points or

-a-for-both reat-iog-ant:1-ma=themati=cs-Lndeed,-=tiie=d-i-f_fo-rence_s_=usualiiy

less than one point. Overall, the means for all students in the two groups

were similar for reading alp-almost identical for mathematics.

In addition, one aspect of the data presented in Table 4-2 should not go

unnoted,- although it is net central to the present discussion (and is

discussed
_

more fully later in this chapter). That's, -that.-that. both the
/

All - Sample and CAT78 reading and

,

mathematics T-scores significantly differed

across grades (p <.001)In all instances, there( was a declining pattern of

academicperformance as the gt-ade increased. Ttie implication that the

performance of Indian students in reading and majthematics declines as

continue in school_is a serious on16;-

3These districts were excluded from analyses at the proje level.

4One -fifth of the districts supplied scores 6if6i-r solely or
this test; one-third of all students had 1978 CAT scores.

hey

redominantly from
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TABLE 4-2

THE ALL-SAMPLE AND THE 1978 VERSION
OF THE CALIFORNIA ACHIEVEMENT TEST (CAT78) SAMPLE READING

AND MATHEMATICS T-SCORE MEANS, BY GRADE
(SPRING 1980-81 ADMINISTRATIONS)

-Grade*

ea_ =ing Mathematics

AV1-Sam
ee

CAT78 A11-Sam le CAT78
Man N lean N can N

Three 886 48 16 201 46.68 882 48.01 204 46..67

Four 963 47,41 337 45.36 958 47.88 340 45.92

Five 844 48.31 226 45.79 837 48.32 226 46.89

259Sii' 825 46.74 266 45.59 821 47.08 47.76

Seven 883 46.92 317 47.09 881 46.74 '322 '47.48

Eight 564 47.10 163 :46.40 532 47.19, 162 47.52

Nine 496 46.89 177 45.73 484 47.02 176 47.68

Ten 456 45.11 159 45.73 456 46.54 161 4p.8o

Eleven 378 -44.94 130 43.87 374 45.23 130 4 .42

All Grades 6,302 46.73 1,97w 45.90 6,222. 46.38 1,980 46.86

Note: The focus of this eva1uatio
1981-82; the achievement d
therefore-were for the sam

was .on those students in grades 4 through 12. irr:

a were-from the spring 1981 administrations and
students when they were in grades 3 through.11.
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Table 4-3 displays comparisons by socioeconomic status of T-score means for

reading and mathematics, both based on all tests and on solely the 1978

California Achievement Test. Less than two T-score.Points separates pairs of

score means for the same socioeconomic status level. No test conversion bias

was therefore apparent from these comparisons.

TABLE 4-3

THE ALL-SAMPLE AND THE 1978 VERSION
OF THE CALIFORNIA ACHIEVEMENT TEST (CAT78) SAMPLE READING
AND MATHEMATICS T SCORE MEANS, BY SOCIOECONOMIC STATUS

(1980-81 ADMINISTRATIONS)

Socio7
--economic--

Status

Readin Mathematics
am_ e Alf-Simpli CAT78- Mean Mean N Mean Mean

Receiving free/
subsidized lunch

("low ") 3,234 45.84 873 44.29. 3,233 45.77 873 46.01

Not receiving
free/subsidized
lunch ("high") 1,644 48.94 402 47.50 1,646 4783 402 47.68

Both Levels 4,878 46.89 1,275 45.30 4,879 46.46 1,275 .46.54

ote: Reading scores differed significantly at the .001 level in both the
All-Sample and the CAT78 data sets; the mathematics level was significant
at .001 for the All-Sample and at '.01 for the CAT78 data

In summary., the scope of this evaluation did not provide for extensive

research to be conducted on the underlying differences among tests,-nor on ,

the Psychometric adequacy of the transformation Procedures. Nevertheless,

Development Associates was-.able to perform three sets of analytes to discover

whether there were apparent differences among tesits, and whether Indian

students in the sample differed-dramatically-frOm their sChdol district

peers*. These results of theSe analysis did not shoal any consistent pattern

of biases in tests or-in transformation procedures.
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Ahalytic_ ethodology

The methodology used to analyze differences in achievement test scores

consisted of-two phases: descriptive and exptanatorY.

The descriptive phase consisted of preparing summary statistics, such as

means, standard deviations, percentages, etc., for the reading and

mathematics scores, now converted to a T-score format, and for several

project-level and student-level variables. This helped to determihe the

distribution of the Scores and how various factors interrelated. Thus their

overall usefulness for subsequently analyzing achievement measures could be

gauged.

The explanatory phase of the analyses focused on testing a series .of

hypotheses to determine: (a) what factors were most related. to academid:

performahce and (b) to what extent was Part A Program participation associated

with standardized achievement test scores The variables used as-predictors

of reading and mathematics test scores are listed -in Table 4-4.

Two units of analysis were used to test these hypotheses: student-level and

Prolect-leve1. That is, 'the analytib approach first dealt with detecting

what student-level factors and contextual or programmatiC variables might be

associated with differences in test'scores of Indian and Alaska Native

students. The project-level analyses were based on aggregated student scores

and focused on determining whether test score differences existed across

groups 0f projects and were associated with prOject Characteristics,

programmatic emphases, or certain types of students more prevalent in some

projects than in others.

The primary analytic approach used was on the general linear model ROC' GLM,

as contained,in-the SAS computer package, SAS institute, 197.9). This--

approach uses the prinCiple of least-sqqares to fit linear models and was

considered appropriate silice-the bescriAiNe phase-of the analyses cleari

fndicatedhextensive -numbers of biiproportianate-sized comparison groups. .

These would, ha%4 'produced misleading estimates. of between-group differences

if usual analySfs of variance techniques had been used, whereas the GLM

li -and
e

rOdedure could more readily:acCurately handle unbalanced data.
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TABLE 4-4

VARIABLES USED AS PREDICTORS OF STUDENT AND PROJECT-LEVEL DIFFERENCES IN
READING AND MATHEMATICS ACHIEVEMENT TEST SCORES

Contextual Variables

*Technical Assistance Center Geographic Region (5 categories)
*Number of Indian students in project (5-categories)
*Geographic location of project (on or near Reservation, other rural area,
urban area, metropolitan area) .

*Proportion of Indians to total students in district (4 categories)
*Whether or not Indians, in projects represented-a single tribe

Program Characteristics

*Cultural'Emphatis (yeS, no)
-*Counseling Emphasis (yes, no
*Basic Academic Skills Emphas (yes, no)

Student Characteristics

*LanguageSpoken_atHomi: English only, Indian language-only, both English
Indianand an language, another combination of languages

*Receiving Free or Partially Free Lunch (SES measure)
Sex
Grade

*Tutorial Emphasis'indReading: none, remedial, or enrichment
*Tutorial Emphasis in Mathematics: none, remedial, or enrichment

*Also used to test project-level differences.

Note: For student-level analyses, actual information on each student was used,

such as grade level for project-level analyses, it was averaged across
students in each project.

:

A .Series of model - building terms was therefdre included in each statistical

test conducted with student-level-achievement data.- These usually included:

the variables that were part of the hypothetis as main effects, certain

`specified interaction terms (which were known to have sufficient numbers of

_cases_and cell-combinations so that the interaction could be estimated), and

thr:ee variables which served as covariates. These three variables were

included so that the effeCts of participant-nonparticipant.differences in
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demographic and contextual characteristics could be controlled for, and thus

be ruled out as a plausible rival hypothesis for test scores differing-across

gm:ips. The three variables on which participants and non:participadts most

differed were: geographic region (represented by the five Technical

Assistance Center categories), home language, and trade level. These were

entered into the model as interaction terms (rather than main effects) since

the proportion of participants and non-participants had differed on each.

The analytic procedure used these interaction terms as classification factors

in dummy variable format. Since these covariates were-included in the

analytic model, Type IV sums of squares were interpreted, so that the

relationihip of each main effect and interaction with the dependent measures

would be adjusted for all other sources of variation, including covariates.

(This has been considered the preferable approach in dealing with unequal and

disproportionate comparison group sizes; Spector, 1980.)

A multivariate analytic model was used. Initial analyses indicated that

reading and mathematics scores were moderately correlated (.55 at the grade

4-6 level and .61 at the grdde 7-12 level). It therefore seemed sensible to

incorporate the correlation between dependent_ measures into the analysis.

Findings were analyzed further when the multivariate F-ratio was

statistically significant. When this occurred, the pattern of findings

each dependent measure was also examined to understand which of the two

dependent measures (reading or mathematics) might have a greater relationship

with the independent variables and their interactions.

In- addition to-using statistical significance-as a-criterfon. .7or!judging:

whether certain predictors were related:to dependent measures, two Other

criteria were'used. This was a necessity, since the large number of cases

used in the analysis made it likely that rather small differences between

cell means could become statistically significant. However, such differences

would be unlikely to have practical or programmatic significance for future

.Title IV programming'. Therefore, the analysis also examined:

The pattern of least,squares means (i.e., cell means adjusted for the

unbalanced add-Unequal number of cases per cell) so that relevant
interactions and/or-main effects and their direction were clear; and

83
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The proportion of explained variance (based on the multivariote analogue of
Hayes' omega squared, a measure developed by Sacheva, 1968). Since
using such measures -can overlook the importance of the obtained difference
to the subject area being-investigated and the instructional intentions of
the program (O'Grady, 1982; Porter et al., 1978), the study also used the
magnitude of the difference between least square cell means. A difference
of greater than 3 T-score points, or approximately 1/3 of a stIndard
deviation of-the full,sample's score, was-used as a meaningful measure of

__effect size-P

Two sets of analyses werconducted with student-level and project-level

data. One set included students in grades 4-6 and the other students in

gradesj-12. These educational ranges were considered sufficiently distinct;

they received different attitudinal instruments and were usually .separately

analyzed throughout the evaluation study. Doing so here further controlled

for between-grade differences between participants and nonparticipants-which

might have confounded findings. It also represented a form of replication

across the two sets of analyses so that significant findings found in both

analyses strengthened the meaningfulness of the results.

5The,fortula for this is Omega-squared = [ (N,x L)/(N K L )J where N
thetbtal number of students,-L =. IOUs' Lambda Criterion, and- K = the number of
comparison grOups (Sacheva, 1968).

61n the present study, greater than 5% of explained variance was considered
meaningful, although admittedly such considerations as how much variance could
be explained by a particular'relationship, the pi-ecision of the'significance
test, and the number of groups being compared, tended to mediate the
determination of how strong an effect actually was present. . (See Sechrest .and
Yeaton, 1982, for a thoughtful discussion of this issue, which has policy-making
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Analyses similar to those for the student level were conducted with

project-level data. The latter analyses consisted of using either student----

data aggregated to the project level or information that already represented

project descriptors. To ensure that project means were based on a' reliable

number of rases per project, any projeCt having fewer than 10 students with
_

test scores was excluded from both the 4-6 and 7-12 student data base

analyses. Thus, of-77 projects halitng test-score--fnfonnati-oN---47 t6-1%-were

included in the project-level analyses. This excluded only 4.1%, or 133, of

the grade 4 -6 students, and 1.8%, or 80, of the grade 7-12 students. Only a

small proportion of sampled students was thus excluded from the project-level

analyses.

C- Characteristics of Test ScoresCharacteristics

The findings in this study are based op-test scores githered on 6,425

students in grades 3 through 11 in the spring of 1981. The reading and

mathematics standardized achievement test scores come from 13 tests and 10

forms or levels of those tests, _representing a total of 23 sources of test

scores. Table 4-5 indicates that the edition of the California--

Achievement Test (CAT) was the test most often administered, to -32%-of Indian

and Alaska Native students who were part of the evaluation sample. The 1978

edition of the Science Research Associates (SRA) test was administered to

21%, followed by the 1973 Stanford Achievement Test (SAT), which was used

with 14%, and.the 1973 Comprehensive -..test of Basic Skills (CTBS), used with'

10% of the evaluation sample. Together, these tests were used with over

-three-quarters (76%) of the evaluation sample.
-lc

Table 4-6 contains summary Statistics on the test scores obtained-. -Both

reading and mathematics mean scores were apprOximately 2.8 1-score points

below the national mean of 50, based on converting scores from all tests to

that standardiied T-score format. This corresponds to study test scores .

being .3 of a standard deviation below the'national level (since 1-scores

have astandard deviation of 10 points). ,Related to this, the standard

deviations of the scores obtained in this study were-slightly less than the

national level of 10 plaints; bqth reading and mathema'ics scores had'standard

deviations of 9.5.

85
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TABLE 4-5

READING AND MATHEMATICS TESTS INCLUDED IN STUDY

Test No. of Students Percenta e

1970 CAT

1978 CAT

CTBS-K FORM

1968 CTBS

1973 CTBS

1975 CTBS

1965GATES-MacGINITIE--

1978 GATES- IacGINITIE

30

2,006

37

61

650

105

20

6

0.5

31.6

0.6

1.0

10.2

1.7

0.3

0.1

1971 ITBS 159 2.5

1978 ITBS 376 5.9

1970 MAT 163 2.6

1978 MAT 268 4.2

1979 STEP 1 0.0

1971 SRA 8 0.1

1978 SRA 1,323 20.8

1973 SAT 870 13.7

1965 WRAT 2 0.0

1978 WRAT 39 0.6

1972 TASK 105 1.7

1987 TASK

1978 ITED 22 0.3

1981 ITED 63 1.0

1976 METROPOLITAN 26 0.4

Name of Test Unknown 70

Total '6,425 :Oa.°
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The grade level distribution of students has previously been presented in

Table 4-2. That table indicates that each of the grades 3 through 11

supplied Wor more of the data. Each grade supplied betWeen 382 and 969

cases. As such, all grades were well-represented in the pattern of data,

although the percentage of students in grades 8 through 11 decreased

steadily. This simply may be because districts focus more on their testing

program_efforts-on_the_e_lememtarl_ aneLmiddle_s,chnol_grades.

TABLE 4-6

CHARACTERISTICS OF READING AND MATHEMATICS ACHIEVEMENT TEST
SCORES CONVERTED TO T-SCORE FORMATS

Charaet Readino-errst ema

a. Mean 47.11 47.2,9

b. Standard,deviation 9.49 9.46

c. Range 4-86 6-87

d. Mode 44.00 46.00

e. 25th- percentile 40.00 40.00
f. Median (50th percentile) 46.84 45.67

g. 75th percentile 54.00 53.00

h. Number of students 6,374 6,293

Table 4 =7 presents this distribution for reading and mathematics test scores

in terms of the number of standard deviations (or 10-point intervals) above

and below the national- mean of 60. The table indicates that in the area of

reading, 3.4% of American Indian and-AlaskaNatiVes,are exactly at the

national leVel (T -score 50,-while3Z.4% are above:that-level,-and-59-a-Lar

below that level. Similarly, An mathimatics, 43% are at the national level,,

34,6% are above it, and 61.1% are below it. Slightly over 97% of Indian

student scores fall within the range of +2 standard deviations-from the

population_mean. This is very similar to the normal distribution .result of

95% of the population's scores falling within that range. It therefore

appears that the academ 6 performance of Indian and Alaska Native students in

settings, but distributed in approx mately,the same manner.
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TABLE 4 -7

DISTRIBUTION OF READING AND MATHEMATICS
STANDARDIZED ACHIEVEMENT SCORES AMONG INDIAN STUDENTS

BY STANDARD DEVIATION RANGE

Standard Deviation Distance
From Mean Score of 50;
Score Range in 1-Scores

Mare_than_4=S-abelow-mean46-91___

4 S.D. or less belbw mean (10-19)

3 S.D. or less below mean 12049)

2 S.D. or lest below mean (30-39)

1 S.D. or less below mean (4049)

At national mean level (50) .

1 S.D. or less above mean (51 -59)

.2 S.D. or less_above Mean'(-60769)

3 S.D. or less above mean (70 -79)

More than 3 S.D. above mean (80-87)

TOTAL SCORES (100%)

Reading Test
Scores

0.08%

0.28

1.71

20.10

37.05

3.36

27.47

9.40

0.52

0.03

6374

Mathematics
Scores

OA6%-

0.13

1.26

20.42

39.31

4 :25

23.15

10.49.

0.78

0.14

6293
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D. Factors- Associated with Academic Performance

A series of-linear model multivariate analyses was conducted to determine if

certain types of project contextual characteristics, project characteristics,

program variables, and student characteristics were associated with student

reading and -mathematics scores. Two sets of analyies were-conducted, those

-------for-studeras_i_AArades 4,-6_-or 7-12 during the study year_ grades 3-5 or

6-11 in the year the tests were administered). A similar pair of analyses

was conducted at the project level by aggregating student data in those

projects. Additional analyses were conducted at the student level by using

bivariate correlation coefficients to determine which of ,aseries.of .

attitudinal measures.was related to either reading or mathematics test scores.

The overall contifision-from-conducting-these-anlyses-wasthat-virtually-a A 1

of the factors hypothesized as having a relationship with-achievement

(including program participation) were not. related to academic performance

any meaningful way, either at the student or project level: Some relation-
.

ships were statistically significant, an expected finding in view of,the

large number of cases present at each set of grades. However, the relatio

ships found were not strong ones, and.comparison groups did not differ wide

from each other in terms of actual test score differemes.

A discussion of the specific findings is presented below.

Pro-ect Contextual Factors and Student Academic erformance

These analyses checked if any of the following con extual:facto s were

signif-it-antly and meaningfully related to students' reading and mathema

levels:

The number of Indians in the school district;

Whether one or.more tribes were represented by the Indian students in-The

project (a measure Of tribal homogeneity); and

o The geographic region of the Title IV Technical Assistak
the project was located.

Center-

A

n Which
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Analyses were conducted for these main effects. Certain interactions were

also tested when it was considered-important and wnen there was variation on

each factor so that interaction effects could be tested.

Format of-Statistical Tables. These findings are presented in Table 4-8,

which has a format common to other tables Which will be subsequently

discussed. Table 4-8 contains: the hypothesized source of variation in test
_

scores, the degrees of freedom and multiVariateritib,-tfie-pbbabtli-ty--------

level of obtaining the corresponding F-ratio, and the proportion of explained

variance (i.e., omega - squared) resulting from testing for a relationship

--between a particular source of variation and the two dependent measures of

reading and mathematics scorn/.- Since parallel analyses were conducted for

the grade 4-6 students and 7-12 students (i.e., students in.tnose grades

=_Aluring_theevaluation school year of 1981), these two sets of analyses are

presented side-by-side.

The first three sources of variation in tne general multivariate linea Model

tables of findings represent covariates. That is, they represent certain

differences between program participants and non-participants which were

controlled for by including them in the analysis. These covariates are-then

.followed by main effects and interactions that were part of testing the

hypotheSes.

It should be noted that although each of these statistical tables contains

three sources of variance relating prograM participation'toa-cademic

performance, these factos were not included in the particular analysesto

assess program participation per se. Rather, these factors were included in
.

most analyses as covariates*, as just explained. Table 4-9 and the

relationships it includes provideS the strongest basis for deterMining if

program participation-was_significantly and meaninrifully related, to student

test scores.

It should alSo be'noted that 3,280 students in grades 4-6and 4,364-students

in grades 7-12 provided attitudinal, achievement, and /or attendance

information.- However, the analyses being reported here had samples sizes.

approximately three- fifths that size. This is because the multivariate

ASSOCIATES.
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analyses called for complete data on all variables, and thus cases without

complete data were dropped from the analyses. As described earlier, this

procedure introduced no apparent biases into the-student data.

Results. Table 4-8 indicates that the three covariates used were

statistically significant and therefore contributed to improving the quality

of testing the hypotheses of interest. However, they only explained a very

small amount of variation in test scores-. This was true ter bah the

elementary and the middle/high school results. All other interactions and

main effects were statistically significant for both grade ranges, except for

the interaction of TACregion.and tribal homogeneity among students within a

particular project, which was non-significant for 7-12 grade students.

Although statistically significant, none of the interactions and main effects

explained any meaningful amount of variation in test scores (i.e., 2.1% or

less), except for the interaction of the TAC region and the number of. Indian .

-students founci in projects in particular regions. About five to-six percent

of explained variance wasfoUnd by using that source of variation, depending

on which grade range of students was involved,. The pattern of findings when

only considering reading or mathematics test scores is very similar to that

from using both measures of academic performance, and isnot presented

separately here. (For exaliple, the,univariate F-ratios associated with-

reading scores, independent of mathematiCs scores being predicted from the

interaction of TAC region and the number of Indian students in each project,

was 6.28 and 5.81 for each grade range, respectively. The multivariate

F-ratios were approximately 6.35 for each grade range.)

It thus appear''s that academic performance. of Indian studentt was unrelated to

-contextual factors such as. the number of Indians, TAC region, and tribal.

homogeneity of-the projects that served them.

Protect Characteristics_and Academic Performance

-Table 4-9 presents statistical tests. on whether or- not student reading and

mathematics scores were related to project geOgraphic idcation- and the

'proportion of Indian students in the total student body. The home language
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GENERAL LINEAR MODEL IELTIVARRATE RESULTS RELATING PROJECT CONTEXTUAL CHARACTERISTICS

10 READING AHD NATHEHATICS SCORES IN GEES 43-6 AND 1-12

Source of Variati n

TM Region X Participi n

How Language 1 Partic lon

Grade X Participation

timber of Indians

Tribal Homogeneity

TAG Region

Number of IndiansXTribal Homogenei

TAG Region X Number of Indians

TAG Region X Tribal Hobageneity

y

A. Grades 4-6 (N090)

Degrees

of

Freedom*

t va r 1 a t

F-Ratio*
P

omega-

Squared

16,4072 2.06 .008 .009

18,4072 p2 .000 .024

12,4072 2.49 .003 .012

8,4012 2.68 .006 .009

1,2036 10,96 .000 .010

8,4072 6.01 .001i .021

4,4012 8,10 .000 .011

24,4072 6,46: .C56

2036 4.94 .001 .000

Degrees

of

Freedom*

8, Grades 7- 2 (N24

ltivariat

f-Ratio'
P

Omega

Squared

8,4822

12,4822

20:4822

8,4822

2,2411

8,4822

4,4822

:4,4822

2,2411

2.42 .013

5.09 .000

2.54

2.58

4.78

1.96

11:

,048

3.87 .004

6.35 000

1.24 .290

.004

.023

.(116

004

005

.003

.051

it

iBa d on Wilks' Lambda Criterion.

"Not computed since p .05 (non-significant).
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TABLE 4-9

GENERAL MAR MODEL MUOIVARIATE RESULTS RELATING PROJECT CHARACTERISTICS

fj0 READING AND MATHEMATICS SCORES IN GRADES 4.6 SID 7-12

A. Grades 4-6 (102090 84 Grades 7-12 (102460)

Source oL Variation

degrees

of

Freedoms

Volltivariat

1- Ratio'

P Via=
squared

Degrees

of

Freedom

*iltivariatt

F.Ratioi

egal

uared

TAC Region X Participation

Home Language X Participation

Grade X Participation

Project Location

Density

Home Language X Project Location'

Rome language X Density

Project Location X Density

How Language X Project Location X Density

24,4040

12,4040

12,4040

6,4040

6,4040

18,4040

18,4041

12,4040

18,4040.

2.99

1.67

2.17

2.18

1..69

1,43

1.65

1.01

.067

.011

.012

.120

.105

.974

.071

.441

.028

,e09

.005

I

* *

it

it

16,4782

6,4782

20,4782

6,4782

6,4782

18,4782

.18,4782

12,41e

24,4182

4.49

0.92

2.45

2.34

0.93

0,54

1.16

0.69

0,33

.475

.000

.029

:474

.939

.289

.763

.999

.026

.0C1

,005

ti

*Pissed on Wilks' Lambda Criterion.

*Nt computed since p).05 (non - significant):
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of st\udents also was included in the atistIcal analysis, to control. for -the.

ipossi ilIty that Indian ttud#nts mig t use English predominantly at ho

depending on project location or th4 proportion of Indian students.

Findingt indicate'that none o. h hypothesized factors weremeaningfully,

relate to patterns of ;cademic formancei.either at the 4- 6- or-7 -12 grade'

. ranges, after .!:ontrolliMg for p. __cipant-nonpartittpant differences in three

charac -istict. The. location projects (either on or near reservation,

other .rural area, urban,ared, metro litan area) was the only variable

that was tatistically signif cant. ,Ho ever, ttie pi=oportion of explained

variation 'n test scores was only .005 for each of'the grade ranges. Project

locatiom wa statttticelly elated to reading scores but not to mathematics

scores in the _grade 4-6an ysis; the reverse was true in the grade 7 -12

analysis, However, in-eac of thesets of analysis, the spread of test

score means was less. than 3 T-scare poinSs, the criterion used as measure

of effect size.

In essence, the finding indicate that the project characteristics of project

'location and proportio of Indian, students in the prejet.' were unrelated to

acadeMic performance. Inclusion of student home language as a Control.

variable for the hypo holzed.relationship of these two project

characteristics with udent test scores made no difference.

ocal Prcira sand,Academ e -ance

This pha'se of the alyses focused on eStablishin whether Title IV programs

.
with certain featu es were relatively Tore likely to also have. Indlopehd.

Alaska Native ttu n -s with highereadinOndatheMatics test stdres, The

program featUres ncluded in the analyset were:

Presence of -a ultural prograffi;

-to Presence'ofa counseling program ; and

Presence of a academic-tomponent:havinmeither: (a) a batit acadeM4c
.

skilit empha-is of increasing-student-abilitiel.in reading, mathematics

--langUage;:art or IbYakemOhasison Improving' students'abilitietto
communicate n the Englith language.

TIREVICT-CO -.458
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Whether these factors were independently or jointly related t o student test__

scor es were included in the analytical model for both.grade.ranges. Thus,

programs haiing both a cultural and a.baic'skills emphasis w ere inluded'for

analytic purposes, and data from scents in huch projects could be-compared

with students in projectshaying only one of these emphases. Findings are

Presented in Table 4-141. For the most part, statistically.significant

relationships were found for each grade range, but the findings did not

'reflect practical and meaningful relationships.

certain interactions7 were statistically significant at.the.4-6 grade -:
range, and not at the 7-12 grade range. This represented the following

acto s: culture and counseling components, and culture and academic skills.
1 .

The pattern _of least squares means for student data, re

projects they were in, was the following:

Culture

Meer.

Counseling .Rea

ye to the typeL_O

Mean
Mdthemat c

No program , No program 44 5c 49.85

Noj program Program 44.78 46.18

Program
Program

No program,:
Program

7.
46.52 47.55
47.54 .48.31=

Thus, students in projects -.having both cultural and couns ling components h

he highest reading scores. St dents in projeCts with neither component had

he hipest mathematics scores. These differences are somew icult to,-

interpret.

7For- interpretation 'purposes, s ghtficant interaction effects are usually the

focus since main effects need o be qualified if:both are significant (K

1968).:-



Source of Variation

TABLE 4.10

GREW ,1111141 WEL NITIVARIATE RESITS ICLAillIG M CAARACTERISTICS

TO READING Ale iguana SORES IN QUES'44 MD1.12

Al Grilles ( B. Grades 7!12 (Ile)

ItItivariat
F-Retio*

TAC Region X-Participation

tangilage kfarticipation

Grade X Participation

1' Counseling

Basics

Cplture X Counseling

Culturi X Basics

Counseling X Basics

COlture X Coiniseling

E

ics

Note p < .05istittstical significance:

"Based on Lairtda Criterion:

**Not coeputed since p 5 (non.signifcant

'Ad
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The least squares '-ravlos ---ne presence of cultural and hasyt.academic
skil s.project embv7-?=!sst= s f, loWs:

tural

No Orogram
No program.

Program
Program

Nv p+°3

Mean
Reading -

44.25
45.04

48.34
46.72

Mean
Mathematics

48.36
47.66

51;00
44:87:

Studeqs in prajec' na,eing a cultural program tiut no academic program had

the highest sees ire both reading and'mathematios. s These data*appeam

suggest that projects having student; who need leis academic help are more

likely to focus on cultural programs.

Program Participation and Acad c Levels

One quite importbn ,aspect of the study was to determine if-test score

were associated with student participation on Part A project activities: Onel

measure- thbst flas consistently been shown to herolatedTto `achiey n-leves
is "exposure" to academic assistance (also known as learning time, tens_ . 4 i

of instruction and interb tion: , 1975, ionds et al.., 3980;f, Wile
. , - - -. . ._.

and Harnischweger, 1974). The scope and resources of the:oi4bsentf:study
not ipermit deta i led;-claS orpohservatidn measureMOnt.--: iyiii;fittiafT--thi's. - __

approaches-to estimatin ;tudent participation in Par A ansOred,::_actlYitie
--- ,-,.. ._, ....

were used.. Project Oer annel- were iiked_to estimate, t egrie ofprts-grt
,,,,-, r-.- -4 `,. *-1"

liart i leiaiibn . duilii§' 80;81 :cW, each-'stiiden Titrbi b sticr a n
-.. _

(110i,,,middlti- high) er-b--,40f boid and :=theli.406
. ...

.- Oerfo-rniande, nforffiation.-was
.
obtained:';. .. a -

-

166 (,.. 48% ) o the li425 student ,haviir tests cau ey .., ...

many,:'school taff membershadulifficuly,-An=asse
partiCipa on on a itudeht bY_Stiiilin't -his s

_hoSeAW_h no
iaaOt
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The staff mAbers might havd f_cultjes "fitting "" the somewhat

participation rating 'scale categories to the actual program activities.

Participation in 4 tutoring or gifted and talented program, for example, may
i

have been easier to rate Wan partitipatidn in cultural 'activities (including

some in which aftendatite-is not-recorded, such-at-cultural-assemblies)

alyse$ of variance resUltsWidnot indicate-thatpartiCipat on-levels as

de ibed y staff were sig4ificantly'associated with either,reading or
.

math a -ics test.scores.., Infact, less. than one T-score point separated ea-

scores for the three levels 9f participation.

Another air roach to determiqe the degree of participation was to,categorize

students ba pd on their pattern of an ers to five queitions administered to

them during 1982 data col ectioh period. These questions dealt.

with Whether or not student d participated in program act Vities (field

ps, potlucks, museums; ce emonises, games, or tournaments) had received

utoring insNctidn or.counseling, or had had other forts of contact with

local Indian education project'personeel. On the basis of these-questions,.

students in grades 4-6 were categorized intdthose who had not received

project services in 1980-81, these who weg in their first Year or more of

receiving services, and those who were unsure of, their status. Students in
)

grades 7 -12.were categorized into similar group's, althougH due'to the grade

rai* iaglved, studenfs- were more readily able to supply . c cut responses.

on participation, and no "unsuee".category was

Table 4-10 indicates that each of the three variable anafyzed'in:COnjunction-7

with-participation (TAC Region, Home Language, and rade L ei)_ wa s

statistically related to reading and, mathematics scores,: for eac o e two

grade ranges. However, no mdre than 3.4% of variance -of those scores was

explained, thus Indicatihg fairly weak relationships. Thus, it'd-IV-hot

appear that program partic p tionv as, defined in these analyses, was P major

factor affedting the pattern of test scores.

This pattern was also indicated by the mean scores for thegroups being

compared. For example, with reseect to the statistically significant home
- ,
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=language by participation interaction which was foUnd

scores for 7-12 students (the larger of:the two effec

Language
Used at{ Fume

English.only

Indian only

Both-English
and Indian ,-

Other languages

Participation
Status

Not in program
First year or more

Mean
Reading

47.0e
46.40

Not in program 40.34
First year or more 39.61

to program.r First year or more

Not in program
First year or more

44.05
44.43

. -
the pattern of mean

) was the .following:

:Mean

t
tathematics

4H.12-
48.27

43.67-
41.20

47.16
45.49

47.25
45.33

Th attern of leavt squares means_indicates that 7-12.studen Using onl

English at home had the highest scores, and- those stuuents wing only Indian

languages at home had the low st scores. Furthermore, in five-of the eight

comparison groups, 7-12 stud s not in the program had high4r mean sore's

-than. those~ in the progrimn fo

A projects are more likely to

assistance.

Student Characteri ics and Academic Oe fotmance

/

This analysis used t three covarla es of TAC Region, Home Language, and

Grade Level to control' for.participation-nonparticipation,differences,,and

tested for whether Or not students ages sex, or °grade Were-Significantly

related to reading and mathematics scores see Table' 4-1

ne'or more years. This -ray inditate that` Part
-

e.working withstudents* who require academic r--;

As with other analyies, the t hree covaHates- e e.effectivelndrelateCto

reading-and-mathematies;Acores-.
_

aIwayssignifieantlirelated,
.

scoff es in either-grade:rahge

but--not_ingrades.

However, tiwfactors being Rte
,- .--..-.

'

. .. _ .... .. , ,
- a ,_:-..... --...-g,

orerspecificallx,_sex Wainot-related t&teS
-_-. ---_,-,

_

..
,-.4m

Age 'was related ta:teSt::SCores-liff grades.;
, =1.=:;-



TARE 4.11

GENERAL LINEAR _-EL HULTI9ARIATE RESULTS RELATING STUMP CHARACTERISTICS

TO REMIND-AHD NAINESATICS SCORES IN GRADES 4.6 MO 7.12

!arida

Grade I Participation

24,4100, , 2.87

18;4100 3.42 ,

4

6;4100 2.70'

6,4100 3.41

2,2060 1.39

4 4100 1 3.77

10,4100 07.

.026 1614820 3.3

.026 1214820 4.63

10,4820 2.49

16 .010 12,4820 1.01

4 2 241 2.11

1014120 0.10

.024 2 1.24 !I

Wry

Based on Wilks' Larbda Criterion. '

**Mt computed
A

$100 C0,05 Inomignificant

124igati'lees.7r,
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The 'grade by age 'interaction and the. main effet of grade mere related-tb

test scores in grades 44, but not in oradet7-12. This factor has received.

special rattention.in the literatUre.' ReyiewS of the literature have

suggested that in recent years, the academic performance of Indian elemen ary-
. .

pupils was near the norm but that a decline in scores, when Compared with the

norm, occurred roughly progressively'thereafter. Thepattern found in'the
. N

present evaluation (see, the All-Sample means ',dr, reading and mathematics, in

Table 4-2 presented earlier) Indicates the. ex-i-sience of such.a decline. The-

third graders' means were slightly over 48 Athe norm is 50) for both reading
. .

and Mathematics; the eleyerith graders',means'were44.94 for reading and 45.23

for mathematici.-

The 'reading T--score mean for all he students in grades.3-11 was 47.11 and

for mathematics was 47,29. These a less' than three pdints below the norm

of 50. lheSe are not substantially different from the means reported in t

data from those reported for California (1981) and North Carolina (1981), nor

from some of the districts with large Indian populations such as Dallas

(1981), Durant (1981), and Grand Ripids (1980, 1981). However=, these means

place -the samp)e above those forthe State of Arizona (1981a 1981b

Mexico (1981),
,
and the Bureau of Indian Affairs schools (BIk,- 1981).

In general, the means for all the 'Students in this evaluation_sample.were

similar tO those -ftaftek.iri research and evaluation reports conducted,elsewhereY
,

for the past three or four years, and mereinear the *norm o the entire :group

Table 4-11 indica 55 ,despite the statistically signifyant_relationships

age _and; were s: ongiy.related to-_aeidemic berfortindLlevels

is,:no;more-than 1%,of yarl4nee in test-scores-was_expla44d:b*y either'o

IlisetWo student-Varlables,

hus appears that age, ex,-; and

andrmathematiCvstorts,.:etpecially-

gradet,--.nbiwofithese'lVariables

there-Mere'statisticallY'slinif4..

grade. were not - strong LY

at-the upper,gradeS

eading

e-
II
,

cinglyelatecr: es :itore

erences itas _ed:orvage and
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Socioeconomic Status and_Academic performance

Studies of achievement Est differences by socioeconomic 'status (SES)_have
.

consistently.prodgced significant And usually substantial differences. In

the state of 'California bilingual education evaluation study (Jones et al.,

.1980), for example, this was the second most influentialariable .(after

English fluency) with "low" SES - students scdrings six .points lower than other

students In reading, and five -points lower 4n mathematics. Mayeske &,8eaton

(1975) found similar differences among Indian students. In the present

evaluation, only two SES levels were included: "low" fdr those certified -aS.

el.igible for sulisidi'zeckschool lunch, and "other", for _those nod eligible (the
_ .

Same. Criterion as used in the California bilingual -study and in many-other

recent studies).

i I

The number of students classified as "low" was twice that of -those in the

"other" category,' although no information was available on another -quarter of

the students. Nonetheless, .that ratio is substantially larger than that

found in most of, the cited studies. in addition, some scholia-personnel

estimated that the "other group would predominantly fall:near-the. income

Criterion for subsidiied lunch. If that was true for the sample as a whole,

it mig 'bt accrnt for the somewhat smiller T-score differences found between

the.two groups,. as indicated by the low amounts of explairie lariance

.presented in Table 4-12.

Socioeconomic status was found be significantly related to reading

mathematics scores. However only accounted for less than 1% of va iance

in the dependent measures fp each of the two grade ranges tddied.

Data included in the .White- (1982)- extensive meta-an s s

between socioeconomic status and academic achieverhent were .used. as a 4aseline:

or-ekamihing similar relationShips in tile present study. Table 4-i3 was

developed by using the Coleman ei a1. (1966) data included-4 n.

metaanalysis. In both studies, socioeconomic, stitus_ond, reading and:

mathematics achievement .vi ire relatea less as gradejlevel increased. However

five of the six correlati n ceefficlents_in the present study --findicated-loWer,

relationships,between SES and academic achievement than did the oleman

PIM



. TABLE 4-12

GENERAL LINEAR BEL RATIVARIATE RESULTS RELATING SOCIOECONCHIC STATUS

TO READING N10 MATHECTICS SCORES IN GRADES 4.6 ANT 7.12

A. Grades 4-6 (R N1 .B. Grades 7-1 (112127)

Source of Variation

green

of

F edcm*

MU1 ti

Variate

F-Ritio*

ega

uared.

Degrees 1141ti-

of 'Tariate P

Freedom* F-Ratio*

Aga-

Squared

TAG Region X Participation

HOme Language X Participation

Grade X Participation .

Socioeconomic Status

Home Language Socioeconomic Status

24,3266 '3.49. .

12,3266 1.46 .133

12 3266 . 1.97 .623'

2,1633 6.93 .001

6,3266 1.01 .4114

.041 16,3792 3.84

6,3792 1;40 .212

,.011 20,3792 i.74 = .000

2,1896 3.43 .032

6,3792 1.54 .159

-A-

*Based on Wilis" Lambda Criteriont.

**Not computed since p .05 (non-significant).

on

9

.023

3

fi
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study. This may be-because the SES measure used in the present-;study (free

lunch stattis) is a less sensitive measure than that used in the Coleman study.

i

1 , TABLE- 4-13 Nee
I Al

RELATI*HIP BETWEEN GRADE LEVEL AND THE MAGNITUDE OF THE CORRELATION
!BETWEEN SOCIOECONOMIC STATUS AND ACADEMIC ACHIEVEMENT

(PRESENT STUDY VS. COLEMAN ET AL., 1966)

Present Study
Comparab Verbal

Grade* Reading Mathematics Achievement
r r

1

.207

.152

.128

an
Math

Achievemen

.157 207 .209

.102 .176 ;161

.108 .175 .131"

1.elations fo grade 3 are not compared here because Coleman et al. did not
se the same-SES-measure- throughout their study; thus the=corr6TifTan was not
eported by White (1982).

Notes: (1) All correlations
students.

(2) All correlations

t .

esent study were based on.278 or more
'

the Coleman study were based on 20 students.

3)'Source: Whi e (1982).

4) Coleman et al. reported correlations o grade 12; the .present study
used grade 'IT es a proxy.

White (1982) reported from hii meta - analysis of 4p studies, that. SES and

a itvement were correlated -.243 when correlating that relationsMp-withr

grade level. , That is, SES and achievement were less related to each othee-aS

gradd level increased. In conivst, the present study -found consistently low

reading - SES correlations ranging from .159:ih grade in-grade 11,

and a-similar pattern of mathematics - SES de4eletions ranging from .162 in

-grade'3 to .108 in grode .11 Both sets ofcorrelatiOdsitended to rite- until!'

g rode 7, when they peaked- .232 for -reading and.r-4;216 for mathematics
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they theb declined thereafter. The correlation of reading SES relationships-

with gi-ade level (across grades 3-11) was -.443, indicating even more vividly

than White's 1982 meta-analysis finding that SES affects reading even less

for Indian students as grade level increases. However, for mathematics, the

correlation betwen the same two variables was -.053. Mathematics and SES

apparently held the same relationship which. was unrelated to grade level

shifts.

Tutoring and Academic performance

Linear models were developed to.determine if students who did not receive

tutoring,- compared with those who did receive it for remedial or enrichment

purposes, had signifiCantly different, levels of test scores. One analysis_

was conducted for students receiving assistance in reading and another

analysis for those receiving mat!Aamatics assistance. Student grade level lwas,

also used, since those receiving 3$sistance in one grade might have beep-
,

different from those receiving assistance in another. These analyses were .

only cc71ucted for the 7-12 grads range. The-three covariates used in -other

analyses were also-used here.

Findings indicate very few statistically significant relationships. The

threg\E,ovariates were not effective, nor was grade level, either as .a main-

effect 6r, as an interaction with reading or mathematics assistance. What was

significantly related to test scores were the main effects of reading, and

mathematics assistance, which-had identical patterns. For reading, those hot

receiving tutoring had.a mean scgce of 47.00, while those receiving tutoring

for enrichment purposes were significantly lower (43.62) and not'different

from those receiving remedial assistance (41.48). For mathematics, ,these-

means were 47.36, 45.17, and 43.10,-respectively. Those who received

tutoring thus had Tbwer levels of academic achievement than those not

receiving tutoring.

110
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Attitudes and Academic performance,

A series of bivariate c- relation coefficients were computed to determine if

certain types of attitudinal measures were-significantly related to reading

and mathematics test .scores. Table 4-14 indicates that low, although

-statisttcally significant, relationships were found between students'

Attitude toward school, their perceived-valu6 of education, their-academic

self-concept, their global self-esteem, and each of. the dependent measures.

These relationships held for students in grades 4-6 and in grades 7-1`2 -

The strongest relationshipi were obtained when correlating academies

Self-concept with'-reading and mathematics scores, as might be expeCted.

Relationships at the 7-12 rade range were higher than at the 476 level. The,.

obtained' correlations of reading and mathematics scores with either academic

Ielf-concept or global self-esteem were laftr than those found, in other=

studies (Revicki, 1982; Bryne and Carlsol, 1982; Hansford And Hattie, 1982).

far example, the latter Meta-analysis stddy.coMputed an "aver-e" correlation-

of self-concept of ability with'perfarmAnce/achievement.of r. ,42 (SA. of

that correlation.= .22), and .22 with self-esteem (S.D..= However,,the,

present finding that reading and mathematics achieveMent were more related to

academit 10f -concept than to global self-esteem is fully consistent with:the

causal oaelihg approaches used by Bryne and Carlson to obtaiethe same

-n-esult_ using Canadian secondary school-stUdentS..

The only attitudinal measure which was not significantly related to reading

or mathematics scores was students! identificatIon'with being Indian. The

latter scale was found in another phase, of thii study to actually be part of

a dim'ension having three components. Thus, a higher Correlation might have

resulted from using 411 thi,ee components in a multiple regression approach -to

predict academic fevels.
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TABLE 4-14

CORRkLATIONS BETWEEN ATTITUDINAL MEASURES AND
READING AND MATH WATICS ()amp BY GRADE RANGE

Attitude Measure

Attitude toward school

Value of education

Indian identification and pride

Academic self-concept

Global self-esteem

`Grades 4-6 grades 7 -12

CN=2454725591

heading Math

'.056

Reading Math

.08 .057

`.151 .112 .149 .2111

.006* ..039* .021*- .015

.190 :200r J54 .356:

.108 =.172

607

Notes: (1) 'Attitude measures were created for each student-by summing a sere
of four point rating scale items in which 1=very much agree and
4=very much disagree, and dividing by the number of items to which
the student responded. Because of the direction of scoring,
attitude-test score correlations have a negative sign which has
been dropped'in this chiPter.

*=Not statistically significant (p)..00
presented here are statistically sign

Correlations are'based on slightly varying sample-si s : as ihdice.,,

(4) Academic self-concept and global self-es _-em correlated .392
for Grades 4-6 (3174) and .501 forIredes_,7-12 N=4315).
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Pro ect evel Differences in Academic Performance

A series of analyses was conducted which was similar in style to those for

student variables, and was based on the 47 projects having more than 10

students. Relatively few of the prqject-level analyses Indicated.

statistically significant relationships with reading and mathematics scores.
A

It appears that Matt of the-relationpips found between certain factors and

.test scores were 'due to variations in-- individual student level's of academic

performance, rather than to students being served differently by particular
./,.

projects. The following isan.overview of the find,,gs %Mich resulted from

conducting.linear model anedyses by grade range, osing student data

aggregated to the project level:
. f.

Students in Grades 4 -6:

The nu- er of Indian students in the project was r iated to reading but not
mathem= cs score differences= across projectsi,th 'larger the project in

terms o_ the number of indians,,,tpe lower was a mean reading score (the
scores ranged from 51.5 for the tarp-ejects having 31-99 Indians to 46.2-
for the nine projects having 300-500 londian students).

Projectshaving a cultural emphasis had significantly but not meaningfully
higher mean studerit.scores.in mathematics than 'those projects which did not

(48.8 compared to47.4)

SocioeconomIc status (SES) did differ across projects, as did the
proportion of students in each project only using the English language at

home. SES was strongly related to academic achievement in the
project-level analyses (appearing for both grade ranges), and mad an
omega-squared level of .187. he relative use of English at home was even
more associated with academic performance,(omega-squired m .229).

Grade level was negatively related to academic performance, as the
student-level analyses also indicated.

Students' in Grades 7-12

:5E5 mes-not significantly related on. a multivariate basis to reading -a

mathematics achievement scores. However, SES was significantly related
',reading and matheinatics outcomes, separately. For reading scores, those-
--projeCts with fewer than 50% of their 7-1?. students receiving free or
,subsidized lunches had slightly higher scores than .projects with more than

60% of their-students in sa free lunch category (46.9 compared to 46.05).-

110
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The tribal homogeneity of the students being served was associated with

project-level differences, as was the interaction of the numonr of Indians-

in the project and its tribal homogneity. Projects serving more .han one

tribe had higher mathematics scores than did projects only serving one

tribe'.(50.12 compared to 46.40).

E. Conclusions

The findings presented in this chapter indicate that Indian students in

public school districts score below the means -On standardized-achieveMent

tests in reading and mathematics. The Indian-mian scores ih.these subjects
---

were less than a third of a standard-deviation below the mean, however,

showing that the cliff ces between Indians and otnerj students are not

dramatic. J
N4

-

There were no clear rings concerning the impact of Part A projects on

achievement test scores. There was a slight tendency for.Indiaa students who

had'contact with Part A projects to have lower achievement test scores than,

students who had not participated in Part A activities, but this finding

probably indicates that Part A-projects are more likelyto be working with

students who require academic assistance.

In fact, very few of the project or student characteristics which were

studied served as meaningful predictors of Indian student_testiscores. Thtre

was large numGer of statistically significant relationships, but few of

those relationships accounted for meaningful proportions of the variation in

student scores.. It would anus appear either that: (a) the variables which

were selected for study in this evaluation are not those which are related to

Indian student achievement test performance; (b) the measurement of those

variables was imprecise or inaccurate; or (c) there are few Project or

student variables#hich are meaningful predictors of Indian student

, achievement test scores.

9 This finding is based on'aCtua
which were unavailable.

rather then least squares' adjusted eel
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There were, however three findings which appear to have potentia

implications:

program

. 1) The achievement test scores -appeared to-decrease slightly with -

increasing grad level. Indiantstudents are thus apparently falling
farther behind their peers as they continue through school. This

finding would appear to-suggest that continuing emphasis should be

placed on the/academic achievement levels of Indian-students in grades

6-12.

As is tru in the general population, Indian achievement test scores

were corer witi, socioeconomic status. The results show that Indian

students received free or subsidized school lunches scored lower

than °the dian students. A very large percentage (66%) of the Indian

students f whom data were'availabJe received free or subsidized.

Tunches. These data illustrate that economic factors are related to, the

lower achievemeet'levels ofmedian students.

There-were significant and meaningful correlations between reading,apc
athematics achievement test.scores and a measure of academic

58
i lf-concept.. Several recent Uent studiesalsyn and Kenny, 1977; Revtai,
1 2; Byrne and Carlson, 1982) have used causal modeling approaches to

show that academic achievement is more likely to predict academic

self-concept or global self-esteem tlefr'areself-concept measures to

predict academic performance. The timing,of the measurements of

academic achievement (spring, 1980) and seitpConcept (fall, 1981) in the

present study supports the causal conclusiOs of those earlier studies.

Positive academic self-concepts in Indian students appear to be the

result 9f efforts to improve academic performance, and they are probably

notthe cause for improvement.
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CHAPTERS. EVIDENCE OF STUDENT ACADEMIC ACHIEVEMENT

PROVIDED BY PROJECT PERSONNEL

Blair Rudes

A. Inroductjon

in the previous chapter, information on achievement test scores was presented

as evidence of Indian student academic performance.- However, the design of

the Title IV,'Part A:evaluation recognized that multiple measures of.academic

performance-were desirable because all types. 'of measures (including; test

scores) have both strengths and weaknesses. .Thus, in addition to'test score

information, the evaluatioth collecte&information'concerning student academic

Performance from project staff, teachers, tutors, parents, and the'students
.

themselves, so that a more reliable and:accurate assessment of student

performance could be made.

This.chapter,presents the results of open-ended mquesz7ons to project staff

concerning the impact of Part A projects on student academic, performance.

Ratings from project staff, teachers, tutors, etc., using clo§e-4ndek

'questions are presented in the three chapters which follow

Procedures

To supplement the structured- surveys and interviews during the spring data

data-collectorsxere instructed to seek information froM'Oroject

directors. and other staff concerning specific evideriCe(s)-of the impact of

.thtir-Pact A projects on academic achievement. .Such evidence could come from

HiprOject-e4aluationreports-0--data:used inlwrit-ing-the-program-plan,:staff_-_.

analysis reports, district reports and evaluations, or other sources. *Where

project-directors made referenceto the existence of such,eVidence,,the data

Collectors'were told to obtain copies and prdVidethese,to- DeVelopment

Astociates for analysis. Where the evidence cited by the projeet-Airectors

was anecdotal in nature, the data collectors were instructed to use-their--

judgment in-Veciding whether to pursue the matter further. They were ioid,

example, that they might-seek documenied evidence such as grOes, br
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corroboratory opinions from teachers, parents, students, etc., from schOol

files. At the end of each site visit, the field data collection teams Wroc

narrative descriptions of

The impacts which the Part A project had upon academic achievement of Indian
students, both present and past, as cited by the project director; apd

The'written evidence of this-imp ct!from site documents, and/or the/names of
individuals who provided corroboratory,opinions where only anecdota
informatiaiwas provided.

In writing these reports, tHr data collectors-we instructed to prov

quotes of comments by project directors and other respondents, and to

specific numbers of students evidencing a particular impact. This ap

increased the-likelihood of gaining accurate impressions from these

respondents.

Results

de exact

vide

dach

13r

For six of the 115 projects visited, no information pertaining to this ip

of the study was provided by the data collectors concerning the.impact c

project on- academic achievement. In ten projects, the project directors

others contacted in this.regard reported that they did not know whether o

thereTRId...keen any impact. In an additional 17 projects, those interview

stated explicitly that-their projectt were having no impact on icadem

achievement. Thus, no further information was obtained for these 33 (On

rtion.

the

nd

notL

projects.

At the remaining 82 (71%)-projects, those interviewed indicated that their

projects were having some form of positive impact on academic- achievemen

1-:
'Ninety of the 115 Part A projects visited indicated that they had formal

_

rial/academic assistance components, and 75 are included'amonTtho-82.projects
discu;sed above. These 75 ProJects ascribed their aoademitally-relateo-ooh eeve --

.- ments to the-tutorial/aOademic:Coniponent-of their projeaU'Alie_reMainilig-ielen

projects explicitl _ =-,as6ribed their poiitfie400**-6W-aaa
--act-W-6n to the activities of their cultaral:.arcoR0011CcOMP99enU--,_

contacted at15 of the 90 projects having ,A formal :t4torlailacade01c, achieyj
assittancecomponent 'reported -either thalt-:they,_viere ,unsure aiii-Ampactr=hid

---ourreo__,(e.v.Aecoope of-)oolCV --ett _score -data);.er'411.0 oiropact had yet

occurred in this area.
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A wide variety of different types of evidence way cited and colfected in

support of these statements. Table 5-1 summa r. the types of evidence

reported and .the number of projects,reporting each type. It should be noted

that a number of projects cited more than one type of evidence for their

claims.

In 20 cases, those interviewed made generally posjtive statements about the

impact of the project on ac demic achievement, but nothing mbre specific was

prbvided. The greatest proportion (42) of projects', however, cited the

results of standardized athievemeht tests as evidence that their projects were

having-an impact. Of thes6rojects, 32 supplied documentation fdr their

claims in the form of actual test score data,. and the cited evidence

.substantiated thelr cl4ims of project impact. These data were included in the

analysis of test Scores that was described in the prior section. The

remaining ten projects cited test score results- from project evaluations or

other project/school documents which werenot availab)e to the da4ta

,-collectors.

Twenty-one projects cited 'improved student grades as evidence of project

impact-on academic achievement. rn only four of these cases, hoWever, was

docuryntation provided. Of these four, three prOjectscited the information

colleCted by the pre/poSt-tutorial,:instruments used in this study. (For the

analysis of these data; see Chapter -6.) The other%project provided -the pre-
,

and post-tutorial grade point averages for nine students,,showing an- average

increase of .9 grade point after six months of tutoring.- For. each of the- four

projects, the evidence provided substantiated their claims of project impact.

The remaining 17:projects provided -undocumented citations of improved grades,

but differed widely in the form in which th471)eported their evidence. Their

evidence may be divided roughly into-three categories: those biting group

statistics on improved grades.(5 projects), those citing group anecdotes on

improved grades (3), and those citing individual anecdotes on improved grades

(9). Typical of those citing group statistics were statements such as

-Nt
the .117 students tutored,-88% were:at grade ler --overall'1.3 grade

level improvement in s :bjects tutored."
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TYPES OF EVIDENCE CITED IN SUPPORT OF PROJECT IMPACT ON ACADEMIC ACHIEVEMENT

1. Standardized test score results:

Documentation provided to data collectors 4 . 4

Documentation.not provided . . . .

2, Improved classrooi grades; ,.

. Documentation provided to data collectors . . . 4 ..

Documentation not provided !.

........

a. Isolated anecdotes 0 .00, .0.

b. Group 'statistics .... . 0.. $ 0........ .000.

c. Group anecdotes $ 0 .A # i 64 4 . 6 4 4 4 I 1 60000000:000i

30. Awards, honors, scholarships(all untcumnted):

al State and local awards. 0 . . . . 1 1 1 4 0 4 4 4 4 0 4 6,0 1 4
,

b. Scholarships . . 0. . . .. a 0 0i001to 000000i 00.

cl Honor Roll ....... 0 OOOOOOOOOOOOOO 0 00061006

d. National. Mono Aciety. I -0 0 1 61 1 4 66 6 '1 4 4464444616i'4

0

0 0 ii a 4* I

0000000 4

64041140r1 0060

4 1 1

32

10

4

6

3

3

1

t. Student Council . a a
0000012000000000 0000 0000 I 1

4

I .

4. Classroom assignment (all .undocumented):

a. Transfers to gifted/talented class . . . II. 2

b. Decreased numbers of placements in remedial'class . 4 4 4 . a I 4 I I 2

a

5. Decreased dropout (all undocumented) 4 I err §411 410 ea

&. Improved discpline (all undocumented) . a I a a $ ea 011 a a ar a a !a atoms 3

7. Generic positive statements .. . .

8. No impact #000 000 : * r0r .. 0 4 I I

90
Dont know,.. 40.101010000,00 0000a, a a I 4 6 -6 4:1 1

'.4

04'0

20

, , ' . . . . .

. ... ., ...

1 No response. 0 . 0 . , . 0 4 , : , , i 4 1 4 a 9 I i v I # 2 i I. I i i # 114# 1,, # 1_,:.# #,,:_ rri,1,,,....,,,

,' ''..:114.:'-' '
-' ',"Ir .... ,1_ ,. ) .., i47,

t
'

i

'
it. ' ' 1 `4 .6" kofg4 -,%A.

fl



Group anecdotes lacked the statistical format of the above example, and are

typified by the 'following quote.

.75-85% improvement in the grades of the 150 students servedby tutoring.

Individual anecdotes- generally consisted of reports y parents eaChers

such as:

"...one 7th grade student who had Fs last year, this year
as a result of tutoring,." resource teacher)

"One parent reported her child's grideiof D in math going to B within the

same semester because'of tutoring.]

"One.-student was a C student before tutoring; afterward an A student."4

Increases in the number of Indian students receivin awards, scholarships,

honors, and/or other types of re7gniti\on for academic achievement were cited

as evidence of project impact on academic achievement at 14 of the projects.

Changes in the classroom assignment of Indian students were cited by four

projects. Increases An the numbers of Indian students assigned to gifted and
!

talented classrooms had occurred as a result.of the project, according to

respondents in two projects. The interviewees in two other projects reported-

that fewer students had been assigned to remedial classrooms since their Part

A projects began.

---

In addition, nine projects reported1,4 out rate among Indian

Students as evidence of the impact of their projects on academic achievement.

Also,$three,projects cited improved clas oom d4sCipline on the part of Indian
.

students, as evidence of impact in thearea achievement.

/..%In approximately 70% of Title IV, Part A.projects, project staff_ indicated

that they thought that the ii-r6ject had,had a positive. impact on the academic

'achievement of Indian students. 1n-support of their conclusions, project

staff cited such-evidenee 'as test results, classroom grades,'''awardS and
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honors, and clas'sroom assignment, Although the results cited could be

documented in only approximately'half of the cases, they do suggest that Title

IV, Part A projects are having positive impacts on Indian student academic

achievement.

127



CHAPTER 6: TUTOR RATINGS OF ACADEMIC IMPACT

Aurora M

ntroduction

nolich and Paul Hopstock

An important source of information concerning the impact of academic/tutorial

proariams were the individuals who provided tutorin§ to students.' As described

in Chapter 3, turfors were asked to Complete three types of data collection

instruments: (1) a Tutor Characteristics questionnaire, in which the tutors

described themselves and their experiences; (2) a Characteristics of Tutored.
%

Students questionnaire, which was completed for each student either in

fall of 1981 or when tutoring began; and (3) a Post-TutortaliSpecial Program

Follow-up, which was completed for each student.qihen tutoring ended or when

the spring datacollection occurred.

There were a number of items on the second and third instruments which served

as pre- and post-measures of academic impact. Tutors were asked to rate each

student in those areas of academic performance which were relevant to the

tutoring. Ratings were made inreading, mathematics, writing, and social

studies, although the focus of.this chapter is primarily on the reading and

mathematics ratingS. Ratings were. made on five-point Likert-type scales,

ranging from "low" to "superior."

Tutors-were also as d to provide pre- and post - ratings for each student on

the variables of seff-confidence, interest in school work, classroom.

attendance, and conduct in school. These variables were rated on a similar

scale as described above. Selected findings concerning self-confidence and

interest in school work are presented in this chapter as well.

The Majoi impact variables (ratings on read ng and.mathematics ) were analyzed

using a very broad range of ect tutor, and stud ea variables. Simple

cross-tabulations and breakdowns were first performed; and then academic

sings were analyzed throughilmultiple -regression techniques. The .purposi o

=



these analyses was to determine which factors were significant predictors -of

tutor ratings of academic impact.

B. Procedures

Data from the Tutor Characteristics and Pre-Post Tutoring Improvement forms

plus selected project level cross-break variables (such as geographies location

of the project, ratio of I:dians to total students,,and geocultural region)

were placed into a common analysis file. This occurred after each of the

separate files had been examined to gain insights into the nature of the

tutoring program and characteristics of tutors. There were 3,528 students for

whom either a pre or post form was available. In terms- of grade:levels, 24

percent were in grade 3 and below, 33 percent in grades 44, 35 percentin
qpik,

grades 7-9, and 7 percent in 'grades 10-12. However, since not allhAtudents

were receiving tutoring in the same subject area, and because pre--and

post-ratings sere unavailable on all students, the impact analyses presented

here are based on considerably fewer cases. That is, analyses ofmathematits

improvement are based on 1,756 students, and those of reading progress are

based on 1,495 students.

Reviewing the patterns of data, it appears that no major= biases-or shifts in

the findings were introduFed by using only those students having pre- and

post-tutor ratings in reldtg_and/or mathematics for analysis purposes. Those

being tutored in any one of four other areas amounted to fewer than

one-quarter (23%) of the students, whereas over_threi-fifths of the students

were being tutored in readiAg and/or math (61% and 70%, respectively). The

pre-distributiOns of tutor ratings of all students in reading (N=1863) and

math (N=2141) were., also examined and compared with the pre-diitributionsof

tutor ratings for those students having both pre- and post-tutor ratings

(N1495 and 1756, respectively). For both subject areas, the distributions of

pre-ratings were extremely similar, differing by no more thin two percentage-

points, and then only in one of five rating:scale positions. eThe

proportion of students in various grade ranges was also quite similar. Thui

no apparent biases were introduced by using those students who-had both sets

of tutor ratings.
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However, the possibility doesof course, remain that the ratings made by

tutors are not fully valid. The tutors were paid by-therPart A projects and

were effectively being asked to rate the result of their own work. thusp some

self-serving response bias mayhave been introduced, although it would, have

required tutors. to coordinate their fall and spring ratings on individual

students. AlSo, it is posSible that the-tingle- item rating scale formats used

were too "global" to indicate the full extent of student improveMent over the

time they received tutoring.'

The major analytic approaches used were frequencies, breakdowns, and multiple

regressions. A series of regressions was performed, fIrSt with a composite

dependent variable which combined the post-test scbres of all rated subject

areas,,and then separate analyses using post-test mathematic and reading

scores as dependent variables., In all regression analyses, the corresponding

academic pre-teSt'measure was forced into the refire lion equation first, to

act as a type of covariate and control for initial levels of. academic

performance. Throughout the regression analyses, pa\rwi-Se rather than

listwise deletion of cases was used in order to maxiTze the number of cases.

C. Findings

Pre-test and Post-test Ratings

Almost three-quarters (74%) of the students overall wer= rated by tutors as

having shown specific academic improvement attributable\to tutoring.- The

basis of assessment included informal observation of daillS, work f52.%) and

improved grades (25%), as well as test scores.. OVer hal
11

-f the gains were

measured by performance on tests of various types, -24% b edon. lassrooM

tests, 13% based on achievement tests; 7% on curriculum-b sed and

post-tests, and 10% on other-pre/post-tests.

Examination of the two distributions of ratings (pre and post) made by the

tutors indicated some overall improvement. The mean rating for r tiding

increased from 2.0 to- 2.5, and the,mean rating for math increased from 2.1

from 2:7. (The standard deviations for each set of ratings were the same,

0.8.) The patterns of pre- .and. post-rating scale shifts in readi g and math

130



contained in Tables .6-1 and 6-2.confirm this improvement. .lust over one-half

(51%) of the students tutored in reading demonstrated academic improvement,

while slightly fewer than half (46%)=remained at the same relative level of

performance. Only a small percentage (3%) declined in relativeacademid

The ratings f -r those tutored-in math were quite similar; 48 percent

improved, 48 percencperformed

declined in performance.

\

Furthermore, most of= he gains registered were made by th©se at the lowest

initial levels of per ormance. kilapsed'over subject areas, almos

three-quarters (71%.) f those initially rated as low- in performance improved,

while only half (53%) of those rated as below average demonstrated'. a/gain in

performance. These d fferential improvements are far greater than could be

oxpected by-a regressi n to the mean effectt''-

at the same relative level, and 4 percent

Similarly; the tutors lso noted improvement in the students',interest in

school work and self-c nfidencC, as presented in TableS 6-3 and 6-4, re-'

spectively. However Pere too-Some regression e fetts'are evident, especially

in the "average" catd ry on the self-confidence pro-measure, somo.,proportion-

of these students being rated as below average on the post-measUre.

1The apparent improvement i ratings is not entirely associat d with program

effectiveness. Part of th improvement is due to "regression towlrd the mean'

statistical artifacts (i.e., low scores tending' to improve and high scores' i

tending to decline, as a pu ely statistjcal phenomenon). This occurs becaus p

the imperfect bivariate cor elations of pre- with post- ratings which exist fori

reading (r" .60), math 57 and the composite index formed across ans._ t

tutored subject areas As a-Tesult°6f thesettestnetest" rrelatior

being fairly/ high, yet subs tially less than 1.00, such'paiterns as the,

following occur, found in-Ta les1-11, and a similar one in Table 6-12:\

al 27 percent of those,ab
either beqoW average

e. 45-percent of the 11
detlined.to average

ve !average on the prereading measure declined to
low 06ir atlea5t'two rating scale points away)

dents rated as sulkeiior on the readin

1
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TABLE

PRE- AND POSTJUTOR RATINIS LIDENTS1 RELATIVE ACADEMIC

LEVELS IN REAM 1i (N-21495)

Pee

Low Below *rage vvvr JELt hu.101101

0., 0.. 16 V I

3 0 .117 9/

LoW** 28% 50; 201

Below average 2 45 50'

Average 1 61 70, 21 2 )11 2 O

. l
Above average 0 1 20 70 3 10

1

Superior 0 0 6 9 46 'III

i
1

Colton Totals N 129 Or 6R 113 12 /106

9% 37 46 8 : ,.,1 ,
i

1-

*All cell percentages are based on the miler of Admits having the correspondirt00 r 14og In that rot,

"Pre' repiresents- the beginning of tutoring for the school year ""Post" when.td4r1Og

spring dottai_collection visit occurred,

**,
For the pourpos ,4f.computing mans, Low .71 and Siorlor z 5,

when the



TABLE 6-2

PRE- AND POST-TUTOR RATINGS OF STUDENTS' RELATIVE ACADEMIC

LEVELS Pi MATH (N21756)

La**

Below average

Average

Above average

Superior

Column Totals N

**

Post

Low Blow Awry; e Avery Superior low Totals*

(L. .._

27% 48%

43

1 6

0

23% 2% 0.5% 373 21

48 6 0.4 857 49

I.

72 20 1 447 26

28 65 71 4

25 0 75 18 1

128 577 037 193 21 1756

7% 33 40 11 . 1 100

*All cell percentages are based on the number of students having ,the corresponding Pre" rating-in that row

**

"Pre" represents the beginiing of tutoring for the school year Post when tutoring ended or when the

spring data collection visit' occurred.

***

For the purpose of computing. means, Low =1 and Superior m 5.
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TABLE 6-3

PRE- AND POST-RATINGS OF TUTORED STUDENTS' INTEREST IN
SCHOOL. WORK AS RATED qy TI EIR TORS

Rating*

Low -----
Below average
Average c

Above,average
High

Mean Ratin

os
_N=1814)

'-27% 10%
47 37
22 45.

3 7

1 1

2.0 '2.5

= Low; 5. High

TABLE 6 -4

- AND POST- RATINGS OF TUTORED STUDENTS' SELF-CONFIDENCE
AS RATECBY THEIR TUTORS,

-Rating*
Pre

(N=77W6)
Post

(030T1)

Weak .7% 3X
Below average 30 22
Average 51 59
Above Average 10 13

Strong 3

Mean -Rating 2.7 2.9
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Factors Associated with Chan es in Ratlal__

In order to investigate the relationship between certain project, tutor, and

student characteristics with changes in tutor ratings of reading and

mathematics,,f6rther analyses of variance of those ratings- were performed.

Raw difference scores were calculated between fall and spring ratings of

performance in reading and mathematics, and the difference scores were used as

dependent v fables in analyses of variance.2 Because the initial scores

ranged fro* to 5, the difference scores had theoretical ranges from -4 to

with positive numbers meaning improvement. The actual distributions of=

difference scores are presented in Table 6-5

TABLE 5 -5

DISTRIBUTION OF 1981-82 SPRING,MINUS FALL DIFFERENCE SCORES
IN READING AND MATHEMATICS

Difference Score_:

-2

1

-1

TOTAL

Mathematics
-(N =7757)

0%

46 48
43 40

7 8u

100% - 100%

2As Ljnn (1979) quite correctly put it, (p. 86): "there is . a fairly

areness that there are problems associated with measurement of

change." Indeed, there have been articles and entire books written about the

topic for the lasX 20 years. The main purpose here for using,this technique was

to assess the overall direction of reading 'and/or math scores over the school

year and to determine if overall shifts in scores were related to program part

cipation. Thus, another of Linn's comments is also relevant in referring to one

, of the often-cited weaknesses of difference scores, low reliabilitles.

Low reliability difference'score is a serious problem where difference_

scores are u19d to-make decisions about individuals. But . for groups,

the reliability problem is :a much less serious concern. Thus, this feature of

difference/Scores, for which -they are most frequently maligned, is not fatal-

flaw within the context of educational evaluation studies. (1979, p. '87)

See also Kanouse et al. (1980, Appendix A) for an application of difference

scores :to; Pred ictlWg-Thdian and other-graduating high school studentS' post=

secondary experiences. a
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Reading difference scores varied based on the location of the project, the

race of the tutor, and the total number of tutoring hours in the year (weeks x

hours per week). Students in urban projects had-lower reading difference

scores (meana.37) than did students in projects on or near reservations (.58),

in other rural areas (.56), or in metropolitan areas (.55) (F=3.48; df=3/1491,

p47.05).

Students-with Indian tutors had higher reading difference scores--(mean=.58)-

han students with non-Indian tutors (.42) (F=11.89,. dfa1/1310Jp.001).

lso, as the total number of tutoring-hours per year increased, the reading

difference score also ;tended to- increase (see Table 6-6).

TABLE 6-6

MEAN READING DIFFERENCE SCORES BY TOTAL HOURS OF TUTORING

Number of Hours of
Tutor in- Year N

Mean Reading Difference
Score -

1-25 --343 .43

26-50_ 304 .
.58

51-99 386 55

100 or more 330

Not given 132 _.58

F!3.63, df=4/- 490, p x.01

Math,differdnce scores were related to the location of the project and the

totainumber-of tutoring hours_per year Students in projects on or near

reservations had higher math difference -score(mean=.61) than did students in

metropolitan (.54), urban(.50), or dther rural areas (.48) (F3.38,--

df=3/1753, pl'c.(15). As shown in.Table6-7, students who had- haftmoderate

amounts of tutoring had higher-math difference scores than did students who

either tad a little or a great deal of tutoring.



6-10

TABLE 6-7

MEAN MATH DIFFERENCE SCORES BY TOTAL HOURS!OF_TUTORING

Number of Hours of
Tutoringlin Year

Mean Reading Difference
Score

1-25, .42

25-po .69

51-99' .53
100 orb more ..47

Not given .50

56, df=4/1752, p.001

Although these differences between groups reached levels of statistical

significance, they failed to explain much of the variation in terms of. reading

and math difference scores. The eta squared valUes for the differences

presented ranged from .0057 to .0148. Multiple'regression_approaches were

thus employed to determine which factors were more strongly related to tutor

ratings of performance in reading and mathematics.

Regression Results

Stepwise Multiple linear regressions were perforied separately on math and=

reading post -test scores, wing as!potential predictors -ebroad'ragge-of±-

variables from the ,CharacteriSticS:ofTptoredStUdentt formilthevre-test.

the Post-Tutorial Follow-up form (the post-test), and the Tutor Characteris

questionnaire alo with selected pr jeCt variables such as location of the\

project, ratio of Indian to total s dents, and geocultural region. In each

regression, thm! pre-test measure (either math or reading.) was forced into-the-

equation first, to control fo4 initial' rating levels. Since the pattern of

results was similar for both math and reading outcomes, only the rIsults for .=!--4

math outcomes are presented below. The math results are,presented because

they were based on more cases, and thus are statistically more reliable.

139
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Three criteria were used to select variabaes,for inclNsion in the prediction

equation. The criteria were: (1) the statistical sign)ficance of the overall

f-ratio for each step in developing the equation; (2) an increase of at least

1 percent of additional explained variation (or Change in R2); and (3) a

beta weight size of at least .1. The use of these criteria reduced the

number of,p -nr'-ictors by more than one-half.

the summary table reflecting the sequence of variables' entry into the

regression equation and what improvement they made to predicting post-test

math performance are presented in able 6-8. As can be seen, it was possible
---,-

to predict post-test not performance quite well; however, the pre -test of math

performance and a post-measure,of interest in school work were the only

variables which increased R2 by more than .05. No tutor or project

variables entered the predication equation. Also surprisingly, the number bf

hours per week of tutoring and number of weeks of tutoring did not enter the

equation.

Predictor
VaHables

TABLE 6-8

STEPWISE MULTIPLE REGRESSION SUMMARY WHEN USING
THE POST-TEST MEASURE IN MATHEMATICS AS A

DEPENDENT VARIABLE .

Pretest math rating

Poit-test rating of interest
schoolwork

Post-test rating of self-
confidence

Change in Beta (Standardized -Simple

.11 Regression Coefficient) Correlation

Tutor rating of overall
academic improvement

Pre- est measure of interest
in school work

-

Multiple R:.70, A=.49, F=2

.329 .439 .574

105 .259 .=508

,024 .217 --515

-.024 .164 .g$7,

.010 .360

Erstoralgirr Assoc-IA=0i. tivi
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The negative standardized regression coefficient associated with the pre-test

measure of int _st in school wo an artifact, caused by a high correla-

tion with the p st-test me:- of inte st.. The high correlation (.673) of

these two items- meant that whichever entered the regression equation first

would mask the effects of the other item. A similar situation affected the

post-test ratings of interest in school and self -confidence, which were also

highly correlated (.663). In fact, in the regression of post-test reading

measurescores, the poshest measure of self-confidence entered the equation right

after the pre-test of reading, and thus accounted for 10.9% of-the variance,

whirti the post-test of interest in schdol work_ accounted for only an

additional .73% of variance.3

The failure of measures of intensity of tutoring to enter the regression

equations was very surprising. The simple correlati--s between post-test math

ratings and hours per week of tutoring and number of weks in the program were

.152 and .090, respectively. These results show, the -efore, that although the

amount of tutoring is related to outcome ratings, o er-factors are

considerably more important in explaining those ra ngs.

Ammar

Individual _.who tutored students- reported that approximately three - quarters

those tutored had improved their academic performances as a iresult of the

tutoring. When tutors gave fait and spring ratings of PerforminCe in reading::,

and mathematics,-half of the students rated -in each subject were -given higher

ratings in: the spring than-in:the fall, and almost:ell o'`t1te. remaining

studentswere-given the same rating.' Almost threequarters'-quarters
/ .

.

given the loweit rating in the.fall were, given.- higher.ritings 10-the $0.164,-

indicating that-Ahose.most in .need,badjmen improve- their

academic .-performances.

3The colloquial term bouncing-beta* has b s d

tolndicate a variables :tendency to lie:as

dates-and hea substintielivimbrer predic
'draim; from the same pooltration

in the statistical litera-
ong predict in one setJi

variable in another sample
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CHAPTER RATINGS OF PROJECT-RELATED ACADEMIC GAINS

Y PARENTS, TEACHERS, AND STAFF

G. Mike Charleston

A. Introduction

A part of the evaluation of the impact of.Die Part A Entitlemett Program,

a were collected on -the academic gains of Indian students as assessed by

teachers of the Indian students, project staff, and parents of Indian

students. The data were collected by survey items which asked hoW-Much the

project had helped to improve student performance in- reading- language arts,

and mathematics, and how much the project had helped to Improve student

grades. The same scale of 1 (No impact), 2 (A little impact); 3 (Some

impact), and 4 (A great deal of impact),was used in all items. The scores on

reading and language arts were combined to produce an overall language arts

score. For analytic purpoA4, the'scale was .assumed to be an interval scale.

There were three respondent groups:. regular classroom teachers of Indian

students, parents, and staff of the project. The teachers and staff were

asked to assess the'impact of the project on language arts (including reading

and mathematics. Additionally, teachers were asked to assess the impact on

student grades. Parents were asked about th,' pro acts' impact on graAes.

/

The impact measures were analyzed by proje9t location and amount of effort-

spent on.basic skills (instruction in langiage arts and mathematics). Thine

projects formally spending effort to improye,performance in basic skills, were

compared with projects reporting no hours of effort op basicskIlls. Trojects

were also categorized by the ratings,of leVelef*impact on:studentgrades,

The projects in each category of imptcton'grades weeecompared,on the amount

Of effort:spent on basic skills and other academic instructioni.

B._ Procedures-

Data were provided by resp ndents.in each Project about the impact of their

projects .on Indian student academic, performance.- The responses of teachers,
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staff, and parents were averaged within each project to provide a mean rating--

per project from each of the three respondent groups. Additional information

concerning the extent of effort nded by the project was merged with the

impact measures.,

The Statistical Analysis. System (SAS)-Summary procedure was OtedtOcalculate

the means of various classification variables. The relationships among

variables were assessed through the use-of the SAS General Linear, Model and

Correlation procedures. The means of

graphed by computer to illustrate he

There were 101 projectsof projects.

analyses.

C. Finding

the classification'variableS-were

relationships among the tjaiSificationi-

in the sample with valid dA4 for these

Analysis of Academic Impact b Location

The ratings of teachers, staff and parents with respect to academic gains

first were analyzed by location of the school district. These were four

location groups: on or near reservation, other rural, urban, and metropolitan.

The projects' impact on performance of Indian students in mathemiti s was

reported by teachers of Indian students and by staff members of the Part A

projects. Overall, the classroom teachers in the 101 projects rated the

project impact on mathematics at 2.8 on the scale of 1 to 4. The project

staff rated the impact 2.8 also, The ratings of teachers and staff varied

somewhat by location type. Figure 7-1 illustrates-these differences. In

urban projects, both the teachers and the staff rated the impact on

mathematics lower than in other-types of locations. The teachers and staff in

other rural locations gave the highest ratings,.at 3.0, some impact. The

'--difference between urban and other rural projects was statistically

significant at the p c.05 level.

Both teachers and staff reported relatively high levels of impact of,the

projects on language arts (iiicluding:reading) perfo&snce:.of Indian students:

The teechersratedAheOtojecttatL.2.-9, on ihe average, while the staff eatecL_
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the projects at 3.0. The ratings of the two groups tended to be close 10 all

locations as show in Figure 7 -2. The urban respondents rated the projeCts

slightly lower than those in other locations, although there were no

statistically significant differences.

Project impact in terms of grades was reported by teachers and parents. On

the average the teachers and the parents both rated the impact on/grades at
./

2.8. A breakdown of these ratings by project location appears in Table 7=1.

TABLE 7-1

MEAN RATINGS OF IMPACT ON GRADES BY PROJECT LOCATION
N=101 projects) /

Location N ,Teachers' Parents

On or near reservations 38 2.84:7 - 2.96

Other rural 29 3.01 2.79

Urbin

Metropolitan

F(LOcation)=4.20, df=--

13 2.57 2:81

21 2.58 2.52

The ana y et-by location show that projects in metropolitan locations haO the:
4

lower rating's in terms of imoAceon grades,/significantlklower than projects:

on near reservations or in-othc rural loCations. Protects in urban:

_cations received intermediate rat_ parents rating-them near

average, while teachers rated them we_I below a age.,-

Malysis-_ofmpact byviiours of-P eft Effort oO Bas c Skills_

The projects .va ed in-thenumber of hoUrs of -t'per :student .per year

whiChthey-Spent on special-nstrUCtional- actvi ies in:baslcSkilis(languagel

arts and mathema_,ics). Table 742 shows the Ols button of projects by hours

of-e-efok on basic
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TABLE -7-2

DISTRIBUTION OF PROJECTS BY HOURS OF EFFORT t N BASIC SKILLS

Hours of Effort Number of
on Basic Skills , Projects.

-a-Hours (reference group) 26-
1 to 20 hours 2

21 to 40_hours 11

41 to 80 hours 13

81 to 160 hours 29
160 or more hours 20
Total projects -NT=

Of the 101 projects. from which data were available, 26% spent zero hours-on.

spedlal instruction in language arts and mathematics. These projects served

as a reference group for comparisons with the 74% (N.75) of the projects

'expendingeffort on instruction in basic skills. These comparisons permitted
A,

an analysis of the relationkhip between increases in hours of effort on basic.

skills and the ratings by the various respondent groups assessing the imOTIcts

of the projects.

The ratings of project impact on Indian student performance in mathematics

broken down by hours of effort are shown in Table 7-3.

TABLE 7-3
PROJECT IMPACT ON MATHEMATICS BY HOURS OF EFFORT IN BASIC SKILLS

(N=101 projects)

Hours Effort* Teachers
Project
Staff

0 1.96

1 - 20 3.21 2.00.

21 - 40 2.62 3.36'

41 - 80 2.85 3.37
81. - 160 2.90 3.14

161 or more 2.96 3-.04

F(Hours of effort ZEI.80, df=5/ 90, p <-001.

The data indicate that ratings on matnemAtics in projects expending effo

basic skills instruction were higher than ratings in the reference group.

4 7



7-7

number of hours expended, however, was not related tithe ratings of impacton

4nethematics. It should be noted that the means in group with 1-20-hoU;

basic skills instruction were relatively unstable, because that group

contained only two projects.

The ratings of -project impact on language arts (in luding reading) broken down

by hours of effort in basic skills are pr=esented. in Table 7-4; Ratings for

projects which devoted zero hours per student per year to basic skills

instruction tended to be rower than for projects which devoted at least some

hours to such instruction. There were no statistically significant

differences- between groups, however, and there was no clear pattern of

relationship between the number of hours of 'effort devoted to basic skills and

the ratings of impact on language arts.

TABLE 7 =4
PROJECT IMPACT ON LANGUAGE ARTS BY HOURS OF EFFORT IN BASIC SKILLS

N=101 projects)

flours of Effort* Teachers
Project
Staff

0 2.54-
1 - 20, 3.25 2.25

21 - 40 2.80 3.43
41 - 80 2.89. 3.35
81:-.160 2.97 3.06
161 or more 2.89-, 2.96

*The number of projects in each category is presented in Table 7-2.

leachers and parents rated the.impactof projects on-improving grades of

Indian students (see Table 7-5). The'ratings of.both teachers and pdrents

were extremely close. ',Both groups of respondents in projects expending effort

on basic, skills instruction tended to rate their projects higher than the

respondents in the reference group. There was no clear pattern of

relationship, however, between the number qt hours of effort devoted to basic
.

skills and ratings of 'Impact on grades.

148
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TABLE 7-5

PROJECT IMPACT ON GRADES BY HOURS OF EFFORT IN BASIC SKILLS
(N=101 projects)

Hours of Effort* Teachers Parents

0 2.53 2.58
1 - 20 3.21 2.91

21 - 40 ,2.75 2.72

41 - 80 2.91 2.90
81 - 160 2.89 2.84

161 or more 2.92 3.00

F(Hours of effort ) =3.00, df=5/190, p 44: .05
*The number of projects in'each category is presented i Table 7-2.

leVel of Impact -on Grades by Hours of Project Effort on Basic Skill- and Other

Academic Components

The projects reported the average number of hours of effort spent per student

per year for the components of basic skills math and language arts) instruc-

tion and instruction in other academic areas. The ratings were analyzed to

compare the extent of effort expended on these two components by level of

,reported impact on grades. The pro ects mere categorized by rounding their,

mean impact ratings on grades by the respondent lroups to integers. The

number of projects in each reported level of impact is presented in Table 7-6.

TABLE 7 -6

DISTRIBUTION OF PROJECTS BY REPORTED LEVEL OF IMPACT ON GRADES
(N=101 projects)

Level, of Impact*

No Impact
A little
Some
A great deal

TOTALS.

Categorized Mean ,Project Ratings As Reported 6v
Teachers Parents

4
16
71

"10

4
17

72

8

*The number of Projects- irreach category. is presented in Table 7-2.
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The average number of hours per component were then calculated over all 101

projects and graphed to serve as reference points for the comparisons. As

shown in Figure 7-3, the projects rated at no impact on Indian student grades'

by teachers had a mean of 21 hours of effort expended in basic skills

instruction and in instruction in other academic areas. Projects rated by the

teachers as having a little impact had a higher number of hours-0' effort in ._,

basic skills.than projects rated at no impact, but they had fewer hours of

instruction in other academic areas. Projects rated at some impact on grades

and,a great deal of impact had increasingly larger numbers of hours of effort

expended in both basic skills instruction and instruction in other areas. The

correlations between mean teacher. ratings of impact on grades and hours of

effort on basic skills and other academic areas were .23 (p '4: .05) and .12,

respectively.

The projects which were rated as having no impact on Indian student grades by

parents had a mean of 23 hours of effort in basic skills instruction and a

mean of zero hours for instruction in other academic areas (see Figure 7 -4).

The parent ratings tended to increase as the number of hours of instruction in

basic skills and other academic areas increased. ±lowever, the projects rated

by parents at a great deal of impact on grades had fewer hours of instruction

in other academic areas than the projects .rated at some impact. The parent

ratings apparently reflected:the increase in effort in basic skills-

instruction rather than dhanges in'hours of effort in other academic areas.

The correlations between Meaq parent ratings of impact on grades and hours of

effort on basic skills and other academic areas were both .16.

D. Summar4

The overall ratings-Of Title, IV, Part A project impact on academic gains as

reported by teachers, staff,\and parents were relatively high for,all.

measures. The-distribution o'f ratings for the 101 projects show that most

projects were rated as havingkpome impact on grades, mathematics, and language

arts skills. The impact 6dasures varied somewhat by the location of the

project. In general, urban projects were rated lower than the other location

types on impact on improving student,performance in mathematics and language

/arts.

150
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The projects expending effort to improve math and language arts were rated

higher than were projects which expended no hours of effort for these,

purposei. The number of hours expended, however, was not consistently _related

to ratings of project impact on mathematics and language arts. The number of

hours spent on instruction-in math and language arts and other academic areas

was somewhat related to ratings of impact on. grades.
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CHAPTER 8: RATINGS BY -STUDENTS Ca F THEIR OJECT-RELATED ACADEMIC GAINS__

Mik Charlastcn

A. n roduc _on

The Part A impadt study collected data from Indian students in grades 7 to 12

on the extent to which theTitTe IV-, Part A project in their sc=hool districts

had contributed to their learning i n (1) mathematics and (2) rcat1ading or

language arts. Thestudents,were asked to rate holmit=h they had-

learned from the project teacher tutor who taught eache:thatt two

subjects.- The students responded 041 a scale of 1 to 5 on whirl 1 indicated

that they had learned nothing at al I and S indicated that they had learned

very much. The students could also-- indicate that they did not have a Part A

projedt tutor or teacher during theme year.

The data collected from thiiecondaL y students provided amansr. of assessing

the impact of Part A academic instr action in reading anduth firlon the

viewpoint of the students receiving the instruction. Thestudeminttmpact

ratings Were analyzed by location 'ooh the school district andhowurs of project

effort on r=iling and math. They wire also compared with the inipact ratings

of teachers and staff on gains in r.ieading and math in theme school

district. Thus, the impact of Part A on academic gains add boe considered

-from the distinct viewpoints of sta.dents, teachers, and staff.

The students were grouped by the le-Awel of their raitirsgs for addlitional

analyses. For the varioupvels evir the student ratings,'the'ft_yeraee numbers
.

of, hours of effort to readimigtand math performanceerid: 'performance in,improve7

ottier academic areas were compared, Also,-the extent to, which lthe,Students

Attributed learning to other source (reading and math teacher= , other /

Classroom teachers, other tutors) WNQMS compared with the amount of learning

attributed to Part A teachers or tumors.

.`
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B. Procedures

Data were provided Iv secondary school (grades 7-- 2) Indian studen-ts in each

project 'participating in the Part A impact study.. The unit of analysis was a

secondary school Indian student. The data were merged with data from teacher

and, staff survey instruments, as well as data concerning specific project

c ecteristics. In some of the analyses, the rempomses of the students were

averaged within analytic. categories using the Stamtistkal Analysis System

(SAS) procedure Summary. The SAS General Linear Model was used to test

differences between groups. In all of the analyes, the scale of she ratings

was shifted from a 1' to 5 scale to a 0 to 4 scale?. The shift simply allOwed 0

rather than 1 to equal the rating of Nothing at at1

The analyses used various numbers of cases- Analyses involving only stuclikt

data could be performed on more cases than could analyses that included

projeCt, teacher, or staff data.

Findings

'Extent of eerning Math_ and Reading A- dibute by Students to art A

The students rated the extent _to which Part A corititriblJted to ,what they' had

learned during the year in math and in reading. tai' the students ohao

responded, 954 rated the impact on math and 1,T184 rated the impact on

reading. Table 8-1 illustrates the percentage OF students in eacti subject

area who rated the Part A project at each level f"-romi0 'leaning to, 4 i very.

much. Overall, the students rated the projects r-elativeiy high in impact for

both math and reading.

Student m act Ra in s b Location of the School.. District'

The student ratings of the impact on math and reamodirig varied by ttie location

of school diStrict (see Table 8 -2), The highest ratings were given 'by,

students in rural (non-reservation schools, who rated the .impact own both math

and reading equally high. The students in the urSpan schools rated -the.Impact-.
.on reading considerably lower than.did students arit other 14catiOn5.



TABLE 81-1

STLIDEMT RATINGS OF PROJECT IMPACT ON MATM AND READING

Rat
tithing)

3
4 (Very Much )

Tata 1

Math

(N.954)
9%

9

24

29

29

Mean Rating

131siiria
N11084)

6%

11

24

32-

27

TABLE 8,2

MEAN STLOENT- MATH AND READING IMPACT RATINGS, BY EOGRAPI-IIC LOCATION

(Scale: Nothing At All ft 0, Very Mu=h = 4)

Location

On or near reservat ion
1_ Other ru-r- al

Urban

Metropoli tan

Math*

2.86
2.44
2.66

.Rga514 .**

(13i1084)
2.55
2.83
2.30
2.61

*F = 4.70, df 3r-95o, p 4. -01
**F = 4.05, df 37-1080, p .e 01

.

4

Student 4n ut t ngs by uld Mathesn is

The students rePwonding to the survey items otten ed s chools which had Par--t A
,

projects that varied in the number of hours of effor- expended per studerm-st per

year? on improvirmg student performance in reading and math, Of the 739

students with veeklid data 16% were in projects that reported zero hours ca=-3f

effort on improves- ng reading and math performance as forhial component 0 the

project, and 84= (were in schools that reported forma. effort to improve

reading,and macho' performance. The students in proje=ts which reported Zro

ho
I
urs of formai effort wer-e used as a reference groups for Caparison viiihr,

/projects expendt% ng various levels of effort. Even ire projects where them -e was

156'
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no formal tutoring in reading and math, many students did receive infor

asiistarle- so the r=eference group could not be considered a "nct, treatniferitf

roup.

The studemts in the reference group rated the projects relatiVelAly high irt

impact onas their learning in both math and reading (2.4 in math end 2.6 1,4,

reading), even though they were- in projects -that focused on areetas other than

reading amtnd math (see Figure 8-I). Asa result of other efforts a; by the5qe

vrojects, there was perceived impact in reading Omath from il'mrle viewDoiMof

the studeamnts involved.

There were only eight students frqm projects that reported betweamen 1 acid

hours of effort per student per year on reading and math. The fiery sm4I-
,

number 01 students in thj.s classification produced'unstable, Mear-,s for to
student r---ati no, and the results frdm this group ;hi-ould not be fiver

interpreted.

The mean ratings of students in projects formally expending effort on

improving reading and math were slightly higher,than the rating of sttidtnts

in the rf-erence group for both math and readi, (with the excem:btion of the

unstable means discussed above). Within projects expending forreanal, effort;the

ratings .0vere very similar across projects with differing hoursf effort
expended Projects expending 160 or more hours of effort we e'r---ated at We

the same level as projects expending 21 to 40 hours of fort
N.\

The teacr7ners and Part A project staff at the schools Were asked to, rate tha

impact of the Pet A ,projects on academic gains of Indian studets:jrir rea0v:
and math during the school year. These ratings were _reported.er-re -,a. Scale of

to 4, wilith 1 representing no impact and 4 repreaMating a-grealgt deal Of

impact. The scale of impact used.-by the teachers and staff difilifered fI'Orti*

scale usemed by the studehts only by the absenCe of a central '5c4ortre Oosiiiqofer

the teacher= and staff scale. A comparison of theratings_of'theam teachervi

staff, ;meld students is preiented-in Figure 8 2 for project imparr.t on meth 40

In Figures for project impact on reading./
A 0.1
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FIGURE 8-2
7

MEATS' RATING FOR .,MATH BY

TEACHER STIF REPORTED IMPACT:



STUDENTS RATING OF READING BY

TEACHER & STAFF REPORTED IMPACT

oatiopiitc

LEARNING ATTRIBUTED TO PIOJECT
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Overall, the teacnr ratings of project impact on math averaged 3.1 on the

scale of 1 to 4. 17-he-staff ratings averaged 3.2. For those students who-

rated the impact of" the project on their math learning at 0 (nothing), the

mean rating of teat=hers in the projects of those students was 2.9 and the mean

rating of staff waste 3.2. The impact ratings of the teachers were below

average, while the ratings of the staff were at their aver4ge for projects in

WO the students reported no impact on their learning. As the level of the

student reports of impact increased,. the level of the teacher reports of

*act also increaemaed at a gradual rate. The level of the staff reports of

impact was fairly c=onsistent for all levels of studenf-reported impact. For

project impact on meth, the student and teacher reports tended to agree to a

greater extent than =1 student and staff reports.

Overall, the teacheaer ratings of project impact on reading averaged 2.9 on the

scale!' of 1 to 4. he staff ratings' averaged 3.1 on the same scale. -For

students who rated the impact of the projects on their learning in reading-at

Crmthing), the mean ratings of both teachers and staff in the projects of

those students Was Tightly lower than their respectiim average ratings. As

the level of the styudent report of impact increased from.1 to 4, teacher

Fitings remaineeremelatively stable, while staff ratings increased slightly.

The comparisons of the - ratings of teachers, staff, and students showed a

relatively weak posaiitive relationship between the ratings of teachers and

gaff and those of the students in tn:same projects.:- The lack 'of strong

relationships may heave been-due to the fact that students were rating their,-

monal_ experiencemes, while teachers and staff members'were rating

project -wide effect=s.

Nrs o fort'b_'Student Re .o m'act _Levels

The projects exPeockled various amounts of effort in read ngand math

instruction. and in instru ion in other- acad c areas. The extent of effort

initiese two componmeents w s compared - across- the five levels,of 'impact reported.'

by, the studentifor-- math ea -igure8-4) and for reading learning

(Figure 8-5). The averagenumber- of houi.i of effort per studenf.per year for

eadcomponent.wa$ calculated end plotted on the graph as A reference point.

16
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STUDENTS REPORT OF -IMPACT ON

READING BY HOURS OF EFFORT
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The averages vary for the two graphs because the graphs represent two

different groups of students.

r

The students reporting on the impact of the project on their math learning

were in projects that, On the average, had spent 114 hours per student per

year on reading and math and 76 hours on other academic areas. As the impact

ratings by these students increased, the number of hours of effort in reading

and math tended to increase. The number of hours of effort in other academic

areas.tended to increase to a high at the student rating of Z, the central

score, and then decline with continued higher student ratings.

The students reporting on-the impact of the project on their learning in

reading were in projects that had spent an average of 112 hours on reading and

math efforts and in average of 103 hours on other academic areas. For these

students, increases in their ratings of project impact on their learning in

reading reflected increased hours of effort in other academic areas better

than project effort in reading and math.

Comparison_ of Learning Attributed to the Title IV Project with Learning

Attributed to Other Sources

The students were also asked to rate the extent of their learning in math and

reading which was contributed by sources other than Part A teachers and

tutors. litither sources were regplar math or reading teachers, other

Classroom teachers, and non -Part A tutors. The ratings of these other sources

in comparison to Part A ratings are presented in Table 13-3.' The table shows

that those students who had Part A teachers or tutors rated their impact on

math and reading as approximately equal to the impact of regular,classroom

teachers.

164
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TABLE 8-3

MEAN RATINGS OF INSTRUCTOR EFFECTIVENESS
(Scale: Nothing At All = 0, Very Much = 4

Rath Readingand7Langyav Arts
Source of Learning Respondents Mean Respondents Mean

Reading or math teacher 1,638 2.48 1,748 2.78
Other classroom teacher 1,672 2.69 4§P3 2.4S

Part A teacher or tutor 954 2.59
_

1,084 2.63

Other teacher or tutor 1,523 2.35 1,456 2.26

D. 1.111112.EY

Secondary grade-level Indian students rated the impact of. he Part A projects

on their learning in math and reading and English language arts at a rela-

tively'high level. The majority of the students rated the projects above the

central score both in impact on math and in impact on reading.- These ratings

were approxiMatelythe same asthe ratings they gave to their regular English

and math teachers. Students in rural, non - reservation schools gave the

highest ratings

Students rated projects moderately high in impact even when the pmject had

not formally expended effort for the purpose of improving reading and math

performance. However, the students in projects that did formally expend

effort on reading and math tutoring rated their projects-slightly higher in

impact than did students in the projects where formal .tutoring efforts were

not provided. The ratings by the students were not strongly'related to the

ratings by the teachers and staff in the same projects.

The ratings by students of project impact on their math learning tended to

increase as the Number of project hours of effort spent on reading and math

increased. Student ratings of impact on their learningin.reading.wert

positively related to the extent of effort expended on academic-areas other

than reading and math.

, 160
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The student ratings are somewhat difficult to interpret, because they are not

strongly related either to the extent of project efforts or to teacher or

staff ratings. The results could therefore be attributed to general positive

feelings concerning the project. However, the fact that ratings of Part A

tutors were as high as those given to regular math and English teachers,

whereas ratings of non -Part A tutors were lower, does suggest that students

believe that Part A projects are having positive-impacts.

DAN ASSOC
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CHAPTER 9: SUMMARY AND CONCLUSIONS CONCERNING ACADEMIC

PERFORMANCE OF INDIAN STUDENTS IN PART A

PROJECTS IN PUBLIC SCHOOLS

Paul Hopstock

In the preceding seven thapters, a large number of findings concerning the

academic performance of Indianstudentt has been presented. In- this thapter, a

summary of those findings is preseht-ed;-Vrd-ZMFArtempt-Is-made-to-draw---

conclusions concerning the academic performance levels of India udents, and

the impact of Part A project on those performance levels.

In reviewing the findings and conclusions, it should be ke _n mind that,

although theDevelopment Associates evaluation did,collect-a fair amount

concerning the academic performance of Indian students, the evaluation hay as its

focus a broader concept of impact of Part A project than woUldbe provided

through simple pre and post measures of academic achievement. Part A project are

designed to meet the academic, - cultural, and other personal needs-of Indian

students, so an overemphasis on academic achievement scores or ratings would fail,

to acknowledge breadth of Part A project objectives.

Summaly of Findings

Existing data on the academic achievement levels of Indian students present, a

very complicated pictUre. A meta- analysis of studies using standardized

achievement. tests in reading and mathematics. showes that among the Indian
4-

students tested, test. scores. were higher in the decades of 1950s and 1980s than

in the 1960s and 1970s. In all cases, however, the data show-the scores of

Indian studentSto be below national means. --The explanation for the differences

in test stores within deaades is almost certainly based on the nature of the

sample groups tested, but the data in all cases illustrate the special academic

needs of Indian students.

. -

In response to their students' academk needs, the Development Associates

evaluation shows, approximately BO% of all Title IV,. Part A projects provided
.._ , .

some form of-tutorial or specidl academic assistance services. Almost all
, ,
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academic programs were designed to supplement classroom activities rather than to

replace a part of the regular school program. Programs were generally held in

school during school hours, and were designed to facil4tate regular classroom

instruction.

Tutoring was most-frequently provided in the subject areas of mathematics (90% of

projects with some tutoring) and reading (895) /. Tutoring was relatively intense,

with a tYPical student attending four sessions a week through most of the school

year.

Most tutors were adult, female_ (84%), and Indian (67%). Almost all project

paid tutors. A majority (57%) providedtraining for tutors in su areas as

subject matter content, cultural sensitivity, teaching techniques, and use of

tutoring materials. Among the students who were tutored, two-thirds were rated

as low or below average in reading and mathematics. Tutored students were rated

as average in school conduct, but lower than average in self-confidence and

interest in school.

An examination of -the achievement test Scores of Indian students at Part A

project sites in spring 1981 indicated that their reading and math scores-were,

on the average, one-third of a standard deviation below the population mean.

AchieveMent test scores were not strongly or consistently related to measures of

Part A'project contact or to the extent of Part A activities to improve reading

. or mathematics performance. Achievement test scores were positively related to a

measure of student academic self-concept.

When Part A projec staff were asked in an open-ended fashion whether they

believed that their project were having a positive impact on student academic

achierooent, res ondents in almost three-quarters of the project answered

affirmatively. In support of their conclusions, respondents cited such evidence

as test results, classroom grades, awards'and honors, and changes in classroom

assignments.

Ratings by Part A project tutors supported the conclusions of the project staff.

Tutor ratings or-individual students indicated that approximately 75% of students

were rated to have improved their acadeMic performance-as a'eesultof tutoring.
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Tutors rated students' math and reading performances in both in the fall and the

spring, and in half of the cases in each subject, performance ratings. had

improved; in only 4% of cases had performance ratings worsened. Performance

rating gains were particularly likely among those students-who-had the lowest

initial ratings_

Ratings by Part A project staff, teachers, and parents indicate that projects

have had some impact on students' performances in language arts and mathematics,

and on student grades. Ratings were generally lower in urban project than in

project in other locationS. Those project devoting formal project hours to

improving math and language arts skills were rated more positively than project

that did not devote formal efforts, but.the number of hours of- effort was not

consistently related to parent, teacher, and_staff ratings.

Secondary -level Indian students also gave relatively high ratings of the imapct

of Part A project on their performances in math and reading. Project tutors we e-

rated as having as much impact on math and reading as their regular math and

English teachers. Moderately high ratings were given, however, even in those

project which said they did not devote formal efforts to improve reading and

mathematics, so the student ratings may simply reflect positive feelings about

Part A project in general.

Conclusions

The results of the Development Associates evaluation and other studies have

underscored the academic needsrof Indian students. Indian student samples have

consistently fallen below the means on standardized achievement tests, although

the pattern of such scores. appears to have varied. across decades.

Most Title IV, Part A project include a formal component to improve the academic

performance Of Indian studentS. The Development Associates evaluation did not
\

provide definitive. evidence that Part A project have improved pndian student

academic performanCe. Achievment. testscores were not found to be strongly

related to programiparticipation,by students or the extent of academic

programming.by project.

i6
D FIKENT AS80Tze.
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The nature of almost all Part A programs is supplementary, however, and their

impacts, therefore,,should be expected to be limited in size and focusedtom

subpopulations of Indiastudents. Thus, analyses of student achievement test
--r

results, either of all-,ndian students or even of only those engaged in Part A.

activities, are likely to be too gross measures on which to base-judgments of

project effectiveness.

Individuals with knowledge of Part A project (project staff, tutors, classroom

teachers, parents, and students) believe that Part A project have had atleast

some impact. The ratings of these sources could be questioned on an item-by-item

basis, but the cumulative effect of generally positive ratings leads to the

cc that academic impact is occurring.. The positive ratings of

di- .

Arested parties such as classroom teachers are particularly meaningful.

Alto, as shown in Chapter 5, staff members in most project which reported

academic gains were able tocite specific evidence to support their conclusions.

The data also zuggest that if academic impact is occurring, the major

beneficiaries_ are those with low initial levels of pei'formance. Given the

--limited Par A resources, it would appear that this emphasis on assisting low

achievers is warranted.



PART PUBLIC SCHOOL ATTENDANCE AND RETENTION

The need for more precise data on trends in Indian student attendance and

retention has been expressed by a number of different parties, in both Congress

and the general education community. Such information is needed to determine the

nature of the problems that exist in this area, and what the Title IV, Part A

Program has done to improve the situation. To address these concerns, a number

of different types of data on attendance and retention were collected and

analyzed: school and district attendance figures; dropout rates across the nation

and at the sites visited for the study; and ratingi:from parents, teachers, and

project staff, of the role of local Title IV, Part A projects in improving

attendance and decreasing school dropouts. What follows is a presentation of the

findings.

In the area of student attendance, school and district attendance figures alone

are generally taken to be the primary source of data for assessment. However, as

discussed in Chapter 1 of this report, a number of difficulties are associated

with the use of such: the difficulty of collecting longitudinal attendance data

for students who move from one school to another; the failure to compensate for

late admission or transfer; and the failure to differentiate, with consistency,

absences and tardies. In the area of student retenti-On, shifts over time in the

overall dropout rate are usually seen s the main indicator of program impact.

However, these data are problematic well: Operational definitions for a drop-

out used by school districts vary, s do those reported in the literature by

researchers and national agencies. The data problems are especially acute for.

mobile groups such as Indians, especially those living in areas with BIA and

Mission schools as well as local public schools they might readily attend. These

data sources have therefore been supplemented with other types of data to provide

a comprehensive picture of thesproblems with I4lan student attendance and

dropout and a through assessment of the impact of the Title IV; Part A projects.

Each of the following chapters addresses the subjects of Indian student

attendance and retention from a specific perspective.' In Chapter-10v the results

of longitudinal analyses of .dada for Indian student attendance over the four year

period from 1976 -80 are presented. Included are comparisons of Indian student



attendance data with known and estimated national data and comparisons between

data for subgroups of Indian students and the overall Indian studint population;

breakdowns of the Indian student attendance data by a series of variables,

including geovphic and geocultural regions, elementary and secondary/grade

groups, grade level, and sex; an analysis of the 1980 Indian student attendance

data in terms of standardized math and reading scores for a portion of the

students; and an examination of the 1980 attendance data in terms of Indian

parents' general satisfaction with the Indian project and their perception of

school personnel sensivity. Chapter 11 presents the analyses of teacher, project

staff, and parent ratings of project impact on student attendance. Chapter 12

focuses on the subject of Indian student retention, incorporating a literature

review and an analysis of the Indian student dropout rates, over the past decade,

at public schools receiving Title IV, Part A funds. The results of direct Title

IV, Part A project involvement in reducing dropout, and project staff, teachers'

and parent committee ratings of the role which these projects have player l in /

improving Indian student retention, are presented. Chapter 13 summarizes these

-findings, and establishes the study's conclusions regarding the Title IV, Part A

impact on Indian student attendance and retention.
4
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CHAPTER 10: ANALYSES OF LONGITUDINAL ATTENDANCE DATA

G. Mike Charleston

A. Introduction

The Part A impact study collected data on th3 attendance of Indian students in

school districts having Part A Indian education projects. 'The school dis-

tricts were requested to supply the, attendance and gradeslevel data on Indian

students for the sdhool years 1977-78 through 1981-82. Data were provided by

the districts at different pointS of time during 1981. Therefore, the last
.

full school year for which attendance data were available was 1980-81. The

longitudinal analyses of attendance data thus used the reported attendance

data for the years 1977-78 through 1980-81.

The longitudinal analyses examined trends in attendance. of Indian students

over the four years. The mean attendance of the Indian students was compared

with known-and estimated national attendance data. The-mean attendances of

various subgroups of Indian students were analyzed for trends over the four

years and compared with the overall Indian mean days of attendance trend. The

Indian student attendance trends were analyzed by:

Geographic and gbocultural region;
Elementary and secondary grade group;
Grade level of students;
Location type of school district;
Population density of Indians in the school di
School district size;
Sex of the student;
Socioeconomic status of the student;
Hours of project effort per student per year in improving attendance; and
Proportion of the effort expended by the project during the school day to
improve attendance.

In addition, the 1980 -81 attendance of the Indian students was analyzed in

relation to the Spring.i9 1 standardiled math and reading test scores

available fora portion o the students. The 1980-811 attendance was also

1For convenience, in the remainder of this chapter school years will-be -

referred to by the calendar year In,which they began (i.e. 1980-81 willbe
referred to as 1980).



10-2

analyzed using the Indian parents'. general satisfaction with the Indian

,---project and the Indian parents' perception of school personnel sensitivity

toward Indians.

B. Procedures

The study sample of students was constructed by taking a probability sample of

the Indian students in grades 4-12 who were- enrolledin the 115 school

districts visitid, and who attended schools and grades within those schools

where Part A project activities were available. The 13,737 included in the

sample were those who filled out questionnairei during the fall 1981 visit to

each school district. Attendance data were sought only for those students,

since some of the analyses involved determining relationships between .student

`questionnaire items and attendance levels. Of the 13,737 students who filled

out fall questionnaires, attendance data for at least one year were obtained

for 8,376 students (61% of those who filled out questionnaires).
2

Since objective attendanc,At a were available for only a "subset" (61%) of

the students who filled out queStionnaires,:the data bases used for the

attendanCe analyses were reviewed to determine whether attendance levels in

the subset of students varied from the total student sample. Three data bases

were examined in this regard:

2Districtlevel and stodent-level factors were about equally associated with-

the unavailabilttrbOf attendante data Attendance data were simply unavailable

in 17 of the 115 school diStricts included in.the sample, which included 2,473

students who filled out questionnaires. Attendance data were not ..obtained in

these districts because the data 11) could not,be released without violating

school district poliCies concerning confidentiality; (2) were inaccessible or

impractical to retrieve (e.g., records were kept in individual student files by

the student's teacher, often in several_ schools); (3). had been destroyed due-to-:

fire; or (4) on indtvidual students for past years were not retained (i.e., only

aggregated data were available). Attendance-data- were unavailable, for the.re-

matning 2,888 students who filled out questionnaires because; (1) individual

student records were missing or hadlbeen misplaced or (2).students had' traht--

,ferred or moved out of the school district. .

174
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(1) Fall.C9-stionnaireFile: Includes program participotion, attitudinal and

related information based on responses to the Fall 1981 Stud"

uestionnaire by 13,337 students.

(2) Complete Attendance File: Includei available attendance, grade level, and-

school district background size, location, etc.) data obtained from

school records for 8,376 Indian/Alaska Native students for:the school

years from 1977-78 to-1981-82. These students are a subset of the 13,337

who filled out fall questionnaires. As .the largest body of attendance

data this file was usedto calculate mean aiiendanc6 rates for Indian

students for comparisons with national Aorms.

Merged Attendance File: Includes attendance, attitudinal, standardized

reading and mathematici achievement test\F

;

res, demographic

characteristics, and school distritts chars i teristics (size, location,

etc.) on students who completed both the fall and:spring student

questionnaires. Almost all-of the analyses pnesented in this chapter,

(except those involving comparisons with national norms) used the Merged

Attendance File.-
3 The 6,697 students in this file are a subget of this

file area subset of the two files previously described.

In the Merged Attendance File, studentswho attended 75 or fewer days of

school were excluded from the analyses'fot-that,year. This was done because

such low attendance suggested a transfer during the school year or otner

factor which could have introduced an artifact into the measurement of school

attendance.

To determingwhether'the subset 'of students used for the attendance analyses

varied in attendance levels from the total studAt sample, the students in-the

Fall Questionnaire File were compared w th the students in the Merged

should be noted that certain analyses which were performed on the Merged
Attendance File for this monograph were done insteh On the Total Attendance
File for the Final Report of this project., Altholgi4 the overall mean on the
Merged Attendance-File is higher, the pattern of findings on the two files is

nearly identical.

.175
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Attendance File on a self- report, five-point scale item wh ch ask=ed "How often

do you aattend school? by selecting one of five categori .

4 Mein scores

for botrndata files ar--e quite similar. For grades 4-6 the mean is 1.84 for

both fines. For grads 7.12, the means for the Fall Q estionnair4"-cile and

Merged AAttendance Fileaa are 1.68 and 1.58, respective In addit_ion,

freouen=ydistributior-ls for the two files show a simi ar pattern for both

grades 4 -6 and grades 7-12, Tnus, no meaningfill,bias seems to hammve been

introd=ed at either grade range when using a subset o all sampiZed students.

Studentssin the CompleateAttendance File (N =8018) were also compammred for

possibleadifferences i n attendance rates with the subset of thesc== students, in

the Mergecl Attendance Ffle(N=6597) on the number of school days attended

during Ctile 1980-81 scr-fool year. The mean number of days attendee= by students

in the Complete Attenc:lanceFile was 162.4, compared with a mean czxf 165.2 for

the subese of students5s In the Merged Student File. Thus, the meammn attendance

figures for the Mergec=i Attendance File are slightly higher tnan the Total

Attendarnu File. Most 2= of the differedce can be account :d for by the exclusion

from theaMerged Attenc=lancefile of students who attended 75'of fe===wer days

(N=137)_- The mean for-- the Complete Attendance File when these same students

are exd7laled is 164,1--

The atteendance data weEreanalyzed using Statistical Analysis Syst--em (SAS)

procedures. The trenc=1 lines were produced using the Summary proc=edure of S

with v4mrious variable sa5. being used as the classification varable over whic

the dayEsof attendande in the years 1977 through 1980 were averagA;ed. The

result woos the mean diF--qysofattendance per year for the levels cff= each

classiflution analy2d This procedure allowed maximum use of L-he av lable

data pemrstudent, and represented the actual number of students amt ea level

of the =lassification The means for each classification per year-- wer plotted
0

by coPIuter to produceaa thdactual trend line. The analysis of 180 ,attendance

4The scale was as followEm.: 1- attend all of the time 2 = attend m7raost of the

time; 3 jolts about oneam dayaweek; = miss about two days a ek=:; and 5 =

mi ss' mpre than two days -aaweek

70
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data incorporated the use of the SAS procedures General Linear Model,

Correlation, and Regression to deterrnin the relationship of selected
variables with 1980 attendance of Indiar--1 students.

The number of studentsrepresented in tre various trend lines are presented on

a graph illustrating the trend. These tudent data were assumed to be
weighted appropriately by the sampling =procedures used in the Part, A impact

study. All analyses in this chapter usd an Indian student as a-unit of
analysis. The large number of cases provided very high statistical power for
finding statistically signifitant differ ences between means. In many

instances, the -metric difference could to very small while technical ly being

statistically significant. For this reson, the findings in this chapter will
focus on the trends and the metricdiffrences existing in these data, rather

than on the calculated level of statist9 cal significance-

C. Findings
N

The results of the analyses are presentd in sections containing a description

of the findings and, generally, an illutrative graph.- In each case, the

graphs have the same vertical scale reps-esenting the number of days of

attendance per student, Except for the findings comparing Indians with the

national mean, .all _students referred to are Indian- students. Where multiple

graphs are used to showall classifications, a reference line is presented to

al low comparisons among the graphs.

National Versus IndianAttendance Trend

Indian student average attendance. level were compared with national average

attendance figures reported by the National Center for Education Statistics

( NCES) 5 The NCES attendance averages nave also been quite stable over the

years. From 1960 to 1980, during which time NCES published average attendance

figures for several (but not al 1) of thowe years, the average ranged from a low

,--
5An attempt was made to collect district-w-icle data on average daily attendance

from the districts _included in the sample Many of the districts had not
compiled attendance data in a manner suit able for such analyses, however, so
district-specific comparisons were' not_inacie.

DETZLOPIKENT ASSOCIATE
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of 159.5 days in 1974 to a nigh-of 163.5 days in 1966 Th=ere was no

particular trend in tnese data either upward or downward.

Although there are some differences in methodologies used by NCES and this

study, and some problems inherent in the data collected fcc3r both efforts, the

principle used for calculating average attendance figures is the same. Both

studiesAivide an aggregate days of memberthip figure (i.em., total number of

school days attended) by the number of students. There are two differences in

methodologies. First, NCES uvSeggregated data reported by states, whereas

this study uses individual 's;taidst'data. However, the dat=a collected by NCES

are, ultimately based upod individual students within the s; Cates. Second, NCES

averages are based, in part, ofintimates of enrollment or-- aggregate days

membership whenever states do not report data in the standard form Any

estimates calculated by NCES are based up9 peir past- ex.rmerience in gathering

;enrollment and attendance data over many ytrs. In brief, the NCES data

appear to be comparable to-thedata in the study,since ti-rle principle used in

calculating average attendancels the same in both.

An examination of mean Indian student attendance levels, hown in Table 10-1,

shows little change, varying froma low of 162.0 days in U977-78 to a nign of

163.5 days in 1979-80. These4igures are about the same EERS, or slightly

above, the national average of161.6 days tgr 1975-76 and 160.7 reported for

1980 -81.

Another attendance "norm" was calcUlated to provide a more= accurate comparison

of Indian student attendance levels with non-Indian norms. = This norm was

calculated by: (1) multiplying the number of Indian studemhts within each

state for whom attendance datawere available by the stateE-average number of

days attended, as reported by NCES; (2) summing-the result=ing numbers; and (3)

dividing the sum by the total number of-students. This n=rm provides a more

accurate comparison because: (1) the only states includec=3 in this'nOrm are-

those where attendance data were gathered on Indian studerrIts and (2) state

averages were represented proprotionally in the calculatic=)ns according to the

number of Indian students for whom data were available. The7norm (mean

number of days attended) calculated using these procedures was 161.7 for

1980-81 about one day above the national average reportec=1 by NCES. The

1 V
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TABLE 10- 1

A.-,,VERAGE DAYS of ATTENDANCE REPD4RTE0 PER INDIAN STUDENT
BREEN 1977-78 AND 1980-81

School

Year

Number of Days Attended
b Enrolled Indian pug

can

Estimated National Mean
Days of Attendance**

1980-81 8018 162.4 21.4 161

1979-80 6930 163.5 19.2 -16A
1978-79 6507 162.7 20.6 161

1977-78 5463 162.0 20.8 161

*There was crInsiderable attrition in the nLimber of students for whom data were
available f cam 1979-80, 1978-79, and 1977=-78. This attrition resulted from
data missine=a from school records for inOwidual students or these years, due

to student 1M-transfers, and from the unavailability of data for all students
from severa-1 districts fornrlier years.

*The standarcai deviations associated with trie Complete Attendance File are
larger than might be expected. This is beacause of the inclusion of a number
of students with very lowmfters of atteradance days. When students with
fewer than 76 days of attendance are excluded, the standard deviations are
considerablzmi reduced (198041, 15.7; 1979--80, 14.2; 1978-79, 13:8; 1977-78,
14.6).

**The most rec==ent national average number off schnl days attended per pupil was

160.7 for 1E380-81; the average for 1975-7E5 was 161.6. An examination of
previous yeeears' national average figures published by NCES since 1966 shows
little variaaation from thosereported abovea. National attendance figures are

presented annual reportsputflished by t:he National Center for Education
Statistics, entitled. Di estof Education statistics.

Indian sty -emant averages, shown in Table Ia-1, are about the same or slightly

above this r-lorm.

As 'a final c=omparison, average attendance rates fbr Indian students within

each distric=t were compared with the relevant state average. Districts were

categorized according to how many days theair Indian attendance rate varied

fromHthe stamute average. (amore than half (51%) of the districts, the Indian

student aver age attendanoeNte was higher- than the relevant state average

(see Table 1010-2). In 37% of the districts- ,.the.average attendance rate was

lower.

179
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TABLE.10-2

COMPARISON OF IND IAN STUDENT ATTENDANCE AR WITHIN
SCHOOL DISTRICTS WITH STATE AVERAGE AT ENDANCE RATES

Difference in Days When Overal
tate Attendance Average Compa-red
th Indian Student Average wi -thin
ch School District

student attendance aver- gage
re t han five -days below stat_

averaae.

India student attendance aver- age
one t five days below state
average.

Indial-a student attendance aver-age
from one day less to one day nvuore
than =he state average.

Indi r-a student attendance aveage
one t c:a five days above state
aver

Incliar-a student attendance aver-age
more is han five days above sta=e
average.

Number of Per=ent of
--School _ scito
Districts Di s=ricts

27

11

25

24

9

Given the methodological issues involved in data collection and anal'sis,

is difficult to draw firm =onclusions concerning relative attendance levels of

fnian students and the pomsulation as a whole. It does appear, howe..-ver, that

attendance is in the same range as that of the general popula7-t ion, and

that Indian attendance rats remained relatively stable from 1977-78 tb

19230-8l.

Thaese findings contr dict =he widely-held ,belief that attendance rats of

Inwlians fall ilVar bel w those of white students. Efforts were made t locate

ot.her research- studi s at he national level which compare attendanw-ce rates

of Indian' and non-Indian s=udentsvihe most comprehensiverecent stsAudy which

wa located (Coleman, 1966> found, attendance rates for Indian studen is to be
0 -
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identical to those for the population as whole (95% for elementary students

and 93% for secondary students). The results of the present study plus those

of Coleman tnus bring into question the belief that Indian students have much

lower attendance rates than other students.

Indian Attendance Trends By Geo_graphic and Geocultural Region

There are five_ geographic regions used by the Indian Education Program for

administrative and functional purposes. These were divided by the impact

study into 12 geocultural regions. Data on attendance by Indian students were

analyzed using these geocultural regions.-

Table 10-3 shows the mean number of attendance days for Indian students in

each of the geocultural regions. Reported attendance-was higher than average

in .the following regions: The Southeast, the Northeast, Alaska, Oklahoma, and

the Midsouth (Texas, Louisiana, Arkansas, Missouri, Kansas). Attendance was

lower than average in the Dakotas, California., the Northwest, the Southwest

(Arizona, New Mexico, Nevada, Utah, Colorado), and the Midwes (Wisconsin,

Iowa, Minnesota).

Indian Attendance Trends By Grade Level

The longitudinal attendance data were analyzed by grade level using two

approaches. First, the data were analyzed by categorizing the Indian students

into two grade level groups: an Elementary Grade Level Group covering grades-

4-6 in 1-981, and a Secondary Grade Level Group covering grades 7-12 in 1981.

The grade level groups used in the first of these analyses were used

throughout the Part A, impact study for comparison purposes.- Since the

attendanCedata'were f,om 1977 to 1980, the grade level -of the studer.ts was

adjusted-back to coincide with the atttance data being analyzed, while

maintaining the same students in the groOs. Therefore, the students in the

Elementary Grade Level Group were in grades 3-5 during 1980, grades 2-4 in

1979, grades )-3 in 1978, etc.

Secondly, the data were analyzed 'for changes in attendance by grade levels

over the years where a grade level comprised a different set of students in

181
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TABLE 10-3

MEAN INDIAN STUDENT ATTENDANCE BY GEOCULTURAL REGION

Mean Number of Days

Italqa
11977-1980 Average!

1. Illinois, Michigan, Indiana, Ohio, Pennsylvania,
New York, Connecticut, Rhode Island, Massachusetts,
Vermont, New Hampshire, Maine 561 166.6

Kentucky, Virginia, West Virginia,'Marylandi
Delaware, New Jersey, District of Columbia,
Tennessee, North Carolina, South Carolina, Georgia,
Alabama, Mississippi, -Florida 771 169.4

3 Wisconsin, Iowa, Minnesota 415 162.9

4 North Dakota, South Dakota 174 159.1

5 Nebraska, Wyoming, Montana 133 164,2-

6. 187 165.5

7. .Washington, Oregon, Idaho 306 160.3

8. Californ'a 305 1 4

9. Arizona, New Mexico 767 161.9

10. Nevada, Utah, Colorado 43 162.9

11. Oklahoma 1,567 165.4

12. TeXas, Louisiana, Arkansas, Missouri, Kansas 169 165..1

.-Total 5,996 164.5

each successive year. These analyses focus on changes in attendance of a

particular grade level over the years; given that the students n that grade

change each year.

The grand mean for Indian students in all these analyses was calculated-or

each year, using attendance data for 6,597 Indian students reported by the

-school districts. _ A.
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Grade_evel_Groups The Elementary Grade Level Group consisting of 3,289

Indian students improved in attendance between 1977 and 1979, from a mean of

162.2 to 165 days (see figure 10-1). Between 1979 and 1980, mean attendance

declined slightly to 165.5 days. As this group of students increased in grade

level, from 1977 to 1979, their attendae improved. As the group increased a

grade level between 1979 and 1980, the mean attendance dropped slightly.

The Secondary Grade Level Group consisted of 3,317 Indian students in 1980

grades 6-11. Tnese students were in grades 7-12 during the data collection of

the Part A impact stlidy in 1981. This group maintained a virtually level

attendance between A77 and 1979, at about 166 days. Between 1979 and 1980,

the secondary group mean dropped about 1 day.

Attendance may vary within individual groups of students, as shown by the

above analyses. However, attendance also may vary between the various grade

levels over the years. The next four sections address changes attendance

trends by grade level, with various students representing each ade over the

years. The analyses will be discussed in groups of grades, h the grand

mean used as a common point of reference (see Figures to 10-5).

Kindergarten toGrade 2 - The only Year in which data were available for

kindergarten students was 1977, the earliest year reported fcr 1980 third

grade students. In 1977; the kindergarten students had a mean attendance of

158.3 days. This level was more than 5 days below the grand mean of Indian

students.

Grade 1 data were available for tne years 1977 and 1978. -There was no change

in the attendance trend between students in grade 1 in 1977 and those in grade

1 in 1978. Grade 1 student attendance, on th 7 average, was slightly over 4

days higher than that of kindergarten stude Grade 1 mean days bf

attendance was 1 day below the grand mean in 1977 and more than 2 days below

the mean in 1978.

The attendance trend for students in grade 2 was level over the three years o

available-data, 1977, 1978, 1979, at slightly over 165 days for eachyear.

;his level was above the 1977 grand mean by about 1 day, but below the grand

of h urr Ass° TEN. INC.
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mean in the years 197F.. ,rand mean had increased slightly in

those yearS, near for . was level."

Grades 3 to_ S s. The a7, nr^ tr*Act .;:or grade 3 students increased from 1977'

to 1978 by almost 2 c''ve

decline in mean atttraa :dents in grade 3. The level of attendance

was very close to ttue grorA along 165.3 days in 1980.

Frr 97-$-, to 1980, there was 'a steady but slight,

Students in grade days above the grand mean in, 1977. They

maintained a mean of atiout IV days in 1978: FroM 1978 to 1980_gradq

students declined in tWehdance to a point virtually 'identical-with the grand

mean .in both 19794'And 1980.

`Grade 5,students maintained a. level attendance above the grand mean', at about

)167 days for all years .between 1977 and 1980.

maintainedGrades 6 to 8 - The students in grade 6 in 1977 through 1980 A an
e"

Almost level attendance trend; Just below 167 days for each year.
f

$

_The,attendanai of grade 7 students in 1978 was lower than Irade4.StudeniOn

.1077 and in 1979.. In 1980, eh attendance of grade 7 stOdents'liveled-at Just

,aver 166 days.

Ini 1977, the grade 8 students were above the grand moan by da=ys In..1978,

ey were barely.above the grand mean, having declined-about day while the
. _

grand mean had improved Gradr 8 students frt.-1979 declined s 1 ightly -more, to

a point 1 city below the grand mean.. The 1980 grade_8 .students also' declined

slightly from the. 1979 leVel, to 164.5 days in 1980, 4bout'66-half. day below=

the grand mean.

-Grades 9 to 11 -.Three yearstf,data were available for grade 9 students.: In

1978, these Students were 2 days' heiow the,grand mean. Thergrado 9 students'

An :1979 had 4 agherlevel of attendance, beihg On the grand Mean at 165'"1

days. In_1980,'grade 9 students Were almost-I day above the grand mean, at

_166.9 days.
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There were two years of data available for the grade 10 students. In both
1979 and 1980, the grade 10 students were- about 2 days below the grand 'mean.

The 1980 grade 10 students had a sightly lower mean attendance than didS their
counterparts-in .19/9,__having_declined at the .same rate as the graraci me,amer trend

1 ine .

There was a sin9le yfar of data available for the, grade
students were in grade 12 durinp he datacollection in

of attendance for .grade 11 students in 1980 was 15914

below the grand mean for 1980.

It-student:1s ytmmese

1?81,, The means _days

This level 5 day s
-

Surnary - The d tendtrice of In are.s udents general y incrrewsed from

kiniergarten through the fifth and sixth grides. The rate of increase %dal-

- greatest in the lower,gradis, and deL-eased with successive grade thrabugh

grade 6 Attendance as fairly stable and high from grade 6 throii.gh grade 7.
There was a loss., in attendance of about 1 day in .grade 8, which-was revered
in grade Y. Then, from ade 9to grade 11, there was a _of about -3 days

per grade level.

Ind an_Attendance.trends 6 Loca

The school districts incluided in he Part A impact study ore.in varidims types
.

of locations on or near reservations,- a rural location4 oiher'rural
locations; urban locatIons;_ and metropol itan locations;- elarOrban:- arc s.,,

The attendance- trends of Indian.students were e-calculated and,analyed :fforeac
of these 'Ideation types._

Figure 1006 l _Tes th' rend _lines for each of h

e foUr. ears. ...Of :1977 978, 1979, and 93q.- he gra
.

_

.studentt is:plotted on the graph as a reference line.

..
Other.' rural,. non-reseryatidn rural -5°hOol 4 stri,

overall attendanCe---.- across77--the-years. Only- iii, 1977r w

1 eve l'Iouhd 1 -tape: --- In-1977, the lie
_

the highett ined&zattehdin -e "=11 days',a-bave_74

---other:rtfral i'ha 1 f! abbire---th
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ruTetropolitan and ,other rural school attendance means increased in i978, as dldV

Whegrand mean. But other rural increased at time greater rete,_ amci exceeded. 1,

he attendance level of the-lietr000lit an knool.s..z. by,atintatonehalff--days-Other
mural schools were about .1.5 daysabove-tlie- granaud mean. Other rutal-schools.

ontinuetr to increaseom '1918 to y979, at a sl !ightly reduced r-i=e,- to a

lnevel 2. days_a _ve the grand mean. They decliined slfghtly betwen 1979 and

.fl980bit ----niaintained their relatively hi h_potit--zion.
: a

4

Whe metropolitan schools declined- in mean attenanance from 1978 to 1979, to a-, f
. .

point slightly below the*grandmean(. The metropasolitan schools wer=e at the .

rand mean, in. 1980.
;'`....

a

he urban school locations had an attendance trod that closely fl lowed the -,=17:

,rand mean trend sand- was appipximately 1 day or less below l four_ait for l

Ntrfears. In 1980, the urban attendance level was .. just below the grbwand mean. ,.-,..4

vproll, the students in urban schools had 'a veiy gradual iridrbas in ..
. .

.ttendance between 1977 and 1980.:'
. -.,--:,,,f

. i
. = . k .

'he Indian 'students attending schools in_distric----zts on or near Ind an ..
. ,k4- 74-

a-T-aservations had & 1977 (lean days,.of attendance slight-ly below thir urban

ounterparts, at just above 163 days Per year. They were 1 day 0-11-ow the .,
.-u

rand mean of Indian students. The attendance. t:-..zrend,intreasagi vie.= slight.iy:
rorn 197 ta 1978. 'at which point the .00 or near,---- reservation schootwls were ---,---`-''

lrnost 2 days below the grand mean. .k-rom l978 through 1980, the own or near
reservatibn school attendanCe trend Vdecllned to ,point 2.5 days tw4low the

rand glean of 1980. _

Eirndian Attendance Trend,-.0 School Po ulation DeA,--xt .1 of 'Linden Stmclent

Tarhe schools in the sample varied by the degree 0- density' of .the,

'=-tudent 'popylation. Density, the propiartion of Indiatt students

poopulatiOn in the .scho01, ranged from less than -1% to -I go% Indian

-
°
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The sthoOls.:with low dens under 5%, 4rl4 those,with high dowensity, oven 7

had the highest mean day of atindance. The schools .with intermediate
density,- 5 -20%, had lower mean days of atten6amthen did sOMMhools with-either

folder or h gher'densities. This overall vallkyeattern existed during all

years.

'The schools with low density, under 5%, had attendance levels consistently

above the grand mean by about I day, and genetqly followed tie patitiern of he

grand mean.

The schools with high density, over 70%, 41So were above tile rand mean,

except for 1979 when they were slightly Woo the grand Mean. between 1979:\.

and 1940, these schools increased in mean attndence.level, widhile the schools

under 5% density declined in mean attendari
I

The schdols with 5-20% dens'itY and those itn 20.701 density ...leach had Man

- attendance slightly below the grand mean in 1W1and 1978,= e r trend
coincided during these-years. The trends diVtried ivilth schools with
the 'higher-density, 20-7(3, increasing in meal attendance to --a point,above the

grand mean, and schools with lower density,. 5-23,:derlining to
s below, th-grand mean. moth types of schools declined in,- at
een 1979. and 1980, 'but maintained: their rtlitjverpoittionimrs.

schools -with 5-20% Indian density.rentaineSiArtae grand m"---an

163.,days attendance, per student

a live) 1.5
tendarise
In 1986, .00

a level of

e-lchool districts varied by over
diStricts thosewjth_ over 200,00
ndien, students-ere calculated' for

population fro e'very Small
ire attendaecze,trends o

s of Scho',21==,district

Th6 patterrr of ,trends -for. SChooT size was to that of derisitk:df-Itt5
students valley with both very- small y.1 arge. Schomml

7

0
,

-0 having' had higher mean: attendince-than:diif;aCheeldiStriCts caw- intermediate
.

size. For all, years, the small school fewer:than _573 sttidenti,,::akid

---;,these with-3,246t childre -c aboie- he gr and mein c
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.

districts with 574 to 3,245 studen (two categories) were below the grand

mean.

Indian Attendance Tr-n ndian S ud-

There was almost anegual number of male and female Indian students for whom

attendance data were reported by the school district: 48% male and 52%

female. Male Indian students Aire slightly above de female students: in

'attendance level for all'fbur years. The difference in attendande levels of
0the two- groups is less than 1 day.per.year.

Indian Attendance Trends -b Socioecon Sttu of Indian Student

The socioeconomic status'(SES) Of'the;indian student was estimated by whether

or not the student's school lunchas subsidized. SES-and attendance data

were reported fOr a-total, of 3,143 students. . Of these students, 70% had

subsidized school lunches; 30 did not.

The attendance trendi for et were compired with-the 0-and mean

calculated on all Students With,available-attendance data 5,597 students.

Figure 10-8 illustrOes-the4Telationshipsamong the rid lines.-L, The students
gL

.

with sutistdized school lunches:, -=low SES, were consistently er in attendance-
-

than werettudents with ,u'nsubsi'dized lunches, high SES, The difference was

less in 1980 than.in earlier years.

The students with h-unsubsidiied lunches were 1 to 1.S. days above the grand mean-

in all fop?. year Students With subsidized lunches were slightly below the

.mean in 1977, 1978, and 1979. In 1980:these loW SES- students were sligbtly4

above the 1980grandimean calculai d on all available Indian'. student

attendance data for 1980.

Indian Student.Atteddanee Trends b Hou Per

Year 'in Improving_ Attendance

The Part A/projects varied in the extent of effortexpended in the Aar1981,
N ,

.in attempting to improve the 'attendance of Indian students.. The extent of
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effort was measured by the reported average number of hours per student per

year applied in improving school attendance. These data were merged with the

-attendance data for the individual Indian student. The mean attendance trend

for students with zero hours of attendance effort was calculated and used as a

reference line, rather than using the grand mean trend line. Using the zero

line permitted compariton among student attendance in projects With_various

levels of effort and students in the projects with no effort applied.

There 1vere 2,926 Indian students in projects with zero effort applied. The

attendance tcantd_of these students--over the four years was plotted on Figure
C,

10-9-as a solid line. The trend line for theseistudents follows -the grand

mean trend very closely. The trend lines virtual-1S, coincide in 1980 and

979. The grand mean is about one-half day lower in 1978, and 1 day lower in

1977.

The projects were categorized by the Torber of hours of effort applied per

studenf per year in improving attendance. The trend lines for the categories

were plotted in Figure 10-9.

'Thestuden s in projects in all,but-one category-of-hours of effort had

attendance trends indicating a lower level"of attendance in the yeart 1977,

through 1979 than did the students in projects expending zero effort on.

attendance. In.other words, projects that had students with relatively low

attendance in the yearS 1977. through 1979 expended effort on improving

attendance; projects with relatively-high and:stable attendance (rirroring the

grand Mean) expended zero effort.

The projects eporting 21,40 hours of effort per student deviated from the

pattern. The students in these projects had attendance levels higher than dig

students in fiCojects applying zero effort.. However, these students had a

trend of declining attendanoi from 1978 through 1986, although the actual

leve was relatively high in all three years. 1-$tre rolects seemed to."'''

respond to the decline in attendance with an application pf 21-40 hours of

-effort per student, on the average, to bruit attendance back up to the level

of earlier years.

205
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Among the. projects with low attendance levels in the years before 1980,

projects expending 1-20 hours of effort had students who had tended to-

increase attendance between 1977 and 1979, but had declined in attendance

.between 1979 and 1980. In 1980, the student., in these projects were about 1

day below the reference line and the grand mean.

Projects,thatexpended 41-80 hours of effort on improving,attendance had

students who tended to improve their attendance-each year. at a slightly

decreasing rata, from a level 4 days below the refe-lice group in'1977 c0-just

above the reference group:end the grand mean in 1980.

Projects that devoted 81 -160 hours had students who had declined sharply in

attendance froth. 1978 (the earliest data available for these students) to

.1979.i Their 1979 level was 6-days below the grand mean and reference group.

etween 1979 and 1980, there was a sharp increase in the attendance of thee

student, to the . eVei -of the grand mean and of the,reference group.

projects that expended 161 or-more hours (up to several hundred-hoprs repOrted

per student per year) had students who had steadily declined in attendance,

from a point just below the reference group in 1977 to a, level' -about 4.days

below.the reference group int1979. These students showed a veryslight

improvement between 1979 and 1980, but were still a fulTday below the

reference group and the grand mean.

Attendance Trendsby Proportion of Project Effort to rove Attendance

Expended During the School Day

The Part & projects varied in the proportion of-the effort to improve

attendance of Indian students that was expended during the school day.-

proportion expended during the school day was reported by the projects

reporting mole than zero hours, effort in improving attendance.

The

There'were 2,926 Indian students in projects with zero effort expended. The

0attendance trend of these students over thefOur years was plotted an Figure

10-10 as a sofld line.
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The remaining projects. were categorized by the proportion of the effort

expended during the 1981 school day. The categories included projects that

'expended all of the effort after school hours. The remaining categories

represented proportions of effort expended during the school day.

Projects that worked 100% after school had students with the highest 1980.

Attendance level, 2 days d'Ove the'reference group and the grand mean.'- These

students had been above the referente group-since 1978. They had-increased

their attendance from T.5 days below the refetence group in 1977 to about 1

day above the reference group-in 1973.

Proj s which expended a'small amount of the total Affoft during the school

day, 1-25%, had students who were very similar to the-projects that worked

exclusively after school. These students had,been above the reference group

since 1979. In 1978, they coincided with the reference group, having improved.

sharply iin_ attendance between 1977 and 1978. Overall, these]stadents had

improved their attendance between ,1977 and 1979 and had maintained a level

,attendance between 1979 and 1980. In 1980, they were almost 2 days above the

reference group.

Projects that worked 26-50% during the schoOl day had students who had

declined sharply from arelatively high attendance level in 1977 to..epoint 2-
.

days below. the refetence group in 1978. These students remained at least

days below the reference group in 1979. Between 1979 and 1980, they improved

to a point about l day above, the reference grbup.

The-projects that workedPbn- improving attendahce 51-75% during school had

students who were consistently two or more dayS below th referenceAtbbp in
- -

all four years. In 1980, these students were 3 daysia)elow_the reference

-greup.and had declined about 2 days frdm their 1979 attendance level.'

The projects that orl ed between 76% and 100%, of the time during school oh,,

improving attendancle had students who were 4 to 5 days blow,thereference

group and the grand,mean. These students had maintained the lowest level of

attendance of all categories through All four years. In 1980, these.students
:

Blow the reference-gtoup and the grand mean.
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The pattern of these trend lines indicates that projects expended more of

their effort to improve attendance during the school day as the severity of

the attendance problems increased. When'students attended at a relatively

high level over a period of years, the project expended effort-after school to

'maintain or improve attendance levels; When student attendanCe trends were

low over a period of .years, the projects-tendedork during school in

efforts to.improve attendance. The percentage of time spent during school

increased as the attendance level of the students, decreased.
, .

Parent Re o s-of General 'Satisfaction with the Pro ect-

The Part A impact'study inteviewed parents of Indian children who

participated in the Part .Aproject in the school distritts. The parent

responses in regard to general satisfaction with the project were averaged by

Oroject and)merged with the individual Indian student data The relationship

between the Parents' Report of General Satisfaction with'the Part A Project

.4nd 1980 days of attendance was analyzed-for 6063 Indian student_ There was

a small -but statistically'significantfpositive correlation. of .

As the parents'., eneral satisfaction with the project increased, ,the1980 days

attendance Of Indian students also increased. Although there was only a weak

relationship between the parental variables and the'days-of:attendatiti in 1980

(A2 = .013, F.= 37.4, p .001),. the parents' report olegeneral-satisfaction

was found to be higher, or students with high attendance in 1980-than for

studentsWith low attendance in 1980.

Parent Perceptions of. School Porsonnel.Sensitiv Toward Indians

v. The parents interviewed were asked about their perception of the level-of

sensitivity displayed bYlvarious school personnel towa d Indians As the

perception of sensitivity increased, the days of atten e in 1980-also

irkreased (r = .06, p (001): However, changes in the jeve perceived

sensitivity of school personnel were associated with a lissser c efin 1'980

attendance than were the changes in parents', general satfifactiom chools in

which parents perceived high sensitivity end in which the parents
fi

?1,



satisfied with the Part A project tended to have students with high level- .

1980 attendance.

Indian-Student Standardized Math Test Scores

Standardized test scores were made available and collected -for 2,794 of the

students for whom-there was attendance data reported. There-was a small

positive relationship between the standardized math -test scores and 1980 days

of attendance of the Indian students (r =-.07,,p.< .001). The math scores

were analyzed in a multiple regression procedure that controlled for the

effects of reading test scores and'SES .of -the StUdeht. The net effect is an

increase of .07 days tf attendance for- each standardized unit increase in math

score.

.r
Indian Student Standardized Reading Test Scores

There was a small positive relationship between the standardized reading test

scores of'Indian students and their 1980 days of attendance Cr = .07, p

.001)4 The multiple regression analyses controlled for the-effects-of the

mph test scores and for*S of the students. The, net effect was an, increase
A

of .05 days of attendance for each standardized unit increase in reading,

score- The math and reading scores were standardized on the same scale;

therefore, the effects artcomparable. Main test scores had,a.sllghtly,

greater relationship with 1980 days of attendance than- did the reading

scores. Overall, the testscoresandkSESwere very weak predictors of 1980

attendance. They explain less than 1% of the variance in 1980 days of

attendance.

Anal tis of Attendance Gain e Student Grou with tow A endance in 1979

The longitudinal analyses-considered all students as a-group. The tota grOup

was shown to have a relatively high level of attendance on thtjVirage To

assess the impact of Part A projects on students who:Were -partiCularlY.in need

of help in improvtngitteridance, an analysis was conducted on a subgroup of
, - . . ,

the total student group. Students with attendance of-150 or'feWer.days in

phEENT'A 5OCIATX15D1.,_
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1979 were classified as the Low Attendance Group. This low Attendance Group

contained 386 students.

The Low Attendance Group was divided into two clastificationl a Successful-

Group, whiCh had a gain of-I5 or more days between 1979-ind,1980, and an

Unsuccessful\Group which had fewer than05 days gain.- The difference of 15

days would bring a student with an attendance of 150 daysin,1979 up to the

grand mean of 165 days in 1980.

Four groups were compared in the analyses: Unsuccessful Group, Successful '

Group, Total Low GroUp, and Total. Students. The:differences among the groups

are presented in Table\10-4. The -mean difference on attendance days between

1979 and 1980 for the Law Attendance Group was much higher than tnarofthe

Total Group, indicating that, overall, these students had tended to improve

attendance to a greater extent than had the average student. This difference,

however,. could be at least patially accounted for-by regressionto the mean.

Of the Low Attendance Group students, thol in the Successful. Group had a very-- --

high mean-difference of 36.1:das, -wh.ile the students it the Unsuccessful'

Group had a mean loss of 2.7/day_ between 1979 and 1980. The Successful Group

represented 46% of the Total Low tendence Group.

TABLE \r-4

HOURS OF PROJECT. EFFORT\ITPIMPROVE ATTENDANCE:
MEAN DIFFERENCES IN DAYS BETWEEN 1979 AND 1980 AND MEAN HOURS OF EFFORT

EXPENDED.1981

Grou

Unsuccessful 207 -

uccessful 179

Total Low Attendance- 38

Total Students- 4516

_

Mean Days_
- of Difference

-2.7 Days

Hours
Effort y
Pro et

25.5 Hour

45.7

35.0

'4,- 1
AS
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Differences existed among the mean number of hours of effort expended -by the

Part A- prdjects during 198142 to improve attendance rates. Projects serving

the students 0 the Successful Group expended a much larger mean number of

hours on improving attendance than did projects serving the students in the

other' groups (sce Table 10-4), The projects serving the Low Group, on the

average, expended about 2.2 hours more per student per year than the average

for all students. Projects that served the Successful Group expended 45.7

-hourg, of effort, compared with, 25.5 hours by projects tnatserved the

Unsuccessful. Group.

The causality of this-relationship is .co plicated, however, by the fact that
4

the information about project effort was collected for a period 1-2 years

after the data on student attendance. If project effort on,attendance is

relatively stable across years, these data may indicate, that projects with

intensive special programs were successful in improving the attendance_ef low

attending students. The number of stud who showed improvement is

extremely small, however, (4% of the tote,. group).

The students in the Successfu_ up weresorted by grade level and the

location type of their school district. The percentage of students in each

classification for the Successful Group was compared.to the percentages the,,

Total Low Attendance Group. Table10-5 illustrates the percentages.of

students by grade level groups. -The students in Grades 3-5 comprised 65% of

TABLE 10-5

PERCENTAGE OF STUDENTS IN SUCCESSFUL AND TOTAL LOW ATTENDANCE
GROUP-BY GRADE ,LEVEL

Grade
Level

Successful.
Group

Total
Group

Successful Group
Total Difference

N in Percentage

Grade 3-5

Grade 6-14

Totals

116

%.63

386

65%

35

100%

.227

159

386

59%

41

100%

+6%

-6

AS o+ s. INC.
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the Successful Group. In. the Total Low Attendance Group, these students

. represented 59%. The:elementary grade level group was thus overrepresented in

the Successful Group.

Ttble 10-6 illustra_es t1ie percentages of students by location type of the

school districts attended,. In the Total Low Attendance Group, 21% of the

students attended rural, non - reservation schools. But the-rural-studentS

comprised 26% Of the Successful Group. The rural projects were thus

particularly successful in increasing attendance for this group of itudents.

TABLE ip-s

PERCENTAGE _F. STUDENTS IN SUCCESSFUL AND TOTAL LOW ATTENOANCE.
GROUP BY SCHOOL DISTRICT LOCATION

District
Location N

Successful
Group

On/near'reservation 96 53%
Other rural 46 26
Urban, 19 11

Metropolitan 18 10

Totals

Total Low ,Successful Group
-tendance Group - Total- Difference

NI % in Percentage

217. 56%,
'80 21

42- 11

12

179 100% w. 386 180%

I

a_

+5
0

D. Summary

The data presehted-and discussed above pr vide evidenc tht attendance.o

most areas -of the.UnitedStateS;- S-There are certain-.areas belOw.averageH,

eastern United States had high attendancecompared_with t evther-regions.

aitendance,especially the. Dakotai, the SouthWest; and.Oaliforiiia: the:

Indian students has been in the same range as other student's' 4

;

Grade level of Indian student was a major factor in at e. When students

began school,_ attendande was low. It improved to a stable and' ;41-a- el thigh

levels during the Middle school years. -The secondary level, marked the'

beginning of .a decljne idattendance._
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The attendance of Indian students varied by the location type of school

district. Reservation schoolw.had the lowest attendance; other rural schools_

had the highest attendance. The size of the school district and the density

of thkiIndian population were shown to be related to Indian student attend -

ance. A valley-shaped pattern existed in which very small and very large

school districts had higher attendance rates than did those of intermediate

size or density of Indians.

There was very little difference between the sexes with regard to- school

attendance. A difference did exist between students with subsidized and

unsubsidized lunches: itydents with subsidized lunches had a lower attendance

than did those with unsubsidized lu'hes.

The perceptions and reports- of indian'paren s' were related to 1980 school

attendance of Indian students. In school districts where Indian parents

reported high satisfaction and-high sensitivity of school personnel to

India4, the 1980 attendance tended to be higher than in districts with low

satisfaction and low'sensitivity reports by parents., Standardized math and

reading test scores were related positiveliC o 1980 attendance. However, none

of these relationships was capable of exPlAining more than a few percentage

points of variance in 1980 attendance of'I dian students.

The'hours of effort expended by a, projOX to-improwit attendante was related to

the attendance trend of the:students.',Jhe
k
pattern was complex, as discussed 1-7,4

in detail. The proportion of effo-f-tr-toimilirove attendance expended,duriag-the

-school day generally increased with the severity of the attendance prObtems o

the school district.

When students with low attendance in1197 -were studied as a separate group,

the impact of Part A pro3ettsbetamessom what more clear. StudentS with gains

of 15 or more days in attendance between 1979 and 1980 were served by projects

that proVided more extensive. effort- ,in -i proving attendance in,1981-82. The

ALpirojetA4-4eati---non-reserva n areas appear to-have tteen- most

effective in. improving attendance of lo attending,studeats. The projects

improved the attendance of low attending.:elementary\studenti more effectiVely
1

than they improved attendance of lowattending secondary student.
I:



CHAPTER : RATINGS BY ,TEACHERS STAFF, AND PARENTS WITH RESPECT

TO PROJECT.IMPACT ON STUDS ATTENDANCE

G. Mike Charleston and Paul pstock

A. Introduction

In addition to the data on Indian student attendance collected froM school

distriCts:and reported in Chapter 10, the Part.A impact study also collected

information on Indian student attendance from teachers of-Indian students,

Part A projeCt staff, and parents of Indian students. These respond6nts

answered a survey item regarding the extent to which the Title -IV, Part A

project had helped to improve attendance of Indian students in the school

district. The response categories were: not at all, a little, some, and a

great deal.

The data provided by the. teachers, staff and parents were analyzed to

determine the average level of impact on attendance within projects reported

by_the three groups. The levels of impact- reported by each,respondent group

were analyzed by:

o Location of the school district; and

to Average hours of project effort per student per year spent on improving
attendance.

Also, the level of impact as reported:by the:respond t groups was cOMpared

I,with the.actual attendance trends of elementary and s conda61 students. These

comparisons made use of the school district attendance data described in
.,-.:=

, _,,,

Chapter 10.

Procedures

ReSponses. were collected frdM teacherS of Indian students in each project.

The-responses of all teachers were averaged within a project to provide a mean

rating of,Impaet on attendance' from the perspective of the teachers of Indian

students-in each project. The same process was performedon the responses of

the staff and parents of jndian students to provide'a mean rating of impact on

:21)R
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attendance from the perspective of staff and parents in each project. These

ratings on the level of impact were merged with project descriptive

information for each project and with the attendance data on individual

students. There were valid teacher, staff, andHparent:data avarl=ble for 101

of the projects included in the Part A impact study sample. Some-rojects in

the study sample were missing data from one-or more of the responden_ groups

and were excludedifibm these analySes.

The data used in all, of the analyse5 of reported impact levels were

unweighted. The teachers represented in the data for these projects were not

intended to be representative of all teachers orIndian students. However,

they do represent the'regular classroom teachers of Indian students in the

Part A impact study's sample. Thus, they are.an excellent sample. of

experienced teachers of Indian students who are knowledgeable about, but not

directly associated with, the Title IV, Part A projects. The parents were the'

parents of a sample of students. They were selected so as to preserve to some

extent the self =weighting properties of the student sample. Project staff

data were collected from key Part A staff working'half-time or more in each

-project represented. Although these data could be weighted to estimate the

'popuTation of Title IV, Part A staff, they were left unweighted in these

comparisons with other unweighted data, The weighted means for the staff

varied only slightly from the unweighted means used in theie'analyses.

The data were analyzed using___Statistic Analysis System= (_SAS) proce

The SAS Summary procedure was used to culate the means by Various

classification variables, and stat cal tests were performed using the

General Linear ModelIGLM) and' Correlation programs.

C. Findings'

Teacher Reports Impact on Attendance

There were 1,307 teachers surveyed as part of the impact study.= Of these, 867

(66%) responded to the item regarding project impact on attendance of Indian

students.' Overall, the teachers in the 101 projects rated the impact of Title
. .

IV pro ects on attendance at 2 83 on the assumed interval scale of 1 to 4,i(no
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impact, a little, some, a great deal). The distribution of individual teacher

responses is illustrated by a pie chart in Figure 11-1. As can be seen, most

teachers rated the project as having some (45%) or a great deal (31%) of

impact on attendance. Relatively few teachers rated the-project as having a.

little (12%) or no impact (12V

To perform project-level analyses, teacher responses were averaged within

projeCts and mean project rating was obtained. As expected with such a

procedure, the mean project ratings were more closely grouped around the

overall mean rating than were the individual teacher ratings.. Approximately

three-fifths (60%) of the projects had mean ratings between 2.5 -and 3.5 on the

.scale of 1 to 4. Throughout the rest of this chapter, the results for

teachers -will be presented in terms of mean project ratings.

Staff_ Reports_ of Impact p_ Attendance

There were 413 Title IV, Part A staff members surveyed in the impact study.

Of these, 381 (92%) responded to the item about the impact of the project on

student attendance. Overall, the.staFf in the 101 projects -ated the impact

at 3.14 on the scale of 1-to 4. Figure 11-2 illustrates Inc distribution of

staff members on this question.

As the figure illustrates, half (49%) of the staff neMbers.rated the project

as having some impact, and an additional 39% rated the project as having ao,

great deal of impact. Relatively limited numbers- rated the project-as haVing

a little (9%) Or no impact (3%).-

As with the teacher ratings, staff ratings were averaged within projects, and

the mean,preject rating was used in subsequent analyles. Also as with

teachers, approximately three-fifths (59%) of the mean project ratings -.for

staff members fell between 2.5 and 3.5 on the 1 to 4 scale.

Parent Reports of lmac t on A endance

There were 1,543 parents interviewed in the data collection or the impact

study. Of-these, 1,197 7 responded to the question ?.bout the impact of

ASSOCIAZEM rel15
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the Part A projects on attendance. Overall, the parents in the 101-projects

rated the impact of the'projects on student'atrendance at 2.42 on the scale of

1 to 4 The distribution of responses is i ustrated in Figure 11 -3.

As illustrated, parents had a broader-ra- of opinion than did teachers and

staff members.- Approximately onerthird-136%) of parents rated the project as

having no impact.,:buta third 31%)-also rated the project as having a great

deal of impact. The remaining respondents repOrted some (22%) or a.little.

(10%) impact on attendance.

When parent ratings were averaged within projects, the mean, project ratings

fell near the center of the Scale. Almost half (44%) of the-projects had mean

ratings:between 1.5 and 2.5, and over a third 138%) had mean ratings-between

2.5 and 3.5.

Over all 101 pro!cts, the staff rated the impact significantly higher than

did the teachers. The parents rated the projects signficiantly lower than did

-either of the other respondent groups (F=27.40, df=2/291, p. ,c .001).

Reported impact by $chool0isrictLoCa -on

The reportedlevel-ofinipact ofPirt A projects varied by the location type of

the schoill district:.(bn or-near reservations,. 38 school districts;- other

rural,-29 non - reservation school districts; urban, 13 school districts; and

metropolitan, 21 schobl districts). The variation is illustrated in Table

11-1.
1

A test of differences among groupi indicated -that projects in metropolitan.:

areas were rated as having significantly less impact then projects'on- or'near

reservations or in other rural areas. This difference was found for all three

types of respondents.-
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TABLE 11-1

MEAN IMPACT RATING ON ATTENDANCE BY TYPE OF SCHOOL DISTRICT LOCATION*

Location Type

Staff
Mean

On or near reservation** 3.5
Other rural 29 3.25

'13 3.04

Metropolitan 21 2.83

*Rating Scale: No impact = 1, A.litte = 2, Some
Difference betweenloc4tions for all groups:-F =8.95groups:-F =8.95

Teachei's- Parents
Mean Mean

2.97 2.69
2.96 .2.39
2.76 2.36
2.43 2.00

A great de
df=3/291,

4.

.001.

Reported IMpact by Average Hours ofyro:ec Per Student'Pe- Year'SetrA

on Improving tendance

Projects reported spending varying numbers of hoUrsHper student per year on

iMproving student attendance. Table 11-2/Shows the ,distribution of projects

in the sample by hours of effort devotedto improving attendance.

1-2

HOURS OF PROJECT EFFOR T D VOTED TO STUDENT ATTENDANCE,

Hours Per Student
Per- Year

0
1-20

21-40,
41-80

81 or more

Total,

Number of Projects_

41

24
12
17
7

101

Ratings by staff, teachers, and parents of the impact of the projects on

attendance. were .analyzed based on the amount of project effort devoted

attendance. The:resultt- of those analyses are presented in Table 1143.



11-9

TABLE 11-3

MEAN RATINGS OF THE IMPACT ON ATTENDANCE
BY HOURS OF PROJECT EFFORT*

(N=101)

Hours per Student.
Per Year

_41

Staff
Mean

2.9

Teachers

CP** 2.69

1-20 24 3.40 2.93

21-40 12 3.15 2.88

41:80 17 3.24 2.95

81 or more 7 3.29 2.91

-Parents
Mean

*Rating Scale: No impact = 1, A little = 2, Some = 3, A great dea'
**Difference between projects or all groups: F=7.11N, df=4/285, p <

2.3=2

2.46
2*.12

2.55
3.0,J

In general, the ratings =given to projects which spent at least,some furs on_-

improving attendance were higher than the ratings given to,projects s-ending

no hours on improving attendance. The number of hours which were spe t per

:student per year, howeVer,- was not systematically related to impact 'ngs

given by staff, teachers, and parents.

It is an important "finding that the 41 projects which did not formally. .pend

efforto improving; attendance nevertheless were -rated OTteacherv, s pand

parents as\having had a little try -some, impact on improOnvattendanc

Indian students. Also,s it is important that-thoSe projects.which f(3'rmally
.1., -

made-aA effort' to imprOve attendance were 'dated higher .byteac "staff, and

parents than projects -Which did not formally.make an effor to improve\

attendance;

Relationshi Between-ke ed Im.act on Artendan

In order to determine _w her =the reported acts on attendance were related,

to actual attendance trends, correlatibns were computed between mean project

impact ratings by staff members, teachef arid parents, .and scores showlng-

project-wide granges in attendance b- ween 1977 and 1980. Separate change

Vitizipr3ndrr A.ssotiatT!
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scores were calculated for elementary school students, for secondary School

','students, and for an average of the two groups.

The results of the analyses show no significant correlations between impact

ratings and changes in attendance. Although some positive correlations might

have been expected, the failure to find such correlations was not surprising=

given that:

ti

o The range of mean project impact ratings was narrow, due to regression
-toward-,the mean;

o-Even those projects where no effort was devoted, to attendance had moderate
impect ratings; and

o The project change in attendance score was a relatively insensitive
measure, becaUse changes in attendance would be expected for only a'

0 .

limited number of students (see Chapter 10).

0. Summery

Title IV, Part A project staff, classroom teachers, and parents all reported

that the Part A projetts had produced a positive impact on student.

attendance. Project staff were most positive in their ratings (mean-3.14 on a

scale from.1 no impact, 2 = a little, 3 = some, and 4 great deal).

Teachers gave somewhat lower ratings (mean=2.83), and parents gave the lowes

(thean=2.42). Ratings for all groups were highest for projects on'or near

reservations or in other rural areas, and Are lowest fbr projects in
.

metropolitan areas. Ratings were higher for those projects which specifically,

devoted hours to improving attendance, but even the projects which'did-not

formally devote project hours, to improving attendance were rata as having a

little to some impact. The number of hours devoted to improving attendance

was not systematically ela ed to ratings of impact.

iliMe4m4nzgYza7m111:7,_te2;*.te kri:ArA.17,t
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CHAPTER 12: DROPO T AND RETENTION IN PUBLIC SCHOOLS

T. LaFror Oise and Blair Rudes

1

A Introduction

Although a prime, JIIdtclL ator of successful educational programs is academic

achievement',.- another major indicator is student-matriculation_ or persistence.

The process of defining dropout or attrition rates-has been complicated by the

inability of.r:esearchers to () 'agree upon behaviors that constitute an

appropriate definition of dropout and (2) distinguish between individual'and

institutional variables that contribute to the problem. A "dropout" maY,be-

defined as "any youth who for any reason, except death, has-leftsonool before

graduating from high school-without transferring to another school" (Cervantes,

1955). However, this definition fails to distinguish between two-very

different types of behavior--dismissal and voluntary withdrawal (Tinto,

1982). A voluntary decision' not to.complete a given course of study is much

different from failing to do sO because of,personal and academic difficulties.

Dismissal usually hinges upon displays of behavior inappropriate to

institutional standards (e.g., stealing; drinking, non - attendance, o poor

performance), Voluntary withdrawal, on_the-other hand, is markedhby-adherenci.

to values incongruent with those that characterize the social and intellectual

climates .of- the School (Pascarella & Terenzine;- 1977).

In order tp fully-understand the nature of the dropodt problem among Indians

.-one:needs to first look at the Characteristicsof dropouts-and, hejactors

-.which lead them to terminap the educational program short of graduation. -

C(Trantes (1965) states .that the "typical"-dropoOt 0.--mOrdjikely. toTbe-male

than female, to live-in the South,,and-to'be a siumLdwellerThe lower-the

family's socioeconomic level, thelreater a student's chahorof:_becoming a

dropout (gick & Muria, 1980). 'BarchMati. (1972) reportt.affeCti4e..

characteristics of the deopout.tdjhclude low self-esteeM, little= desire

ipersonaT growth, and limited -commitment-to ,accepted social- Values'.- With

respect toilealth,-the-trO009pdiSPlays,kgreater-than-i4eragejiUmEer. of

toMatiosymptoms especIally-.autlitorY.-and-dental disorders (Howard & Anderson;_.

PAU IPIT LLTgli.Atf
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'1978). also, the less cohesive the family,; the legs likely it is

student will gradu Cervantes, 1965).

hat the

The characteristics of Indian dropouts ar'e similar. There appears to be an

equal prevalence among Indian males as females (Brown, 1973; Oviatt, )973).

The typical profile includes the following variables: 17.5 years Of age with

6.4 siblings (one.previously a dropout), single rather than married, between

the tenth or eleventh.grade, arrested one or more times,. and never contacted

or helped by a social service agendy after leaving school (Davids, 1963; 0

Scott, 1967). Elias (1973) found that over one-half of indians'who had

dropped outdemonitrated an interest in returning to school. Those who did

return displayed-a greater concern for ftiture Plans than those who did not.

Many of the reasons Indian. students leave 5chool are similar'to those which

have been noted fornon-indians. However, attent4n must also be paid to

certain culture-specific factors associated with Indian lifestyle and

environment. According to Szasz (1974), Indian non-participation and failure

within the educational system arise from,the system's lack of relevance as

perceived by American Indians-, coupled with its failure to steal-With Indian

culturar-traditions and'values.

Traditionally, Indian education was pre iced within the extended family ,

network. Many Indian families still operate on,the basis.bf a mutual sharing

or reciprodal relationship wherein family needs take,priohty dver,the demands

of the larger, majority society. For instance, irregular, attendance of Indian

students may be due to4Och family responsibilities asin annual wild rice

harvest. ,Ricing -andthe associated festival activities in SepteMbertylvically

involve entire families,%-including 'the children. Since urban school SchedUles

do not take Such'activities into consideration in-etting up their calendars;-

Indian children returning to school In the fall maybe a month late-in

entering the academic program (pytinger, 1970. further, hanks _(1973).,found

that Indian-dropoutsjrequently cited their being needed at home to pare'for

younger siblings and elders while family members work at full, or rpart-tiMe

jobs as contributing to thefr dec sfons.
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Other family related factors influencing dropout include mobility and family

Cohesion. Many Indian families display a high rate of mobility in search of

oppOrtunities and jobs (Antell, 1979; Hopkins & Reedy, 1978) causing students

to transfer between or within different types of schools; Wax and Wax (1964)

found a higher frequency,of dropouts among Indian high school students when

the father was irregularly employed. Brown (1973) found that dropouts were

--characterized by factors indicative of instability in basic family

relationships. On z practical level,. Indian students frequently observe

little relationship between educational level achieved and jobs acquired by

their parents and older siblings; due to limited job offerings, high school

diplomas simply do not open doors on reservations (Kleinfield, 1973).

In addition to the'role which the family plays, the generat traditions and

customs of the student's culture may influence whether the student stayS in _

school or drops out. While this is particularly the case with Indians from

rural/reservation areas, even,those living in urban areas, where the cultural
..;_-

expectationS are not as great, report confusion about primary culture and

dominant culture expectations. For example, the kind of,individual competition

typical of schools is foreign to some tribal groups. Also, Indian students

brought up in the peer educational approach of most tribes find it difficult

to adjust to the teacher - student learning style of schools. In some cases,

students simplify matterstsy rejecting their,heritage(Oysinger, 1975). Once

students have been thus alienated from their own culture as a result of

culture conflict, they frequently display feelings of hopelessness and

estrangement from their schools, home, and society in general (James,- 1976).

Oviatt (1973) found a limited future orientation, a negative self-concept. and

little involvement of students or.parents in the educational stem to bP

variables differentiating Indian dropouts from Indian graduates.
a

Like with.theirnon7Indian'counterparts, socioeconomic problems have much4b

_do with the droptiut rate,'and.Indian -peoples have been shown tojbe the poorest

of the poor-(American Indian Policy Review Commission, 1976), McCarthy-(1971)

reports that Indian students, first realize their relative poverty upon

attending school with non - Indians. Wax and Wax (1964) fbund a correlation of

Indian dropout with extreme poverty, but none with personality, intelligence,

and attitude toward school. Another study-identified the two major factors

230.
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underlying majority student reasons for dropping out (Howard & Anderson, 1 7

as family history and academic difficulties. The most important aspect of

family history is socioeconomic status (Bachman, 1972; Thompson & Nelson,

1963). The probability of dropping out as a solution to personal and

educational dissatisfaction is also maximized when the student has contact

with family members and other persons who have dropped out-(Elliot, Voss &

Wendling, 1966).

Academic predictors of dropout inclUde poor grades (especially in reading or.

math), being held back (Bakal, Madaus & Winder, 1968; Coplein, 1962; Schuster,

1971; Vogel, 1961), and diffiCUlty retaining information (Brown -& Oetersbil,'

1969). Strained student-teacher relationships and lower teacher expeCtations

(Hecht, 1975) are also identified as contributing factors fOr both majority

and- Indian dropouts. Other school- related predictors include irregular

attendance, frequent tardiness, lack of participation in extracurricular

-activies, frequent change of schools, and an overall, feeling of "not.

belonging" (Cervantes, 1965)4. Thus, the decision for students to drop out is

a complex process encompassing a variety of factors. Conflict with

institutional values of the schools, socioeconomic status, and parental

concern for cultural education, in the Indian case, are paramount.

While many of the factors influ cing Indian student dropout have been

identified, it id"far more diffic t to p4n down the actual number of -Indian

students dropping out. In large par .this results from the unreliability of

the previously available information on indian,dropout Reports of

Indian dropout rates and high school completion rates from the Current

Population Surveys (CPS) conducted annually.by the U.S. Bureau 'of Census do

not permit reliable analysis of Indian attrition because of the sparse data

available
,
on American Indians lAstin, 1982). The Digest of Educational

Statistics, for example, reports ethnic data collectively in terms of "B acks

and other races." The Condition of Education
1
only differentiates among

Blacks, Hispanics and Whites. Even the most complete delineation of cultural

4.*

1The Di est of Eddcational Statis _ and the Condition of Education are annual
reports published by'the tational Center for Education StatiStics of the U.S.

Department of Education.

T. d8SOcWI
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groups only presents American Indian dropout data from 1960, 1970, and 1976 i

(U.S. Commission on Civil Rights, 078). Furthermore, reliance on total

Indian population figures is dangerous, since these fail to consider tribal

and regional diversity, as well as variations among the types of schools that

Indian students attend. As an example of the-importance of such factors,

Antell (1979) reported that Indian dropouts occu' at a greater rate (30%) in

public schools, where seventy percent of Indian children are educated, than in

BIA schools (6.5%) or private schools (1.9%).

Special studies on Indian dropouts present an array ofprogrammatid data

regarding the effectiveness of specific educational programs in 6creastng

student attrition. Dropout rates contained in Vie stOtes are presented in

Table 12-1, and range from 14% to 60%, with 11,000 reservation children

attending no school in 1976 (Amer4 4an Indian Policy Review CoMMission,
2

1976b). Bryde (1967),.reported an Indian dropout rate of 60% in the 'middle

of the 1960s. Although broader total U.S.-population peports found the lower

Indian dropout rates of 27% in 1960, 16% in 1970, and in 1976 (U.S.

Commission in Civil RightS, 1978) than did the special studies, this rate is

still substantially higher than that of the general population. ComParisons

of Indian and total population dropout rates show a rate twice that_of the

general population in 1959 '(Thompson 8, Nelson, 1963; Bryde, 1967), decreasing

in 1976 to a rate 10% over the general populatiott rate (U.S. Commission on

1 Rights, 1978).

In Order to get a more systematic picture of the trends in Indian student

dropout over the past decade, information on the subject was collected as part

Of Development Associates' evaluation of the impact of the Part kEntitlement

Progranf. Specifically, the academic and occupational histories of ey.andom

sample of 2,098 Indians- and Alaska Natives who were sophmores in high school

.

2These widely varying dropout rates may be .due, in part, to different

methodologies or definitions. For examOUF, in its periodic population surveys
the U.S. Census Bureau defihes a dropout as a person between 16 and 19 who Is'

not enrolled in school and who'has_not received a high school diploma. The

Census Bureau also tends to underrepresent'minorities. Selinger (1968), by

contrast, followed_a longitudinatsample-O eighth graders as they progressed
through or left school.
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TABLE 12-1

DROPOUT RATES IN THE INDIAN AND GENERAL STUDENT
POPULATIONS, AS REPORTED IN THE LITERATURE

Survey
Date Sample

Indian
Dropout
Rate

Overall
Dropout

Rate

National r.

National
Total BIA Schools

Percentages

51% 22%
60 30

1959
1960

1960* National 27 14.

1963 Total BIA Schools 60 33

1967 National 60

1969 Total Indian Popu1ation 40 26

1970* National 16 12

1975* National 25

1976* National 15 5

1978 Total BIA Schools 40 =

Regional

Northwest 50 =

1969 -Southwest 39 =

1976 Northwest 48

1974 New Mexico 26 25

1978 Seattle 19 10
1978 Minneapolis

(Junior High udents) 50 6

1981 New Mexico 14 9

Author-.
Publication

Date

Coombs (1059)
Thompson and Nelson
(1963)
U.S. Commission on
Civil Rights ( 978)
Davids (1963)
Bryde (1967)
"Kennedy-Repo
(1969)
U.S. Commis ion on
Civil Rights (1978)

--Grant (1975)
U.S. Commission on
Civil Rights (1978)
Hopkins and Reedy
1978)1

Selinger (1968)
Bass (1969)
U.S. Department of
Interior (1976
Horten (1974)
Corwin (1978)

Squires (1978)
Young\(1981)

\ ss

* Data acquired through U.S. Census. procedures. These studies tend to under-

representAative American-and non-Indian citizens. Therefore, it shoUld not be Q

surprising that the data .reflects_a_ lower dropout rate.- \-
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at the visited Part A project sites in this country during each of the

academic years 1970-71, 1972-73, 1974-75, 1976-77, ani 1978 -79 were reviewed.

The objective was todetermine if there were' changes over time in the educe-
.-

tional patterns of Indian, Students who attended schools receiving Title IV,

Part A funds. 'Subjects were almoSt-equally divided by sex (M = 1004, F,-=

1063). Most (39%) of the subjects lived on or near reservations, while others

lived in other rural (28%), urban (19%), and metropolitan (14%) areas. Many
=

(34%) attended schools with 5% or fewer Indian students; 24% of the subjects

attended schools with a 5-21% Ihdian student population, 28% attended schools-

of 21-70% Indian enrollment, and 14% with Indian enrollment of 70-100%.

Because recorded data on the ethnicity of students tends to be more

consistently available toward the middle and later half of the 1970's, and

because the memories of -local personnel conterning of which students in past

years were Indian were also better for later years, the total number of -

potential subjects which could be identified increased over the years

(1970-71, 357; 1972-73, 371; 1974-75, 416;1976-77, 453; 1978-79, 462).

Of the subjects reviewed, 78% had graduated from high school, 3% had earned a

-GED, 3% were still. in high-school at:the time of the survey, and 16% had

dropped out. A look at the 16% who had dropped out of high school uncovers

some characteristics of their educatiOnal experience, their_ current employment

status, and their occupational choices. A grouping of the dropoutS,by

sophomore year shows no significant change from 1970 to 1979 (1970-71, 20%;

1972-73, 14%; 1974-75, 13; 1970-77, 17%; 1978-79, 15%). Distribution

according to school location indicates that metropolitan schools have fewer

dropouts and more graduates than rural/urban/reservation schools (Table

12-2). Most of the dropouts were currently unemployed (20%) or homemakers-

(33%); some were on active duty in the armed services (4%) or in full or

part=time work (50%). Only 2% were engaged in either vocational technical or

academic training (Table 12-3). 1

3The Xi percent who earned .a GED may be considered to have initia ly*dropped
_out, and then returned to complete their studies. However r, for the remainder- of
this chapter the more conservative definipon of 'dropouts' (i.e., excluding
those who-earned a GED and including only those who left school before
araduation and did not subsequently:complete their studies) is used.

4 ZVI:WM=1M AASOCIILTEL MIL
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TABLE 122

PERCENTAGE OF DROPOUTS AND GRADUATES BY PROJECT LOCATION
(Weighted N*2181)

Project Location N Dropouts , Grad ates

On or near reservation 960 17% 83%

Other rural\ areas---- 5C.1 19 581

Urban areas 276 22 78

Metropolitan 402 32 88

*The actual number of ca
table does. not include
after initially leaving

eporting information on this topic was 1881. The

e still in high school or receiving a GED degree

hool

TABLE 12-3

CURRENT EMPLOYMENT STATUS OF DROPOUTS*
(Weighted N =244)

Emproyment Dropouts

Full or part-time work
t

SO%

Homemaker 33

Unemployed 20
Active duty in Armed Forces 4

Vocational or technical training 2

Two or, four-year academic training 1

*The actual number of cases reporting information on this topic was 21

presented in this table were weighted to make the proportion of studeas
supplying information approximately equal across the all Title IV, Part A,

projects. Responses equal more than 100% due to multiple responses which are\,

primarily from homemakers who are also employed.

These results confirm the findings of earlier studies regarding the high ins':

dence of Indian student dropout in public schools, and show that the trend has',

been for the dropout rate to remain relatively constant over the past decade.

z.
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The Involvement of Title Part A Pro acts Reducing= Dropout

As discussed earlier in-this chapter, the factors which influence the

decisions of Indian-students to stay in school or to dropOut are varied and

complex.- Yary, such as family mobility and socioeconomic status, are outside

the control of. the educational system proper. However, others of these

factors may be dealt with by educational programs and, insofar as they relate

to Indian students in particular, are appropriats concerns for Title IV, Part

A projects. For this reason, during Development Associates' evaluation of the

impact of the Part A Program, information was collected on the extent and

perceived impact of Title IV, Part eprojects' involvement in reducing
a

dropouts among'indian students. When project directors of Title IV, Part A

,projects at each of the 115 sites visited for the study were asked to identify

the primary objectives of their projects, somewhat over half (58%.) indicated

that reducing dropout was among them. On the other hand, when principals at

schools served by these Title IV, Paet A projects were isked.to- list what thy

considered to be.the primary purposes of the local projects, only 20; listed

"reducing student dropouts and increasing student retention." This discrepancy

may in part be related to the fact that TitleIV, Part A projectt, through

their cultural -and counseling activities; address -many of the factors

influencing dropout without having specific activities directed to the dropout

issue.,

Information gathered :romproject staffs, teachers, and parent committee

members at the 115. sites visited also indicates that Title IV, Part A projects

were perceived to be having. a moderate impact on reducing dropout. Project

staff and non-staff teachers of regulAr school classrooms Attended-by Indian

students, when asked to assess the impact of the Indian education projeCt on..

reducing dropouts, provided mean ratings of-3.26 .of 3.05 respectively, on

An assumed interval scale froth 1 (no-Impact ) to -4 seat .deal of impact).

.Similarly, Indian parent committee members,-when..asked to measure the success

-of the projects' cultural activities. in preventing dropbuts, provided-mean

ratings of 2.99 on an assumed- interval scale from 1 (not successful) to

(very successful)

236
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Indian dropouts detonstrate many of the same characteristics and motives as

their non-Indian counterparts. The situation -ng Indian students is,

however, complicated by culture-specific ors influencing the decision to
_ _

dropout. As a result, the Indian s dent .-opout rate,has consistently been

shown to behigher:than4iublic school _ dents overall. The data collected

for this study on Indian student dropout from public schools over the past

decade -show that the dropout rate averaged 16%,and was relatively consistent

over those-years. Thus, available evidence indicates that the level of

Indians dropping out of public schools is quite high, although there seems to

have been some reduction during the 1960s and 1970s.'

When project staff, teachers, and parent committee members were asked to rate

the role which local Title IV, Part A projects had played in reducing

dropouts, each group gaVe relatively Positive ratingi. However, the study's-
.

data on the experiences of specific Indian students indicates that,

--nationally, no substantial change has occurred in the number of Indian

dropouts from public schools since Title IV began. Thus, :the findings

regarding the probable influence of Title IV, eArt A on Indian student

,dropouts are mixed.( The behavioral measures regarding a,saMOlehOf Indian

students ,suggest no change, while parents and-school -person41.report some

positive change as a result of the Program. In the chabter.which follows-we

examine these findings in light of information presented elseWhere in this

report in order to better determine what impact.Title.IV,- Part A projects may,

have had on reducing Indian student dropout.
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:CHAPTER 13. SUMMARY AND CONCLUSIONS CONCERNING INDIAN STUDENT

PUBLIC SCHOOL ATTENDANCE AND RETENTION/DROPOUT

A Preface

Blair Rudes

A wide range of findings concerning Indian student attendance and retention,

And the role that Title IV, Part A projects have played in- this area.haS been

presented. To facilitate an overview, they are surmuarized here. Addition-

ally, the findings led to several conclusions. These are-presented in tne

final\section of this chapter.

Summary of Findings

On'the basis of a-comparison of Indianstudent attendance rates with national.

student attendance data, it appears that overall Indianstudent attendance is

-N,in the same range as that of the general=population. Overall Indian,

attendance was relatively stable across theft:Kir =study ye A breakdown of

Indian student attendance dhtaby geocultural gion sho hat. the higheit

attendance leVels occur in the eastern states, n the Mid-South,' _in Alaska,

and in Oklahoma, while the.lowest.levels are found in the Dakotas' and the-

western states.

The average daily attendance of Indian students generalryTincreased -at a

decelerating rate from kindergirten through the fifth and sixth grades From

sixth grade to ninth grade, attendanceremainedrelative,stable'at a high

level.. Between ninth and eleventh grades, there was a progressive loss of

about three days per gr'ade level.

41"

Analyzed in termsrofiocation-ofschool districts, the highest attendahce

levels-occurred at rural, non-reservation-sites, except in 1977,- when

metropolitan schools showed the highest levels.- A breakdown1V the data by

density (proportion of Indian students to the total student population of the

school) revealed an invertedpell.-pittern, with Indian. student attendance-.

highest in schools with eitherthe.least or greatest densities of Milian
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students. This same pattel-n was found when the data were analyzed in terms of

size of school districts; that is, the smallest and the largest districts had

the highest Indian student attendance levels.

An examination of the attendance data in-terms of student characteristics

showed these to be nearly the same for male and female, the latter averaging

less than one day better attendance each yiar. Indian students with a low SES

(as measured by the free lunch program) averaged below the attendance of other

Indian students.

In evaluating the role of Title IV, Part A projects in improving the attendance

of Indian students, .it was found that projects with very low and/or worsening

attendance rates tended to devote more hours to improving attendance than did

other projects. Furthermore, projects tended to expend a larger percentage of

their efforts during school hours as the attendance problems increased.

When the analysis focused on.only those Indian students with low attendance

(150 or fewer days) in 1979, it_was_flound-that-their attend-eke hid imprOVed

an average-of over 15 days between 1979 and 1980: Moreover, the low attendance

students who had gained 15 or more days between 1979 and 1980 had been served

by projects that expended more extensive efforts in 1981-82 - in terms of

hours of service per year - on improving attendance. Rural, non-reservation

projects were found to be the most effective in improving the,attendance of

the low attending Indian students.

The analysis of parent, classroom teacher, and project staff ratings of Title

IV, Fart Aproject impact on" attendanCe revealed positive mean. .ratings for airT'

three groups, with the latter rating the impact of theprojeCt_highest. Within--

all three groups, respondenti fromfiletropolitanojects reported- less impact

than those fromptherlocations, and respondents from rural anii reservation

projects reported the greatest impact.

erature review revealed that, hotwithstand ng a range,in'estimates

14-60%, In_ an dropout- rates were in each case, Markedbf higher than the

dropoUts'y like their-overall dropout rates cited. For Indian stu
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non:Ind an counterparts, socioeconomic problems have much to do with the

dropout rate. Culture-specific factors associated with Indian lifestyle and

environment, and the educational system's perceived lack of relevance or

sensitivity to Indians, were also cited as factors. The Development

Associates data, gathered from sites receiving Part A funds, affirmed this

pattern, revealing further a.sizable average dropout rate of 16%, which has

remained. relatively constant throughout the ten year period examined.

Nevertheless, project staff, classroom teachers, and parent committee members =

at these sites gave generally positi;re ratings concerning the effect of the

local projects in reducing dropout.

C. Conclusions,

Sever=a1 conclusions can be drawn from the information pr=esented. First, it

appears that the attendance. problem is no greater among Indian students than

among the general student population. Second, where Indian student attendance

is below the mean attendance rate for all indifn students, Title IV, Part A

projects are addressing the problem, with more time spent during school hours

as the problem increases. Third, the data show that, at. least for Indian

students in the low attendance group, the Title IV, Part A projects which

spend more effort on improving'attendance may be having positive impacts.

Regarding Indian student retention, no hard evidence was found to support a

view that Title IV, Part A projects have had an impact. While local

Perceptions of the role of Title IV,"Part A projects in reducing dropout were

positive, the Indian student -dropout rate remained relatively constant over

the past ten years. A somewhat similar pattern was-found for attendance; tha

is, although local perceptions of project impact on improving attendance were

positive, this was not reflected in Substantial changes in the overall Indian

student attendance rates. Specific analyses of the low attendance Indian

students, however, demonstrated apparent improvements in attendance within

this group as a resuit'of the projects. Thus, where small numbers ofAndian

students have been retained as,a resUlt:of Title IV, Part A project

activities, the incaliperceptions of project impact may be based on these

cases, which r not 'be sufficient to significantly influence the national

245
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trends. Also, local perceptions of dr000dt rate were collected fbr the -last

school year, but'dropout data for the past three years is undetermined.

In addition to examining the rate at which Indian students remained or dropped

out, data were collected on post-secondary experiences, and on the aspirations-

held by students still in school. The findings are presented in the next

section of this report.'

24o



PART C: POST7SECONDARY KNOWLEDGE, ASPIRATIONS, AND EXPERIENCES

Guidance and career counseling activities are key components of many Title Ill,

Part A projects. A review of-needs assessiments for Part A projects showed that
-

guidance and career, counseling wls the third most frequently mentioned need

(behind basic skills and cultural/historical components). Also, in three=quarters

of projects where the need for career counseling was identified, the need was

addressed through Part A objectives and activities.

-Even in projects which did not have formal career counseling components, thereiN,

was likely to be some informal career counseling. An unstated objective of manY,

projects was to provide role models-for Indian students, and most Part A staff

memberslhad had some form of post-secondary education.

Data were therefore collected to assess the knowledge and aspirations of Indian

students toward post-secondary education, and the actual experiences of Indian

students after high school. Data on post - secondar=y knowledge and aspirations

were collected from Indian secondary school students, and are presented in

Chapter 14. Data on post-high school experiences of former Indian students were

collected from various sources in-the school and tile community, and are presented

in chapter 15.
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CHAPTER 14: KNOWLEDGE AND ASPIRATIONS OF CURRENT PUBLIC HIGH SCHOOL STUDENTS
WITH RESPECT TO POST-SECONDARY ACADEMIC OPPORTUNITIES

Paul Hopstock

As part. of Development Associates' spring 1982 data collection, Indian studen

-in grades 10-12-were asked a series of questions about their knowledge of

post-secondary academic opportunities and whether they desired to obtain

post-secondary schooling. A total of 2,860 Indian students in grades 10-12

completed the student_ questionnaire, and-approximately 95% of these completed the

items on post- secondary knowledge and aspirations.

ia

There were three main areasof questions concerning post-secondary.academic

knowledge and aspirations. Students were asked whether:

) Anyone in the school had talked to them about going to school after high
school, and if anyone had encouraged them to go onto school;

(2) They knew about colleges and, vocational_schools,' scholarships for Indian
students, and special-schools_dr programs for Indian students; and

) They would like to continue their education. after high school, and if so,
where.

The results on these three real of questions are presented in separate sections

below.

A. Interactions With School,, Staff

Students -were. first _asked if anyone in the school had, talked to them about

colleges;.universities, or vocational/technical schools where they might go

after finishing.high school. Three-quarters (75%) of the students- reported

that they had had such conversations. Table 14-1 shows the percentages'of all

resOnding -students'whoreported conversations with various' types of schobl

officials. (Because studints"could repirt conversations- with'more than one

type of school official,, the percentages in Table 14-1 total more than 100%.)

The data indicate that students are most likely to talk to_ guidance counselors

and teachers about post-secondary opportunities. Almost a quarter of the



TABLE 14-1

PERCENTAGE OF STUDENTS REPORTING CONVERSATIONS WITH
SCHOOL OFFICIALS ABOUT POST- SECONDARY EDUCATION

N*2759)

Type of School _Official

Guid&nce -counselors
Teachers
Indian education project staff
Principals or assistant principals
Others

Percentage of
All Students

6
22

14

relbonding students, however, indicated-that they had had conversations

post-secondary opportunities with Indian Education project staff.

In order to gain additional information on the impact of the- Title IV, Part A

Program, students were divided (based on a series_of screening questions) into
e

those who had definitely had contact with the Program, those whoftight have

had contact with the Program, and those with no contact with the Program

during the 1981-82 school year Table 144,shows that students who,,had con-

tact with Title IV, Part A were more likely to. have discussed post secondeof---:

opportunities with school officials than. those who had not had sudh contact

TABLE l4 -2

CONVERSATIONS ABOUT POST-SECONDARY SCHOOLS BkSED ON
CONTACT WITH THE_PART A PROGRAM

ConVersations About
Post- Secondary Schools

Yes
No
!Vier

9.13, 4f g 2,

Contact With The art A_ Program

Yes Perha s No-'_

-(N7W01) (471'33)

79% _ 70% . -55%':

-21 3O

1These tudents', responses regard1 g program par
suggesting that.at most-their:contaCt-wescr
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(Chi-square tests of statistical significance are used throUghout this chapter

to determine between-group differences.)

Whether students had talked to someone in the school about post-secondarY :

academic opportunities also was related to certain student and project

characteristics. Female students were more likely to have had such

conversations than male students, and students in higher grades were more

likely to have had conversations than students in lower grades (seprTable

14-3). This latter finding was expected, since students in higher grades are

closer to actually entering post-secondary-institutions. 'Students who

attended schools on or near reservations, in metropolitan areas (in or near

cities of 50,000 or more), or in other urban areas (cities of 10,000-50,000)

were more likely than students in non- reservation rural areas -to have

discussed post-secondary opportunities with school officials (the percentages

of positive responses were 77%, 76%, 74%,.and 70% respectively, with X2

11.30, df = 3, p <.05).

TABLE 14-3

- CONVERSATIONS ABOUT POST-SECONDARY OPPORTUNITIES GRADE AND SEX

Males
Conversations-About
Post- Sondary Schools 10 11- 12

(N=M)(N=43)(N7I44)

61% 72% 87%
39 28 13

. 100% 100% 100%

Yes
No

Total,

Females
Gratie

10 11 12
7545)(Nig71)(N=316)

68% - 76% 92%
32 24 , 8

100% 100% 100%

X2-(Sex) = 11.36; df .001 ,X2 (Grade) 142.64, df = 2, p<.001

Another question asked of students was whether anyone in the school had

encouraged them to.go on to 1 colleges university, or vocational/technical

school after graduating from\'igh school. Approximately 70%. of Indian

-students responded that they had been so encouraged. When.tiley'were,asked

what kind of school had-;been recommended 45% of all responding-students said

0
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that they had been encouraged to attend a college or university, 15% said that

vocational school, 5% said that no particular type of school had been

mentioned, and 1% said they had been encouraged to attend some other kind of

school. Exposure to the Title IV, Part A Program. appears to have:increased

the .likelihood that attendance-at a post-secondary school was encouraged. As

Table 14-4 Andicates, 10% more of those students who had contact with the

Program than those who did not have contact were encouraged to attend a-

post-secondary school.

TABLE 14-4

ENCOURAGEMENT OF POST-SECONDARY EDUCATION BY LEVEL OF
CONTACT WITH THE PART A PROGRAM

Encouragement of
Post-Secondary Education

Contact With The Part-A Program

Yes
(N7344)

Pe- No
(N723)

Yes 72% 56% 6

No 28 34 38

Total 100% 100% 100%

15.44, df 2, p .4 .001.

The extent to which students reported that they had been encouraged to attend

post-secondary school was also strongly 'elated to the grade and sex of the

student. Females were .more likely than males to report that they had been

encouraged, and students in higher grades were more likely to report such.

- encouragement than students in lower grades (see Table 14-5). Perhaps not

surprisingly, males were more likely than females to be encouraged'to attend

vocational schools (21% versus 12% of all students), while females were more

likely than males to be encouraged to attend colleges or universities (52%

versus .37%).

2 I
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TABLE 14-5

ENCOURAGEMENT OF POST-SECONDARY EDUCATION BY GRADE AND SEX

Encouragement for.

Post7Secondary Schools

Males Females

Grade Grade

10 11 12? 10 11 12

N=453)(N=438) (N=336) (N=519)(N=514 )(N381)

71% 87%

29 13

100% 100%

Yes 58% 6 77% 67%

No 42 3 23 -33

Total 100% 100% 100% 100%

Sex) = 22.08, df = 1, p 4.001 Grade) 78.28, df = 2, p (.001,

8. Know else of Post-Secondarx Opportunities

The second area of questions which was asked of Indian students concerned

their knowledge of post-secondary academic opportunities. In particular, they

were -asked if they knew:

1) Where to go if they wanted to find out more information aboUt universities,
Colleges- or vocational /technical schools;

2) Any gr4nts or escholarshipthat give Indian students -money to go to a
college or university;

3) Where to go if they wanted tb learn
Indian students;

4) Any colleg4s, universities, or- vocational /technical schools

.Statgs- that are mostly for Indian students; and

about grants or "scholarships for

e United

) Any colleges or universities in`the United States that have programs
specifically for Indian students.

4'
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In all five questions, students were asked to name a specific source of

information, grant, or postsecondary school. The number of Ihdiim studen-lts

who indicated that they had knowledge in each of the five areas is illustr4alted'

in Table 14-6. Students reported having knowledge in an average of 1.9 of the

five areas.

TABLE 14-6

KNOWLEDGE OF POST-SECONDARY OPPORTUNITIES
N=2743)

Area of KnowledgeArea

Where to go for information on schools
Grantar scholarships for Indian students
Where to go for information on grant_
Schools- that are mostly f r Indian stude ts
Schools with special pro crams for Indian-students

Percenta *e of Studerrits

67%

32 .

39

33

4

Whether or not students had had contact with the Title IV, Part Ap oject i cad

a significant impact on knowledge of post-secondary oNdrtunities. Table -14-7

shows that for each of the five knowledge areas, students who hadcontact with

the Title IV, Part A project were more likely to have knowledge than studewts

without contact.

3
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TABLE 14-7

KNOWLEDGE OF POST-SECONDARY OPPORTUNITIES BY LEVEL OF

LONTACT WITH. THE PART A PROGRAM

(Percentage of students indicating knowledge)_

Area of Knowledge .

Where to go for infOnmation on schoolsa

Grants- or scholarships for Indian students

Where to go for information on grantse

Schools that are mostly for Indian studentsd-

Schools with special programs for Indian studentse

I

I

Mean number of areas indicated

X = 17.94, df 2, p
o x2 . 41.22, df

e X2 .-39-41, df =:2 p

.001

.001

.001

Contact With The

Title IV-A Program

Yes Perhaps No

N=1533)(N=1019)(N=131)

70% 64% 57%

36 27 31

44 33 27

37 32

24 14 18

2.1

d-

= 21.64, df 2, P.4

= 40.98, df m 2, p 001

There were. also a nu

Telated to the extent

in Other gradtS had considerably more knowledge than did s

grades, and females' hae,:moreAnowledge than males. Table

number of are about which students reported they had know

f student an project character is

noWledge,of po secondary oppor

by sex.

slghich were

Mies._ Students

deits in lower

-8-shows the mean

edge, by'grade and

-ice



14-8

TABLE 14-8

KNOWLEDGE OF POST-SECOORY OPPORTUNITHSBY GRADE ANO SEX

Olean number of areas reported)

Sex

Male

Female

F (Sex) = 16.64, df 1/2740, p

F (Grade). = 117.46, df = 2/2740, p < .001

Grade

10 if 12

(W0028) (N=979 = ) (N=739)

1.4 1.7. 2.4

2.7

In'terms of project characteristics, the data Nicate that stuents attending

_schools on or near- reservations had more know edgeof academic c3opportunities

than 'did-students in other geographic settings. Studentt it sChlhools on or
= -

near reservations reported knowledge in an aftrIge of- 2.1 of the five areas,

while students in other settings reported kowledge in an average of 1.7 of

the areas (F = 12.00,= df = 3/2742, p 4 .001). Students on or neeea reservations

were more likely'tO report knowledge on availability of scbolarseships, the

presence of special schools for indiani, and the `wesence of speeecial programs

fOr6Indians There were no significant_differem in terms of nowledge

concerning Where .to go to learn - mire; about postsecondary .schcro F s or where to

go to learn_more about-scholarships,

. ,

There as a 'difference in level of know.ledge ofpcistsecondarY Naopportuntties
- .

basecUon the presence or absence of a counSelingompopent in theme Title IV,
.

Part A project. Students in projects with a counseling Componenamt
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projects reported knowledge in an average of 2.0 of the five areas,

studenii in.,projects without a counseling component (S5 projects) r-epdrted

knowledge in an,average of 1.8 areas (F = 12.30, df = 1/273 3,), C 001). The

differences between groups were significant in the areas of where-to go for

information on grants, schools that are mostly for Indian stOots, and schools

with special programs for Indian students. There were, no s igai amt
'differences in the areas of where to go for information on pa-sec:cmdary

schools, and grants or scholarships for Indian students.

Aspirations For Post - Secondary Education

The third area asked of Indian students concerned their spirations< for

post-secondary education. Students were asked if they woulilike t c continue

their education after high'school, and, specifically, if tbeywoul like to

attend a vocational/technical school amdlbr'a college or university,. Nine out

of _ten (90%) Indian students reported that they-had post - secondary academic

aspirations, with 32% of those specifying that they would liketo'alttend a

-vocational/technical school, and S3% specifying that they would like to attend

a collegeOr university.

Aspirations for post-secondary education were more likely Amigthotse students

with contact with the Title IV, Part A project than amoncrtteeiia:s without

contact. As Table 14-9 indicates, students with contact withttm ritle IV,

Part A project were more likely to desireLAC-6go to a collegeeruniNiersity,

but were not more likely to desire to go to a vocational /technical

6

OSUlt A 0 TES _INCJ
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TABLE 14-9

ASPIRATIONS FOR POST-SECONDARY EDUCATION BY LEVEL OF

CONTACT WITH THE PART A PRO

(Percentage of students)

Aspirat*'Ions for attending.

Some for-!nm of post-secondary schoola

A vocational/technical schoolb

A collesoe or university c

Contact With The

Title IV-A. Program

Yes Perhaps -"Nit

(14=1580) (N=1002) (N=128)

92% 89%. 87%

.31 36 30

56 49 52

67, df = 2, p .05

= 1.97, df = 2, p < .001

2X '= 8.04, df = 2, p ( 05

Po :-seccnIondaryispirations also depended upon. certain student character-
.

istics. As Table 14-10 shows , females were'more likely than males to want to

go to a college or university, while -males were more likely to want to go-on

to a vocesationalftechnical school. Aspirations forvocationat/technical

training also-increased from grade 10 to_grade 12, while aspirations for

attendinsm a, college or university decreased. =These changes may Irdicate that

there is an increasing vocational orientation as students.approachCgradUation.-:
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TABLE 14-10

ASPIRATIONS FOR POST-SECONDARY EDUCATION BY GRADE AND SEX
(Percentage of students)

Males Females
tLrle Grade

Aspirations for attending. . . 10 11 12 10 11 12

(N=UOYCN.4447JANza431(11;337)(N1-720 ti=779

Some form of post-secondary schoold 87% 87% 92% 92% 94 92

A-vocational/technical schoolb 36 39 42 22 30 31

A.college or universityc 51 44 45 61 57 58

a X2 (Sex) = 21.06, df = 1, p .001 X2 (Grade) = 0.99, df n.s.

b x2 (Sex) . 28.41, df = p<.001 X2 (Grade) = 14.79, df = 2, p.001
c 2

X (Sex) . 66.95, df = 1 1).001 X (Grade . 6.32, df = p c .05

The other student characteristic which was related to post-secondary

aspirations was achievement on standardized tests.2 Table 14-11 summarizes

the mean standardized (X . 50, S.D. = 10) reading and mathematics scores of

Indian students who did and did not have aspirations for post-secondary

education. The results indicate-that students who had aspirations for college

had higher reading and,matheMatics scores than.studentswithout college

aspirations, but that there were no significant differences in test scores

betWeen those who, aspired to vocationil/technical.schools and those who-did

not.

2Ach evement test scores from the 1980-81 school year were availabie for 1,418
tenth to twelfth grade students who completed the questions on post-secondary
knowledge and aspirations in 1982. See Chapter 4 for a discussion of the
procedures used in obtaining and analyzing these test score data

258
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TABLE 14-11

MEAN STANDARDIZED READING AND MATHEMATICS SCORES
BY TYPE OF POST - SECONDARY ASPIRATIONS

Aspirations_ attend

.Some form of post-secondary c lool

Yes
No

A vocation al/technical-school
--Yes
No

A college or university
Yes
No

MealiiReadthg Mean Math
Score Score

(1471-34

47.6 48.21
45.0 44.8

46.1 47.1
48.2 48.6

49.12 49.73
44.9 45.6

a y = 4.00, df = 1, pc .05
c F = 5.56, df = 1, p .05

bp. 30, df = 1, -.05

Post-secondary aspirations _also related,ro-cdrtain project characteristics.

As Table 14-12 shows, students in projects on or near reservations or in other

rural areas were'more-likely to desire to attend vocational /technic -al schools,

while students in projects in metropolitan areas were more likely to deSire to

attend a college or university.

TABLE 14-12

POST - SECONDARY ASPIRATIONS OF STUDENTS BY PROJECT LOCATION
(Percentage of students)

Aspiration to attend. .

Some form of post-secondary
schgala

A vocationa fiechnical
schoolb

Location
On or Near
a Reservation

Other uraT.Ur an
Area Area

(N=1435) (N-6544 (N=2911

92% 87% 86%

36 32 ,26

Metropolitan
Area

92%

24

`A college or univers 53 52 47 64-

(

a x2 = 24.26, df p < .001
c x2 18.93, df = 3, p <. .001
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D.-Summary

A majority of Indian students have'talked to schbal officials about
-//

post-secondary academic opportunities, have been encouraged to attend

post-secondary school, and Would like to attend such a school. Indian

students also have moderate leVels of kpOwledge concerning post-secondary
/-

opportunities. The Title IV, Part A/Program appears to be a stimulus to

post-secondary education. Stude)tiwho had contact with the Program in the

1981 -82 school year reported more knowledge of post-secondary opportunities,

and indicated higher levels /6f post-secondary academic aspirations. Indian

females were more likely/ ,than Indian males to want to go to college, while the

latter were more likely`_to want to go to .vocational/technical school. The
//

location of the school was also related to students' knowledge of

post-secondary oppor=tunities and -aspirations for post-secondary study. The

relationships between student post-secondary knowledge and aspirations and a

number of other variables (educational level of the project director, perceived

success of a counseling component, etc.) were also examined,,but the results

failed ,to provide unambiguous explanations of the basic findings.
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CHAPTER 15: TRENDS N, ST-HIGH SCHOOL ACTIVITIES OF INDIAN STUDENTS

Paul Hopstock and Teresa LaFromboise

As a part of the fall data collection in Development Associates' evaluation of

the Title IV, Part A Program, information was collected concerning the academic

and vocational experiences of past Indian students: A sample of Indian students

who had been sophomores in high school in the school years 1970-71, 1972-73,

1974-75, 1976-77, and 1978-79 was selected, and data collectors sought out

persons (principals, counselors, parents, etc.) who had knowledge of tnose past

students. Knowledgeable persons were asked to describe the experiences of the

former students in terms of high school completion, other education experiences,

present working status, and vocational category. The results on high school

completion have been presented previouily in Chapter 12. Results concerning

academic and vocational experiences are presented in this chapter.

. . .

Data were collected concerning a total of 2,098 students. Because the selection

t

.protedure was such that different proportions of tudents were, selected at

different sites,.the data were subsequently weighted so that the final analysis

sample included 2,438 cases. The data on those 2,438 cases are presented below.

A. Educational Experiences

As described .in Chapter 12, of thoSe Indian students in the sample -who had

stayed in school until tenth grade, 78% had graduated from high school, an

additional 3% had passed a high school equivalency test such as a GED, and A,-

were, still in high school. This means that the dropout rate was 15% for those

students, in the sample.

For those former students who had gradUated from high school or passed a high

school equivalency test, respondents were asked to describe their highest

.
level of-educational attainment. The overall results on 'this question ae.e

presented in-Table:15-1, Thete data indicate that the .majority of Indian high

school graduates had gone on to some form of postsecondary school -, with. 23%

having- attended a Vocational, trade, or business school, and 34% haying

attended college.

ASf0.
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TABLE 15-1

HIGHEST-EDUCATIONAL LEVEL OF INDIAN HIGH SCHOOL GRADUATES
(N=1654)

His hest Educational -Lev:
Percentages of
Former Student

High school only 43%
Less-than-two years of vocational- school 16-

Two or more years of vocational school 7

Some college (including two-year degree) 28
Completed college (four or five year degree) 5
Master's or doctOral degree 1

There are significant differences In the highest educational level attained

for the different high school cohort groups. As Table 15 -2 shows, -those in

the later cohort groups'were less likely to have finished college than thine

in earlier cohort groups. In many cases,.this is likely to,be true pecausi

the students are still in college and have not yet completed their degrees. -.

TABLE 15-2

HIGHEST EDUCATION LEVEL' OF INDIAN HIGH SCHOOL ADUATES
BY SCHOOL COHORT GROUP

Highest Educational Level

High school only
Less than two years df vocationa

school
Two or more years of vocational

Sophomores
1970771 1972 -73

N1281) (N=290'
43% 41%

16 16

8--

24

10

8
Some college (including two year

degree) 25
-leted college (four or five year
agree)

Mater's or doctoral degree 1

Total iU

1

1974 -75 1976-77 1978-79
N=322) (N=3641 (N=362)
47% 42% 40%

16 18 15

11 6 4

20 30 40

5 4 2
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If all students who have any college experience are placed in -the -same cate-

gory, the 1978-79 cohort group had more students attending college than

average, and the 1974-75 cohort group-had fewer college students than

average. There were also sex differences in educational level. As Table 15-3

shows, Indian females were more likely to attend and complete college than

were males, while Indian males were more likely to end their education with

high schooL

TABLE 15-3

IGHEST EDUCATIONAL LEVEL OF INDIAN HIGH SCHOOL GRADUATES
BA' SEX

(Percentage of students)

H" hest Educational Level Males
N=853

Females
UN*7711

High school only 48% 39%

Less than two years of -vocational school 15 17

Two or more years of vocational school 8 7

Some college (including two year degree) 25 315

Completed college (four or five year degree) 4

Master's or doctoral degree* '0 0

Total 100% 100%

*16.88, df=6, p'C.01
or both males and females, the percentage"attaining advanced degrees was 0.2%.

The highest educational level of the high schoOl graduates also depended upon

the location of theschool which they attended. As Table 15 -4 illustrates,

the college completion rats of-those on or near reservations and in urban

areas (citieS of 10,000 -50,00) were lower than for those in rural or

metropolitan (in or near a city of'50,000 or more) areas.
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TABLE 15-4

HIGHEST EDUCATIONAL LEVEL OF INDIAN HIGH SCHOOL GRADUATES
BY SCHOOL LOCATION

(Percentage of total)

On of NearOther--
School Location

Higmst Educational evel Reservation Rural Urban Metropolitan
(N=7251-- (N=428) 7771) N=3101

High school only 43 41 44 43
Less than two years of vocations

school 17 13 18 18
Two or more years of vocational

school 7 8 5 6
Some college ncluding two year

degree) 29 29 27 26
Completed college (four or five
year degree) 3 3 7

Master's or doctoral degree `0 2 0

o a 10= 1

35.06, df=18, p.0.1

Present ocational/Educa ional Status

7

Respondents-were askedhto desCribe what the-former student was doing:at the

-time of the interview.
1

In most cases only one response to this question

was given, but An 9% of-the cases, at least two-responses were given. Table

15-5 shows the overall percentage of former students who were reported to be

'engaged in each type of activity.

1In.only 79% of all tases was the respondent able to describe-the present
status of the selected students. An analysis of the valid and missing ca
indicated that high school dropouts were slightly underrepresented on this
question. The-responte biases were small enough, however, that we believe that
the response distributionswire not seriously affer,tes
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TABLE 15-5

PRESENT STATUS OF FORMER STUDENTS
(101825)

tus

Percentage of
FormerStudents*

Working for pay at a full -time or part-time job 57%

Taking vocational or technical courses at
any kind of school -or college

Taking academic courses at a college
On active duty in the Armed Forces
Homemaker
Laid off, looking for work, waiting to report

to work

-6
15
4
18

9

*Percentage totals to more than 100 betause in some cases more than_ one
response was given.

There were considerable differences in present status for the different school
/

cohort groups. As shown in Table 15-6, those in later cohort-groups were more

likely to be, attending vocational school,-Attending college,- or on active duty

in the Armed Services, while thoSe in earlier Cohort ,groups were more-likely

to be homemakers or to be working for pay. These findings'are not. at all

iurprising given. the expected ages of the cohort groups.

Present status-mas also strongly related to the sex of the former student.

Indian males were more likely than Indian females to be-working for pay

full-time or part,time,.on active duty with the Armed Forces, or Taid off,

looking for work-,'or waiting to report to work. Indian females, on the other

hand,-were more likely to be homemakers or to be taking academic courses. at a

college (see Table 15.7) .
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TABLE 15-6

PRESENT STATUS OF FORMER STUDENTS BY SCHOOL COHORT GROUP

Status
6-171Fkipay at a full - TM
or part-time job

Taking vocational or technical
courses at any kind of school
or college

T zademic courses at a
-ege

On active duty in the Armed Forces
Homemaker
Lid off,.looking for work,
waiting to 1eport for work

Sophomores in ...
1970-71 972-7 1974-7 1976-77 197E-79
(N=322) 1N=30- (u3s3)

68% 69% 61% 51%- 40%

3 3 2 7 12

4 6 10 16 36
2 3 5 8 5

24 20 21 16 10

10 6 11 11

*Percentag s may total to more-than 100% because in some cases more than one
response __-_ given.

TABLE 15-7

PRESENT STATUS OF FORMER STUDENTS BY SEX
(Percentage of total)a

a_es =ema
N=901) (N-4r911)

Status
Working for p#y-at a full-time or part -time jobb 62% 47%
Taking vocational or technical courses
at any kind of school or college 5 5

Taking academic courses at a colleec 12 16

On active duty in the Armed Forces- '8 1

Homemekere, 1 32

Laid off, lookin- for work, Waiting to
report.to work. 11 6

aPercentages 'do not necessarily add. to 100% because of rounding error and
because more than one response was sometimes given-..

42=34.78, df=1 pic.001 bX2=6.83., df=1, p< .01
dX2=42.05, df =1, pC.001 eX2=269.17, df= PI:.001
fX2=9.47 df=1,' pc .01
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The location of the school which the former-student attended was also related.

to present status. The pat ern of the data is rather complex, but'as Table

15-8 illustrates, those who attended school on or near reservations or in

cities of 10,000- 50,0x0 were more likely to be either employed for pay or

serving as a homemaker, while those in other rural areas or in metropolitan

areas (50000 or more) were more likely to be taking academic courses.

TABLE 15-8

PRESENT STATUS OF FORMER STUDENTS BY SCHOOL LOCATION
(Percentage of total.)a

School Location
On or NearO-EF7-:ei

Status= Reservation Rural Urban
N5

Working for pay at a full -or
part-time jobb 51% 59% 50%

Taking vocational or technical
courses at any kind of school
or college 6 4

Taking academic courses at a
colleged 13 18 10

On active duty in the Armed Forces 5 4 3

Homemakere 17 14 . 25

Laid off, looking for work, waitin
to report for work 10 6 9

6
an

60%

8

15
4

15

aPercentages may total to more than 100% because in some cases. _e tnan one

-response was given.

bX2=13.90, df=3,

dX2=1L56, df=3, gi <205

cx2=9 79, df=3, p< .05

ex2414.91, df3, p.01

C. Occupational Categories

For those former students who were employed full ime or part-time,

respondents were-asked to describe the type of work in which the former

student was engaged. In this item, as with the previous one, respondents were

allowed to give more than one response, though in only 1% of cases did they=do

2e
DEITZLOPICENT ASe0
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Table 15-9 presents the occupational distribution for the overall population

and for males and females separately. As might be expected, males were more

likely to be employed in occupational categories such as craftsman, laborer,

military, and operator, while females were more likely to be emplOyed in

clerical, service, and homemaker positions.

TABLE 15-9

OCCUPATIONAL DISTRIBUTION OVERALL AND BY SEX
(Percentage of total)*

Occupation Overall Males Females

(w_a48) N=610) (N*716
Clerical 17% 4% 28%

Craftsman 7 15 1

Farmer or farm manager 1 1 0

Homemaker or housewife 18 0 34

Laborer 18 35 4

Manager or administrator 3 2

Military 6 11 2

Machine or vehicle operator 7 10 4

Professional 5 3 6

Proprietor or owner 1 2 0

Protective Service 2 3 1

Sales 4 2 5

Service 10 7 12

Technical 2 3 1

Other 1 2 0

*Percentages may total- to more than 100% because in.some cases more than one
response was given.

There were also occupational differenCes based on the school cohort group to,

which the former student-belonged. As shown in Table 1510, those in earlier

cohort groups were more likely to be employeeas craftsmen,. professionals,

managers, and homemakers, while those in later CohOrtiroups were more likely

to be employed as. laborers, service workers, sales people, or by the

military. These occupational differences for the school cohort groups

probably reflect age differences in employment patterns rather than long-term

career differences.
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TABLE 15-10

OCCUPATIONAL DISTRIBUTION BY SCHOOL COHORT GROUP
(Percentage of total)*

ccupation

Clerical 20%

Craftsman 6

Farmer or farm manager 2

Homemaker or housewife 20

Laborer 16

Manager or administrator
Military 2

_Machine or vehicle operator _ __5

Professional 9

Propretor or owner 3

Protective service 2

Sales
Service 8

Technical
Other 1

Sophomores in .-.
1970-71 1972-73 1974 -75 1975 -77 1978-79
(N =278) -(N12841 114.281I Th=213 27) 7:7317

14% 19% 12% 15%

13 6 7 4

1 0 0 0
19 19 18' 14

16 18 20 21

4 3 1 1

6 10 10

9 7 .8

3

O l 0 0

2 1 3 1

3 il 6 5

8 8 11 17

2 2 2 2
O 2 2 0

*Percentages may total to'mo-e than 1t1t because in some cases more than one

response was given.

0. Summary

The data on post-high school activities of Indian students indicate-tnat

approximately 40% of thosewho were in school up to the tenth grade went on

some form of postsecondary education. The data are not representative of the

entire Indian population, however, because a number of Indian students drop

out before they reach the tenth grade; Indian females were more. likely to go

on to college than were Indian males, who were more likely to finish their

education with high school. At the time of the'study, 57% of'the former

Students were members of the paid civilian workforce, 6% were taking
ft._

vocational or technical courset-,.15%--Were taking academic courses, and 9% were

laid off or looking for work. Among those'who were'employed, the most common

Occupational-categories were laborers (l homemakers (18%), clerical

personnel (17%), and- service workers (10%).


