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PREFACE

This study_was conducted for the Office of Program Evaluation of the Department

of Education, Pursuant to aompetitIve procurement, Work began on the study i n

the'fall of 1980, mOst*datal-vere gathered. during the fall and spring of the i

1991-81 school,_, yest=, and,,analyses were perfor:med and the report written during

1992 and-fie pring,01983. In commissioning the study, the Office of Program

Evaluation sought an analytic description and iMpact oriented evaluation of the

'Alan Education Act's Part A Program as implemented in public echoplft. The

purPosescof the study, were to aasist Congress and.administf-ators tn the

Department to manage the programhand make decisi6s with respect to its-future..

. .

From the study's inception a Technical7AdvitorYPanel of Indian educators

provided valuable Support. They participated in the study's design, revidi4 of
.

data _collection forms and procedures, and data analysis plans.. Panel members

were: Mike Charleston (Oklahoma City, OK), TireSa La Fromboise (6ntoin, NE),

Grayson Holey (University Park, PA), Edward' Mom s (Ketchikan, AK), Joseph

Trimble (Bellingham, WA),.and Noah Woods (Maiton NC). .Eachof the members of

-the. panel devoted considerable time and attention to the study, which was.great.y

appreciated.

Development Associates also acknowledges the,Valuable partitipatiOn in the study

of

. ,

Bear Chief ana#Associates of .Missoula, Montana. Bear Chief Was an important

.sUbcontrattorthroughout the stay and was involved in all of its phases: In

Addition, several other_ Indian organizations and firms as.well as scorfs of

-consulting sOecialistsmade significant-contributions. 'Mike Charleston, Joseph.-

..Trpntplee Graysonliolsey;'Lloyd Elm andleresa La FrambC5e'madeparticula

imoortant.contributions in the analyses of data and,preparation of this report.

1ohn Tippetonnic provided valuable assistance at various points through-out the-

studyi 4idothers-at the Center for. Indian, Education at Arizona-State-

-University. The American Indian .institute at the University of:0101ahoMa hosted

the training-of field data collection teamsjAnd made other significanti _

contributions in a number of areas. The involvement of each of these individuals

and organizations was highly. important.



Throughout t14 stutly,'the involveitent of Dorothy Bhuler,' project officer, was

substantial, and she was a positive force at all times. At various times, others

'to the Department of Education,.particularly Patsy Mathews, then ofAhe Indian
0

Education Program, and Keith Baker of the pepar;ment'S planning-staff, provided

particularly useful advice'and'were otherwise quite helpful.: Finally; we wish to

acknowledge the-literally .thousands of Indian and,Aliska Nativerstudents, parents

and educators who participated in the study and the stiff of the local schbol

diStricts who-were involved. With almost no exceptions, these individuals were

gracious Ind -most helpful.
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CHAPTER 1: INTROBUCTION

In 19-2,. the Indian Education Act ,was passed by Congrers. ANOffiC of 'Indian

- Education, within the U.S. Office of Education, was created by t -ion to

administer the provisions of the Act. For the first time, a MiajtY Ian

education program was located outside the Bureau of -Indian \rairs (8_A).

Although' there were difficulties in the initial implementation of.the Act, the

Office of Indian Education was able to provide funds to public schbol- distriCts

for the first 1973, to meet the "special educational needs of Indian

students."

This report presents the results,-of an evaluation of Par ..A of the-Indian

Education Act. The Part A Program provides formal& grarits,.upon approved-e

applications, to local educational agencies provided they meet specified criteria

relative to. the enrolment of Indian children within their districis.1:.To

receive a-ltant, eligible school districts are to-have established an Indian

parent committee; to have conducted anel.ds assessment to deterMine the special

educational needs of the Indian stuoents'enrolled in their schOols; and to have

developed- a program plan based upon -those identified. needs. The-other two inajor

components of the Act, Parts 8 and C, authorize the award of _special grant:-'10-

Indian tribes, organizations, and institutions of higher education in order to

improve the educational opportunites for Indians, and were not part of the
0

evaluation.2

The study was conducted bythe authority of the Secretaily of Education, and

represents the first impact evaluation of.t4e Part +A Program since its

z

1A local education agency is entitled to receive a grant if the number of
Indian children enrolled in that agency's sehools either totals ten or more or
represents at -least half the total. enrollment for that agency. However,' an
agency may apply without regard to the enrollment requirements if,it is located
in Alaska, Califbrnikdlor Oklahoma, or-is on, or in proximity to, an Indian
reservation.

2A smalFOoportibef of Part kfunds,go to,triballY-operatedand Indtan-
ntrdlled:schools on or near reservations, and these were not 'luded in this.
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inception.3 The study was conducted in response .to requests from the Senate

Interior Committee for systematic inf6rmation describing Part A Program

operations and impacts and from the House Subcommittee on Interior and the

Committep on Education and Labor, whiCh had also repeatedly asked for similar

'information.

The Part A Program regulations are brpad, and the Program permits a wide spectrum

of allowable activities to be carried out In a 'number of different ways.- The-

regulatiOnt:prohibit'the use of, grant funds to supplant activities supported by

state,- local, or other federal funds ,..rich would, in the absence of grant funds,

be made available for the education of Indian children. The projects, therefore,

supplement existing programs by providing such permiSVble services and

activities as: 0tutoring in basic skill subject areas; instruction in tribal_
.

-.
heritage, Indian histotty,-and'political organization; accelerated instruction

4'

that provides additional educational opportunities.; 4nstruction in Indian
, .

languages and Indian arts-and crafts; home-school liaslon,services; pirsonal and"

academic related counseling services; and vocational and post-secondary awareness

programs.

Study ose and Pramewnrk

-When .theIndian Education Act was passed, Congress, Indian lftaders; and concerned

others expected the Part A Program to cause a number of changes'in the education'

of AmericanIndian and Alaska-Native students, and the relationship between

public schools and Indian communities. *This study was launched to determine

what,-0 any, changes or impacts had occurred. SpeOifically,the evaluation's'

objectives' were:

To describe the range of 'Part A project objectives, the. groups of children

served, the academicand cultural activities provided, and the patterns of

funding;

3A national descriptive study of the Part A Program was completed in November

1978 for the Department of Education (A National Evaluation' Surix:of Projects

'Funded Under Title IV Part A of the In an EducatiOnAct of-M7 6y

ommun cations echno ogy orporat on o ar ton, w c prOv ded

information useful in the design of this impact evaldation.

23
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a To determine the nature and extent of Part A Program impacts on
Indian/Alaska Native students, Indian/Alaska Native parents, and local
school districts; and

e To determine what, if any, changes'j,n legislation or regulations would
provide more comprehensive and effedtive ways of meeting the educational.
needs of Indian/Alaska Native children.

From'the Outset, the study was recognized as'being highly complex'. The central

task was to assess the -impact of a ten-year old program whose purpoSe was to

serve the "special educational and culturally related academic needs" Of Indian

and Alaska Native students in grades K-12 from-over-4'200 tribal or cultural groups

located in over 1,000 school-districts. This purpose was to be accomplished

through local projectS which received quite small amounts of money,4 and with

program regulations which directed. local projects to be supplementary in nature

and tailored to local needs and conditions. Even astheevaluition began, it was

clear that a wide 'diversity of objectives, activities, and context characterized-

the Part A Program.

To assess the Pirt A Program adequately required an equally complex study

design. t broadly, 'this evaluation was conceived as tamultidimensiona. study

focused upon identifying the Part A Program's results since its inception in

1972: It Included an inquiry into: (a) the Program's origins. and initial intent;

(b) the operations of the, office responsible for administering the Indian

Education Program; and (c) local level operations and results based on visits to
4

a repreentatiVe sample of-projects.

From anether perspective, the study may be viewed. as consisting of four related'

studies. As depicted in Table 1-1, they are

The Preliminary and Explorator tudy;
The-Local Projects Impact'Study;
The Alternative Resources Study; and
The Small Projects Study.

4In FY 80, the year-on which study design decilions were based,-there were
--y-1,094 Part A projects; the median grant was $22,20, witle grants ranging from

$1,042 to $969,625, In thatyear, 25 percent of the projects received grants of

less than $10,000, and only 17 percent received grants of $60,000 or more.

k
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The'Preliminary and Exploratory Study was essentially an evaluability assessment

and information acquisition endeavor undertaken to provide information necessary

for the evaluation's design. In6luded were

A review of literature pertinent to Indian education and impact eva ation;

A review of the Indian Education Act's legislation, hearings, and
regulationsi

A review of Part-kdocuments, applications, and other local project and
district material On:filewith the-Department of Education;

Personal interviews with congressional-staff, and officials and staff
several offices within-,.the Department of Education; and

Visits to nine Part A projects representing a diverse cross - section
settings, sizes, and types of Program activities.

The diversity of expectations, needs, activities, and settings became clear

during this earlysassesstent% ,Except at the broadest of levels, there were

substantive disagreements among key staff within the DepartMlnt of Education.and

also among congressional offices regarding the purpoSe of thePart A Program and

criteria by which it should be assessed. For some, the program was perceived

primarily in terms of improving basic academic- skills. For others, its primary

purpose was to heighten awareness and understdnding of Indian history and

culture, or to increase stude6yride andlelfesteem.-,Also, for many, but not

all, the primary goals of the Program.included-bringing:ebout attitude and policy

level change within lodal education agencies.. Similarly,-many also considered

increases in the involvement ofindianparentS in the local school system a

critically important dimensi of the Program.

These varying perspectives wei..e held by persons with legitimate interests. and

influence in the. Part A, Program, and, had been communicated,, at-least to some

extent, as priorfties to local project staffs. Thusi in..planning the evaluation,

it Was decided- to gather and report impacts on each of these areaS. however, it

was recognized that because of limited project resources and the federal mandate



that projects be locally designed, it would be inappropriate to expect most

projects to have discernible impacts in each.
5_

The Local Prplects Impact Study-Was the central fatus of the evaluation, and its

results constitute the major portion of this report.'.In brief, the data for this

study were collected from a Watified random sa e of 115 of the Part A

projects funded during the 1981-82 school year, which ere funded for three

consecutive school years (1979480, 1980-81, 1981-82) nd which reported having

more than 30 -Indian students'in 1980. By screening projects which had not

been consistently funded and projects with small numbers of students, the study

wai assured a sample of projects with sufficient numbers of students and with a

history that would allow the gathering of longitudinal data which could be used

to provide an assessment of project impacts over a period of time. A total of

865, or 85 percent of all 'Part A Public school projects funded during 1981-82,

remarried in the universe after screening (the others were_included in the Small

Projects Study or the Alternative Resources Study described below). Interview or

questionnaire data were gathered from a variety of respondents from each of

115 projects in the study sample. School recorca were also consulted for

information concealing students,. roject activities, and the characteristics of

the school district itself. Tables 1-2 and 1-3 provide a listing of the data

collection instruments and the number of respondents or school districts from.
which data were obtained' for each .instrument. A discussion of the methods and

procedures used in this study are preiented as Chapter 2 of this report.

The Alternative Resources Study examined the federal, state, and local:- funding

resources, other than funds from-Part A of the Indian Education Act, for the

educition,of Indian/Alaska Native children::-/The results are basedon a

probability sample of school districts with Indian students,:both distriCts-whiCh

'cib and do not receive Part. A funds; Projects which were not visited as part
0 0

the Impact Study wire contacted by telephone, and a review of pertinent federal'

Program materials was also Conducted.

5A-dscriOtion and the results' o .these prelpreliminary activities are presented-

_in: Reimer, Js Interim Report on the Part-A Program: A review of fi6Ongs to

date, March 1481.
r

27
QCIATZEVIN164



-7-

TABLE 1-2

RESPONDENTS TO FALL AND SPRING INTERVIEWS AND
QUESTIONNAIRE ADMINISTRATIONS

Respondents Fail Spring

LEA Administrators* 154 109

Title IV Project Directors 114 108

Title IV Staff 1 114 413

Tutors of Indian Students 329

Indian Students, Grades 4--6** 5,393 5,201

Indian Students, Grades 7-12** 8,145 7,369

Title IV Parent Committee Chairperson 114

Title IV Parent Committee Members 290

Parents orindian/Students 1,546

Elementary and Secondary School_ Principals -- 450

Regular- ClassroCm.Teachers of Indian Students 1,307-

Indian Community/Tribal Leaders Not Associated w/Part A 102

*Fall-Superintendents and supervisors of Part A Project i ectors.

Spring.Supervisors only.

*A discussion of the representativeness of the student. sample is presented on

TABLE 1-3

DATA COLLECTED FROM SCHOOL RECOR

Type_of Data Collected

School district characterittips
r /

School attendance of Indian students'
(5 years per student, where available'

. .

Reading and math achievement test scores
(spring 1981)

Characteristics and progress of tutored
Indian students**

High school completion data on 5 cohorts
of Indian sophomores (T971-1979)

Number of Cases*

115 district's

8,376 students

6,425 students

3,123 students

2,09irformer students

-*School-Y.-et-Ord iiata were collected only once, either during the fall or spring

depending on the type of data.

Tutors filled out forms for, each tutored student.

SOCIATZE. INC.



Finally, the Small'Projects Study involved the examination of PartA projects

receiving $5,000 or less in 1981 and/or -:.2rving 30 or fewer Indian studerits, and

which were funded for three consecutive years (1979-80 through 1981-82). All 32

of these projects were selected, and a review of their applications and other

grant materials was ccnducted at-the Indian Education Program.office in the

Department of Education.

Telephone interviews were attempted with project-directors, parent committee

chairs, and a district administrator at all prOjectS. Various materials were

also requested -and later reviewed. Three of the most promising projects were

visited and more detailed data gathered. The results of, this essentially

qualitative assessment of the impacts of very small projects are presented in

Chapter 13 of this report.

Indian Involvement in the Study

The Department of Education required that the final design and implementation of

the study make heavy use of Indian professionals. Thus, from its start, the

study was designed to provide for the substantive involvement o Andian educators

at a1T points. For example, as much cultural matching of interviewers with

respondents as possible was r fired in order to increase the probability of

gaining valid and useful data. Similarly,

researchers. play a lubstantiiie role fin the

'developMent of data collectiA instruments,

it was required that Indian

study's conceptual design, the

and data analysis and interpretation.

Consequently, during the early. stages of. he eValuationDevelopMent Associates

identified'and.initiated ongoing consultations with'knowledgeable Indian And

Native American educators who possessed a variety of experience and,expertise...-
. f

These individuals were known to have a thorough- knowledge and understanding of

Indian communities, oegartizations, and education-in leneral,- and of the Part A

PrograMA6 particular. These consultations and involveMents provided insights
.

and strategies bearing upon the study's design, implementation, and analYtis.

They were also quite helpful in establishing the study's credibility within theThey

and Native communities-and in securing cooperation from schools, both-of

which facilitated data collection throughout the study.

29
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In addition, a technical advisory panel to the Study was constituted. This panel

was made up of Indian,educators and reseachers from across the country who met to

review and advise the study's staff with respect to study design, data collection,

'and.analyses. They participated in deEisions regarding areas and strategies of

investigation; reviewed all instrumentation; participated in sampling and data

collection decision-making; reviewed preliminary data and advised regarding the

analytic plans; and individually reviewed and commented on drafts of this

report. Throughout the study, each of these individuals devoted-significant

amounts of time and energy to the effort. Consistently, they were free in their

criticisms of draft materials and made valuable contributions to the evaluation

overall.

The study also utilized over sixty Indian professionals as paid consultants at

various critical points. Throughout, Bear Chief and Associates (an Indian owned

and staffed consulting firm) served as a subcontractor to Development

Associates. During the instrument development stage, some forty Indian educators

-- teachers, project directors, and university professbrs reviewed and offered

revisions to the various questionnaires. Data collection itself was undertaken

-virtually entirely by Indian or Alaskative-professionals. Field staff were

provided an_intense week of special training prior to the fall data collection

and a second week-oftrainingprior to theproject'visits in the spring. The

field staff:consisted of university faculty members, upper level graduate

Students with prior,work experie0 nte;--and-experienced'professional:Staff'from

Indian firms or organizations. with whom subcontracting erangements had been made.

Data analysis also included heavy Indian involvement. ,Native American graduate

students at Arizona State University conducted the coding of all open-ended

questionnaire responses from Native American intervieWees. It was clear during

the early analytic phase of the study that.InOian educato4s could more accurately

analyze the responses of Indian parents and project staff than could coders with

little rultural or programmatic insight. Similarly, .Native Americalioraduate

students from Perinsylvania State University were used to provide ratings based on-
.

a'qualitative assessment of recorded data of the cultural components of the PArt

A projects. More substantively, several Indian researchers were directly

involved in planning and conducting statistical data analyses and writing draft

sections of the study's reports.



- Cooperation with Local Education A

The evaluation design required considerable time and cooperation from the local

school districts that became involved. In addition to Part A Program staff and

members of the IndftAn community, superintendents, assistant superintendents,

principals and teachers were surveyed and files reviewed. Frequently, developing

the sampling frames for the selection of Indian students and securing school

attendance'records ardachievement test scores on individual students involved /

considerable time from school personnel.
6

With few e;:ceptionsi'school

districts readily agreed to participate in the study and maintained their

cooperation throughout the school year.
7 Typically, school personnel were

interested in their Part A projects and desired to assist ih the Program's

evaluation.

Local cooperation of school offic als.was encouraged somewhat by offering to

proyide local staff with feedback one their projects. To accomplish this, the

study design called for supplying` project staff with informationWhich coulebe

useful in planning future activities collected from 17')e; sites as soon after the

Spring data collettionaspossible.-- Thus, during the and early winter of

the 1982-0 school year-, he participating projects were sent summarized results

of surveys of regular classroom teachers,qgdian students, and Indian parents at

their site. Also, most projects.were-provided with analyses oflindian student

achievement test scores and with school attendance data comparing Indian- students

in their districts with .state or national norms.

Content and Organization of this Report_

From the outset, the Department of Education made clear that this study was of

Concern to a variety of quite different audiences. Various groups within the-.

Department, the Congress, the Native American Community, the state education

6In some cases, theLdos time was reimburSed through the study,.but

often it was not./

7The extent of project replacement and attrition is discussed
=

Chapter



agencies,- and the local school districts have__ap interest in particular findingt

and the results overall. Early in the' study.it ecame clear that not all

potentially relevant issues or-questions could be addressed within the existing

resource limits. It was also clear that the various audiences would not always

agree in theirinterpretations of the Part A Program's historiCal content, study
, .

findings, or the preferred style and format for presenting results.

Consequently, various strategic decisions and accommodations haVe-been made

:throughout, With respect to analytic content, the study team attempted to

address the key issues raised early in the study by congressional staff,

responsible persons in the Department of Education, And members of the Indian
. -

Community on the study advisory panel. Regarding the context of findings, a

middle grouiiJhas.been sought. Some historical and organiiat onal materials are

presented in Chapter 4 as important-context for local project findings, and the

results of a separate study of the role-of the States-in Indian education is

pre 1nted as Appendix 4.. The report, however, does not purpprt to thoroughly
,

,add ass the, long and complex 1istory of Indian educatfpn in the United States.. AN
middle ground was sought as well with respect-to interpcetation and presentation

of results. -Where deemed appropriate, interpretations of findings are offered-

and extended analyies were made. Elsewhere, however, the data are largely.

allowed to speak for themselves, as their meaning is-embedded in controversies

over values or- interpretations of legal or historical facts.

ith respect to the structure,of this volume, Chapter-2 provides a summary of hfN

study methods and procedures. Chapter 3 prOvides some hlstorital context for the

Indian Education Act and a diScussion of-,the background and operations of the

Part A Program at the federal -level. Chapter I. provides fl'overview of the Part

A PrOgram, including description of local-settings and participants, and
=

Chapter 5.discusses the needs 'addressed and-the Objectives.of the local

projects. Chapters 5 through 12.describe particular project activities and their

results.: Specifically, theyaddresS-academlc performance (Chapter 6), student

endance (Chapter 7), Cultural programs (Chanter 8), student attitudes toward-

school and self (Chapter 94)', student knowledge of post high school academic

opportunities '(Chapter 10), parent involvement (Chapter 11), and impacts on the

practices-and climate in school districts.(Chapter 12). Chapter 13 provides-the,
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results of the civalita-ive survey of Very small projects, and Chapter 14 contains

a summary of ove-all findings- and conclusions. .

Finally, this volume contains five appendices. Appendix 1-contains a-liting of

major legislation affecting Indian education -Appendix 2 contains a discussion

of standard errors associated with tie estimates of selected PartjA Program

characteristics. Appendix 3 presents detailed results of a path analysis,

discussed in Chapter 11, to determine what factors affect parents' general

satisfaction with Part A project. Appendix 4-contains the results of a substudy

focused on the role of the states in Indian education, and Appendix 5 contains

the-results of a.substudy focused on the resources used in public schools to

serve Indian students-in addition to those available through Part A. Chapter 2,,

which immediately follows, contains_a summary of the study's methods and

procedures.



CHAPTER 2- OVERVIEW OF THE STUDY DESIGN AND METHODOLOGY

This chapter provides a summary of the key evaluation issues,facing the study,

and the design approaches and statistical techniques used The Overall purpose

of the evaluation was to.reach-some conclusions about the ,impact-'of the Part A

Program of the Indian Education Act.

The evaluation sougnt to be accurate and_sensitive enoug to measure past and

current Part
-

A Program impacts without misrepresenting_the Program and its

importarice. This was acknowledged as difficult because projects are small,

supplementary in nature, and quite diversified in terms of program emphasis and

the intensity of program activity. Many projects intende4_to affect students'.

self-esteem, pride in being-an Indian, attitude toward cultural

knowledge, and many other areas, in addition to academic improvepent. Projects

also sought to increase pal:pita] involvementih the' education of Indian children,

as well as impact upon school districts, scnools, and staff.

Thus, the challenge was to design an evaluationwhich was responsive enough to0
access accurately and sensitively the myriad Poisiblepast and current Part A.

oProgram impacts, recognizing all ttie,while that the PrOgram was not the only

intervention likely to affect Indian students. Besides regular school programs, ,

Chapter 1, JOhnsowCoMalleY Act programs, and other federal efforts, tribes and

Indian organizations in many areas operate special educational programs focused

onacademicand cultural activities. More specifically, the evaluation was

designed to

Describe the Part A Program, focusing'on Aocal projects and students; and

o Assiss tile extent to _which Program activities have impacted on Indian
students, Indian parents, and the public schools which the students attend.

Thus, the study may be conceived as a multidimensional evaluation.o the Part A

-' Program, focused upon identifying and explaining iheresults.since its inception ,

in 1972, and including an inquiry into, the Program's origins, operations at the

federal leVel, and local -level implementation, results, and ongoing needs.

MOCILTZ3. C.
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Overview of the Study Desigp

As discussed in Chapter 1, the study actually involved four components. They

were:

o The Preliminary` and Exploratory Study;

o The Local Projects Impacts Study;
The Alternate Resources- Study; and

o The Small Projects Study.

The results of these four were intended to provide:

4o-A balanced and detailed picture of the current levels of Part A Program

involvement-and effectiveness at the local level;

o An estimate-of the continuing need for federal assistance in the education
of Indian children; -rand

The necessary basis upon which to make recommendations for future, action,

with regard to -Part A-and Federal involvement in the education of Indian,

children.

The evaluation reqUired.a variety of_de criptivRe and impact data about:the_

projects, the people directly or indirectly involved, and the settings (e.g.,

community and school districts) that surroundthem. Building upon-the knowledge

and-information acquired during the Preliminary and Exploratory Study* an

evaluation design was developed which-evolved as the study progressed.

Indicators of potential *pact were sought and assessed from-many different-

sources and over several different dimensions, as noted in fable-2-1 (Analytic

Framework)'.

These multiple imp ndicators from multiple sources were used-

e Detect any form of impact on that dimension,.if such had occurred;

e Obtain a consensus or agreement among_ findings from different sources that

an impact had occurred; and

4 Obtain a fOler and more balanced picture of what types of impacts-might be
attributable\ to Part A, so that the extent of Part A effectiveness could be

_understood better and the findings more easily peesented to various

audiences:



'TABLE 2-1

At FRAMEWORK

Description

Students

(1)

a Personal character-

istics (Gracia, SES,

etc.) overall and

by project tospo-

nent

Needs

Outcomes and Impacts

0

12)

a. Academic

improvementsi

b. Cultural awareness

and group pride

c. School attendance,

retention and

toe lotion

di Academic self=

'concept and

time
e. Attitude toward

! school

f. Global self.ostees

g4nowledge of post=

secondary educe-

tional mpportunitie

h. RelatiOns With non-

Indians

I. Importance of

prOject

_Y.

Parents .

(3)

a. Personal character

Wks
h. Parent Camittee

structure and

functions

a.

e.

d.

School District Indian Calamity, Part A Project

(5) (7)

District character. a. Organizational

'sties (D o, characteristics

location, etc.)

School climate

Staff= character=

attics

Support for project

(9)

a. 2udget

b. Staff

c. Objectives

d. Activities

e. Participants

'f. Relations with

Indian parents /Partin

Wilittee, Indian

Comity

g, Relations with

school staff

h. Materials

1. Administration

j. Relations with 01E.

SEA, ResourcelEvel-

uation Centers

k. History

(4)

a. Involvement in

school decision:

making

b. Attitude toward

school'`
c. toolvemen in

at

gd Involvement in

Cmmiunity affairs

e. Personal gain in

knolledgeidyloyseni

f. InvOlvelent in

project

(61

. School ciliate

b. Employient practice

c. Participation in

decisiommeking

d Curriculum/saterial

hapges

LEA policies

a,

b.

c:

(8)

Involvement in

project

Involvement with .

school distriet

Policlei or systems

pertaining to

education of

Indian children

(10)

a. Overall

f.
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Broadly speaking, the following six basic types of information were collected

within the scope of a quasi-experimental impact evaluation:

Descriptive data concerning project operations and fundin-

to Mediating variables that "explained impact-Mqasures;

Confounding variables .4.,-Factors at the core of Part A operations, such
as funding from other sources, which made it potentially difficult to
attribute outcomes to Part A);

impacts on _students;

Impacts on parents and Indian communities; and

Impact on school districtS.

The descriptive data were used to present a profile of the:

Students and communities served;
Sources of project funding;.
Typical program components and services;
Project staff chdracteristics; and
LEAs and schools.

I
yinally, impact s addressed by topical studies were subgrouped where

-.Possible under broad research questions. Results for topical studies were

'synthesized both for the narrow impact q1Astions addressed, as well as for the

broader queStions. Where topical studies addressed identical or related impact

questions (as did interview.. instruments), the results of both were compared

and synthesized.' Similarly; where qualitative studies incidentally picked up= S

.information relevant to results of the interview, this information was

incorporated into the quantitative results of the evaluation.

Major issues_Addressed by th'e Evaluation

As indicated in Chapter 1, three basic objectives governed the study:

4,To describe, accurately and sensitively the range of Part A project
objectives, target groups, cultural activities, and program funding patterns,

im_determine the nature and extent of Part A -Program impacts on
Indian /Alaska Native students, their parents, and local school districts; and

38,
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0 To Atermine what, if any, changes in legislation or regulations will
provide a more systematic and effective approach to meeting the educational
needs of American Indian /Alaska Native children.

To address these objectives, a series of major study questions were developed and

are shown in Table 2-2. These questions guided the identification'of information

sources and types of data required, and aided in the selection of analytical

TABLE 2-2

MAJOR STUDY QUESTIONS. GUIDING THE EVALUATION

1. What are the organizational, iscal-and human resources available. to Part
A projects, and how do projects utilize these resources?

2. To what extent do the objectives of projects funded under the Part A
Program address the special educational and/or culturally related academic
needs of American Indian/Alaska Native children?

3. How have Part A project activities been implemented?

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

What impacts do Part.A projects have on the parents of American
Indian /Alaska Native children and on the American Indian/Alaska Native
community that projects serve?

6. What impacts do Part A projects have upon their LEAs?

7. How da federal-level .activities, especially those of-the Indian Education
Program Office, affect Part A projects?

8. What federal education funds are expended by local. school districts on
Indian students in grades K-12, and how many of these students are
receiving various types of special services?

Several of the study questions (1, 2, 3and 8) were primarily descriptive in

nature -and thus addressed the first objective. Other questions (4, 5, and 6)

focused primarily on the impact of Part A. The third objective was also

addressed through question 7, which reviewed the' Indian Education Program

Office's policies and activities.
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Evaluation Approaches

Two basic approaches were used during the evaluation of the Part A Pr=ogram. They

are the quantitative and the qualitative/naturalistic:Approaches. The

quantitative approach involved collecting data on a representative sample of

projects, using structured data collection instrimentsAeveloped during the

design phase of the study. Qualitative inquiry was conducted at the same time in-

order to examine a number of specific issues/topics in a subample of projects.

The purpose of blending the two approaches was to achieve a broader and more

balanced information and data base, and to provide a fuller, more complete

picture of the Part A projects on which to base results and conclusions. The

'qualitative issues addressed during, the Study are listed in Table 2-3.

TABLE 2-3

-TOPICS INCLUDED IN THE QUALITATIVE PHASE OF THE EVALUATION STUDY

Effect of project activities on students going to college or other academic

programs after high school (seeking anecdotes, special cases, rare events
as evidence);

Effects of changes in staff at the Indian Education Program Office on local

project operations;

3. Need for (additional) technical assistance by projects in curriculOm design

and,developing other program materials;

/4. Impact of the Part A project upon the acadeMic-achievement of Indfan-
students, presently or in the past; and

Impact of the ioeal Part A program Upon-the-attendance of Indian students
in the school district, presently or in the past.,

Special Des gn Issues

.Desin Constraints. Three major factors influenced the design. First,

certain of the legislatively-defined ProgrAm outputs are not easily measured.

There are no generally accepted definitions of the legislaiive goal of meeting

the special educational and culturally related needs of Indian students, nor

are there accepted definitions or measures of attainment of this goal.

Second,,eac of fhevschool districts .has broad discretion in the

40
--ASSOCLA-1215.
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interpretation of the Act and the use of federal funds. This variability

required extensive onsite data collection and some tailoring of the overall

design to local contexts and objectives./ Third, the nature of they projects

and the school-community systems in qffich they operate made attribution of

impact findings to the Part A Program difficult.

A quasi-eXperikental evaluation approach was necessary, since almost all

eligible LEAs with sizable numbers of Indian students, and most Indian

students within these LEAs, were involved to some extent in the program. This

virtually eliminated the possibility of "true experimental control groups" of

any kind. This situation, combined with the supplemental nature and

relatively small size of the projects, and the fact that most projects hive,

been in operation for more than,five years, compounded the problems associated

with identifying student and institutional changes attributable to project

activities.

As a result, extensive discuSs

il

s about Program expectations and operatiOns

were undertaken with relevant c, Aressional.staff, policy.and operational

staff in the Department of Education, national Indian organizations, and

staffs of local school districts participating-in the Part.A Program. To
,

accommodate the diversity of settings, activities, and objectives, a core set_

of activities and impacts was investigated at all sites, with others explo'red

only at sites where.they were emphasized.

Types of Impacts Assessed

Student Impacts -- The purpose of the legislation is to ensure that t

spedial educWonal and culturally related academic needs of Indian

children are met. Indicators that this has occurred include improve

in the fo lowing areas:

Performance In basic' academic skills;

School attendance;

Knowledge of Indian (tribal) her4tage, history, and culturally related
topics;'
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InVolvement and interest in school;

* Student self-esteem; and

* Post -high school academic performance (securing a high school
equivalency degree, attending college, etc.).

Hot;ever, given the size and scope of most local projects, there was

agreement from the start that it would be inappropriate to expect impacts

in all areas in most projects. Thus, the study was designed to accbmmodate,

individual project settings, and ,objectives, and to utilizemeasures

sensitive to highly varied loca interventions.

b. Parent Impacts -- Congressional testim ny oleading to enactment of-the

A Program contained a great deal of p .dence,which documented the

alienationIof Indian parents from the'public schools and the widespread

lack of parental support for their children's.school,performance. For this

rea3, h! legislation and Salequentregulatia0LSlrtSStLA4 rental

involvement in the planning ancLimplementation of-local projects,_- Indeed,

the congressional mandate for parental involveMent is more explicit and far-

-reachiag than in any other educational legislation. It -was also expected

that the Program would encourage Indian parents to be more, active in their`

children's schools and educational activities. Thus, in early discussions

with individuals at the national and local levels, there was consensus on

the importance of assessAg the impact of the Part A-Program onparents. and

their-involvement wan-the project and the schools. Parental- mpact areas

considered to be of particular importance were

Involvement in school advisory and decision-making bodies (PTAs,

project comm ttees,'school boards, etc.);

General attitude and support local schools;

* New, non-school related involvement in community affairs; and

to Personal gains in knowledge-, education level,,or employment as an

outgrowth of project involvement.

School District Impacts i Legislative testimony and, rationale for the Part.

A Program alsO included strong evidence of the insensitivity of many local

42
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school districts to the special educationallanezulturally nelated needs of

Indian students.- Indeed, this factor was widely cited as the basic
.=

rationale for the Program and its special` student and parent related

activities end objectivts Thus, although few local projects include

impacts on theirvschool district among the explicit project objectives,

from a national perspectiie this is a critically important area of

.investigation which speaks directly to issues of program continuation and

direction. From,the review of relevant literature and discussions at the

national and local levels, the-school district impacts considered of

particular importance were:

Use of curriculum and classroom materials tha
contributions of Indians4Natives to American

Employment of Indian professional personnel;

recognize the positive
fe;

o Sensitivity of instructional and building-level school staff to
bycustoms and values-as they affect students in school perceived by the

Indi

Modification of any_ pre-existing school po:icies judged onerous by the
Indian community.

Communityjmpacts -- In addition to these impacts, it was believed that the -

.Program May have had other important, if unintended, consequences. These

were thought to te particularly likely With-respect to the relationship--

between the Indian community at large and public school systems.

Consequently, the study design and instruments incorporated some questions.

that explicitly addressed this potential impact-area.

Issues in Measuring_ tudent Achievement and Attitudes

r

a. Achievement- Assessment. In developing the evaluation study design,

considerable attention was given to the appropriate use of Standardized

achievement test scores. It was initially presumed that these would be a

centerpiece of the data collection andassessment effort. However, after a
. -

thorough literature review, consultations with leading national experts on-
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student achievement testing and evaluation design," a close look at Part

A prOject applications, ana-exploratory visits to several representative

local projects, the initial expectations for design feature changed.

Essentially, it was _concluded that_the_academic "treatments" provided .by

most projects were not appropriately assessed with standardized tests of

basic academic skills. Treatments were frequently _either too specific

(e.g., tutoring in a particular subtopic of a particular s) or too

diffuse (e.g., including some language arts'instructi- as part of an

Indian student clUb's activities) to be captured by oadly- focused .

standardized tests, and.sometUtoring focused on soc i1 studies, science,.

and other academic subjects which such tests do not address. Rather, it

was decided that although achievement test data were important for the

study overall, they would be of only secondary relevance in evaluating the

tutoring component. For that purpose, various forms of rating scales from

tutors, students, teachers and parents were expected to provide a more

accurate assessment..__Achievemerwauld_heuserLiastead_
to provide a description of the current status and needs of Indian students

with respect to academic performance, and also to perform cross - sectional

analyses to explore potential relationshIps between test scores-and student

attitudes, cultural knowledge, and general program characteristics.

Thus, it-was decided to collect existing reading and math standardized test .

data for the spring preceding the site visit (i.e., sping 1981) from all

projectS wtere they were available. Given the purposes for Which they

would be used and the considerable costs and respondent burden involved,

-d-tmeattesting of studentt was net considered justified'.2 Test score

Aata were collected from school files, converted to a common metric, and

then cross-sectionally compared across grade levels and othee*student- and

lAmang others:- Gene Glass of the University of Colbrade, Ronald Berk of Johns'
Hopkins University, Rodney Skager of UCLA, William Coffman of the University o
Iowa, and Donald Ross Green-of the California Testing Bureau.

2Data for only the previous year were sought because of prior experience in
seeking multiyear data from School files.- Year-to-year changes- in--district
testing policies, alternate grade testing, and the-general condition of Many.
School files-make it infeasible to -seek retrospec)ively multiyear data in

:a_

national sample af LEAs.-- 44



project-level factors (controlling for differences in participant--

nonparticipant student characteristics). Also, in those projectS with-

students in tutoring components, pre- and poit-ratings on several academic

and other school- related performance dimensionS were obtained. For those
.

students, plus those not receiving any specific assistance with basic

academic skills, assessment of'academic achievement was based on composite

item ratings of teachers-Anrents,cstudents- and staff.

b. Attitude Assessment._ Particular attention during the design process was

,also given to the problems of assessing Indian studedt attitudes and

self-esteem. Nationally-recognized experts in this field contributed

extensively both to the basic evaluation design decisions and to the

development of study instruments.3 After extended deliberation and the

involvement of Indian educators across the country, it was concluded that

data should be collected from students-about their attitudes toward

themselves, their attitudes toward school, and their identification as

Indians or Alaska Natives. These are legitimate areas to assess because

over 75 percent.of all projectincluded such changes among their project

objectives. The objectives of projects and the nature of the activities in

some projects also made it appropriate.te assess whether student attitudes

in these areas had improved during the school year as a result of project

exposure:.

However, there was considerable discussionand some disagreement among'the

study's Advisory Panel about the merits of collecting these :attitude data.

Several memberS strongly believed the attitudes of Indian students were,

and had long been, quite positive and that projects had no hope of

improving them within a year's time. Others argued that if this were

indeed true, the study's findings would usefully call into question popular

beliefs in this areas Consequently, the plans called for students.to

complete a series of attitude-scales (along with other questions dealing

with project partitipation) during the fall And spring site. visits. The

attitude data were analyzed for each-period and each diMension separately,

In particular, Professor's Morris Rosenberg of the University of Maryland and
JosephTriableWalaliOu0=0.14estern Washington University.
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--=and-then across time periods and dimensions using comparisons of shifts in

student and group means. Findings were related to the self-concept and

or relevant literature so that they could be interpreted in context.

Additional Considerations. Finally, sever41 cornerstones of the design are

relevant to mention. All instruments were reviewed extensively for their

content validity and measurement properties by a large number of Indian

educators and recognized evaluation authorities. In addition, the sampling

design was constructed to provide statistically representative samples of

projects parents and students, and tribal leaders or community

representatives. Also, relatively more of the larger Part A projects were

chosen to increase the statistical power of the detign and therefore the

likelihood of detecting impact, since more resources were presumably available

in such settings.

--Furthermorethc impect=ana4A4c approac-hes-de44berat

contextual, project, and student characteristics,- so that such variables-as

project size and location were directly considered as alternative or competing

explanations f6r impact levels and shifts in those impacts.' The analyses also

-proceeded in a series of eages or modules whiCh went from purely descriptive

to univariate and multivariate impact analyses as warranted. This Modular

approach extended to jointly analyzing impact indicators that addressed

dimensions related to each other. In this way, obtained findings and

inferences were made more clear7Cut. The interpretation of the findings was

enhanced by using.external sources of data for baseline. purposes. In

addition, using relevant data from pastor ongoing national and local

evaluations and studies helped to place the study findings in context and'.

substantiate their validity.'

In summary, the special design issues which-emerged in evaluating the Part A

Program were problematic. However, they weris- addressed by -using a variety and'

breadth of design approaches and appropriate statistical -and interpretative

techniques. Such a combination has produced a descriptive yet indepth profile

of Part A projects and what they have accomplished, and insights regarding

what remains to be done.

46_



Sampling_ Plan

1. Study Population and_ Sample Sires

Because tY Part A evaluation study had several purposes, a fairly complex

sampling design was used to select projects,- school districts, and

respondents. The design was intended to fit the scope and

information-gathering needs of-the Local Projects Impact Study and the

Alternative Resource substudy components of the overall study design.

The study included All public school districts that were eligible to receive

Part A Indian Education Act (P.L. 92-318) funds. In 1980, 3,177 school-

districts, other than tribally-controlled schools, were eligible to receiVe-

such funds. (Tribally-controlled schools, which are eligible to receive Part

A funds, were outside the scope of this study.)

Two populations were surveyed:

( ) For the sample of school districts from which 4ata for the Alternative
Resources substudy were collected, the survey poptilation included all
3,177 school districts eligible for Part A funding.

(2) The survey population for the local project impact evaluation -was.an
---865-project subset of the 3,177 sohool districts [all ofl-which were
funded for at least 3 years (1979 -81) and included more tan 30
Indian/Native studentt-in 1980]. s.

The population of projects for the Impact Evaluation. Study included a total o_

865 projects.4 The 865, projects were a:'subset of tae 1,052 projects funded

in 1981, which were also funded for at least three consecutive yearS (1979,

1980, and 1981), and 'which reported more-than 30 Indian students in 1980. A

sample of 119 projects was originally selected from the 865.projects for the

impact study.

,--

4In nearly all cases there was a ohe-to-one correspondence betty n a "project"
and a "school district." In a few rases, a project was.compris-d of two -school

-
districts-that jointly operated the project.

MMMOPMMATT esocurzw7Wid:77T
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Of the original sample of 119 projects, 19 declined to participate in the

study at the outset. With one exception (a project in Maryland). each of

these projects was replaced by another randomly selected projeci from the same

sampling stratum. Reasons for non,participation_included:_recent_d,e!aaTAxf-a7-,

project director, recent turnover of key project staff,,a crisis of some sort -

in the district unrelated to Part A but precluding cooperation-of district

staff, and district policies discouraging participation in federal- studies of

any kind. Thus, 118 projects were visi'_ed in the fall of 1981 and, of thee,

114 cooperated fully with the study throughout. Two projects-withdrew from

the study between the fall and,spring.visits. The other two krojects ref sed

access to a random sample of. their students and various data about them.

Three of these projects (Bering Straits, Alaska; Denver, Colorado;'ind San

Diego, California) were not revisited,!.in the spring andwere_excludedfroM,all

analyses. Some data from the other'project-(E1 Reno, Oklahoma) were gathered

in the spring, and this project was included in inalyses wherever possible.

-----Thef4n

the non-participating projects indicated that no bias threatening the

generality of the findings is likely to'have occurred, either from the jni

refusals to participate or subsequent attriti .on.

acs of

By including in the impact -study only projects with three or more years o

Part A-Program opirations.,, "startup" implementation problems, which confound

and reduce the likelihood of Program effects, were avoided. Also,

-longitudinal data. related to student effectiveness and other factors Were more

apt to be present.. Similarly, includihg only-projects with more than '30

students assured a data base sufficient for assessing student effects and a

local.project adminiqtrative structure sufficient to=respond to study

information needs. In 1980,. projects with more than 30 students and three'or

more,yeart of program operations experience represented over 91 percent of al

funded LEAs. Thus, a fairly small proportion of LEAs was screened gut, and

the proportion of Indian students:in projects screened -out was:41SO not of

major concern.

The sample for the Alternative Resources Study represented a Combination of

two samples: (1) the impact evaluation sample of 118 projects representing

the subset.of 865 projects,- and (21-a 'sample of 1Q8 LEAsselected to

48
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_ _ . .

represent the population. of 3,177 LEAs that were eligible to receive Part A

funds, but were not included in the subset of 865 projects. -These two

samples, properly combined and weighted, constituted a single sample whose

data could be generalized to the 3,177 eligible LEAs. This sample was used to

prepare a resource analysis based on estimates of three types of information:

Total-federal education funds expended by local school districts on Indian
students;

The number of -Indian/Native students served by these funds; and

The types of special services the.students received.

2. Samplips_Desian for Selection'o Project -_for the Local Projects_Impact

Evaluation

For th1e Local Projects Impact 8tudy, 119 projects were selected, but, as was

-414=ussed,=data_for_analytic_purposes were obtained from 115 of those

projects. Within the sampled Projects, data were collected from an

,appropriate district administrator, the project staff, memberi of parent_

committees, students, arents.ofithose students, and records on fild,of those.

Students. Multistage sampling, particularly the sampling of students from

whOm to obtain information, was involved for-much of the evaluation'd_ra..

However, the primary sampling units were projects.

Very briefly, the sample of local projeCts may be described as a ,stratified

random sample,' with probabilities of selection that were proportional to Arvid--

appropriate measure of project size., For that purpose, the square root of the

number of Indian students was used as the measure of size. Projects were

selected with probabilities proportional to that measure. Thus, a project

With 400 students would have-* probability of selection which was-twice-that

of'a project with 100 students. One project was selected from each of 119'

strata, yielding a'sample of 119 Part A projects.

To offset the"higherprobabilities:of selecting large projects, smaller

sampling fractions were used for sampling students within large projects. In

fact,"the procedure was to determine and apply within7project sampling
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fractions so that all student's .in the population of .865 projects would have

the same chance of being in the sample, regardless of project sizd.

One of the deilgn objectives of stratified random sampling is,to achieve a

high degree of homogeneity within strata. To accomplish this stratification

goal, 12 geocultural regions and three student density groups were defined, as

follows:

is,

Projects were first clatsified by Indian student density, that
is, by the ratio of Indian students served by a project to the total
number of students in the school district's student body. Three density
grottos based on percentage of Indian students were established, after
holding consultatiOns with Indian educators: less than 5%, 5.01-70%, and

70.01-100%. To a high degree, this variable stratified the sampling frame
of Part A projects population in terms of

(a) Urban projects that have diverse tribes and relatively few
Indians/Natives compared with the total number of students in the
district; and

.

Reservation-based projects that have a Single tribe and a high number
of lthan students compared to all other students.

This variable was considered important since it was thought the nature and
level of student density could affect the extent of project impact. For
example, Indian/Native students in urban situations may have few

opportunitiet to strengthen their knowledge about their Indian ('tribal)
heritage, culture, and history. This is a particularly important factor
,invareas with large of relocated Indians/Natives who are often
disconnected from traditional familyand tribal supports, especially for

their children. Also, urban districts generally serve'more than one
tribe, unlike most reservation-based projects, and -thus are serving

students whO..ar'e culturally diverse.

o Geocultural Region: This was the other key stratification variable.
Oreijectt Were stratified by.12 gepgraphic.regions, which were judged to:be

geocultural .That it,'-the-regional breakdown not only divided
projects into geographically di4tinct areas, but into-cultUraLregions as

well. Use of geocultural strata ensured that divise tribal affiliations'

end-parts of-the United States,including Araska, were.included in the . .

sample. Projects were listed bY.densitY,group Within.each ofuthese
geocultural regions. (See Table for whatstates'wertatsigned to each-`

region.) This list included 852 LEAs, as the 18 largest were treated

separately. From the listing of projects by density gaup within regions,

the process of stratification continued with the objectives of equalizing-
strata by size and selecting one project from'each'ttratum.
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TABLE 2 -4

/

GEOCULTURAL REGION CATEGORIES

The five Office of Indian Educa

divided as follows:

ion Technical Assistance Regions were er

Northern Region 1 -- Illinois. Michigan, Indiana, Ohio Pennsylvania, New

York, Connecticut Rhode Island, Rassachusetts, Vermont, New Hampshire,

and Maine.

2. Southern Region 1 -- Kentucky, Virginia, West Virginia, Maryland,

Delaware, New Jersey, District of Columbia, Tennessee, North Carolina,

South Carolina, Georgia Alabama, Mississippi and Flonda.

Eastern Region 2

Dakotas (Re

Wisconsin, Iowa, and Minnesota.

on 2 ) -- Worth-Makota and South Dakota.

5. Western R g on 2 -- Nebraska, Wyoming, and Montana.

5. Alaska (Region 3)

7, Sbuthern Region -- Washington, Oregon, andIdaho

California (Region 4)

- Southwest Reg-don 4 -- Arizona and_New Mexico

Northern Region 4 -- Nevada, Utah, and Cblorado

ah a Reg n 5)

12. Region 5 Remainder Texas-, Louisiana, Arkansas, Missouri, and Kansas.

o AISSOCIATZS,



After making a preliminary selection of the projects, the composition of the

sample was reviewed and discussed with the study's Technical Advisory Panel of

Indian educators on the basis of the following factors:

Geocultural region (overall for specific states, and within particular
states -such as Alaska, California, and Oklahoma whicIT have large Numbers
of projects);

Proportions of reservations, rancherias, urban settings, and suburban
sites;

lo Indian tribal diversity and heterogeneity; and

Shifts from 1980 to 1981 in the numberof students served by each project.

Based on factors, some strata were redefined and some resampling

:occurred. \__-ever, the number 'of strata and the sample size were not

changed. The final selection of projects adhered to the principles of

iprubabil pt that-substitutions were-later-requfred-owl-ng_

non-cooperation of some LEAs. When substitution was neceFsary, a project was

selected which matched the original as closely as possible-in size and other

characteristics, and was drawn from the same stratum:-

Sam Res ondents-Within the Local Pro-ects Im.act Evaluation Sam'le

In general, study data were collected from the following ten respondent grbups

in, the 115 projects frdm which data were collected:

School district administrators (superintendents or their designees, and

assistant superintendents; coordinators of federal` programs, or another
administrator directly supervising the Part A project director);

Part A project directors;

.Teaching and nonteadhing project staff (the latter including counselors,

resource specialists, and tutors ).,.

4. Parent Committee chairpersons and three act lye-committee-members
designated by the project director or chairperson;

5. Indian community and tribal leaders (one person..not directly ass

with-the project. selected in the fallowing order,-depending on

52
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availability: (a) chairperson of the tribal education committee or hit/her
designee, (b) chairperson of an urban Indian center's education committee
or his/her designee, (c) person identified by most interviewed parents as
the most interested and influential member of the Indian community with
respect to educational issues);

6. Indian students in grades 4-12 attending schools and in grades where Part

A project activities were available;

7. Parents of a-random samolaof sampled Indian students;

8. Principals of schools having Part. A activities;

9. Regular classroom teachers of Indian students but not associated with Part

A; and

10. Students formerly in high schools in sampled districts (i.e., those having

Part A projects)

The procedures used for selecting each of these types of respondents along

with a description of the type of information obtained are summarized below.

(a) School District Administrators.- In each of the 115 projects, the
Zi3F+espeaTifqFEFFaraTifFTETSuperintendent or the coordinator of federal
programs tOr.administrator who directly'supervised the Part A Program
within the district) was contacted.

While the title of the supervising administrator varied from district to

district, in reality, the role of the individual and-his/her access to
project data were t4- key factors for selection. Probability sampling was
not involved in selecting the type of administrator. Rather, the
administrator considered most appropriate for dealing with the` topics
included in the LEA Administrator Questionnaire was contacted.

Version -1 of that instrument dgalt with background characteristics of the

district, district support provided to the prOject and an assessment of
project impacts on students. Versibn 2 of the instrument dealt with
issues relating to the various_ effects of the project during the school

year as .perceived by the district, as well as the functioningrof speCial-
programs,such as Part A, within the district environmentIersion 1 Was-
administered to the superintendent, the assistant superintendent, or the

federal prograM officer dUringlhe fall data-collection period. Version 2

was used during the spring data collection period, and every attempt was
made to interview the lame individual as in the fall.

(b) Project Directors. The directors.of the 115 projects or their. designated=
representatives were Contacted during both the fall and spring data

collection periods. 'The fall interview fdcused on project
characteristics,-while the spring interview- focused on-the'project's
'mpact during thecurrent school year and. since its initial funding.

rious types of impact dimensions, were included in the Project DireCtor
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spring form. In addition, those portions of the Overview of Project Scope
and Component Description form that were appropriate to a given project
and that characterized the project's activities were completed by the
director or designated staff during the fall visit. Also during the fall,
the field- staff completed document review and file search activities,
.using the DocuMent Review form and the Post High School Follow-up Survey
Questionnaire.

(c) Project Staff. Project staff were given a questionnaire during't_e spring
data collection period, and-some were else- asked by their project director
during the fall to complete certain -sections of-the Overview' of:Project
Scope and Component Description form, if relevant to their project
assignment. In general, all staff who worked half timeor more and were
paid for their efforts were surveyed. Any-staff member in charge of a
program component was also contacted. However, in small projects with
only part-time staff,- and with no one;. excluding the project director,
,working half time or more, the one or two non=cierical staff members who
worked at least 20 percent of full time (supported in whole or part by
Part A) wet asked to fill out staff questionnaires. On the other hand,
in projectVwith ten or more non - clerical staff working half time or more,
and at'least partially supported by Part A, a probability sample of staff
members was selected._

(d -Parent Committee Chairpersons and Members. Chairpersons and two -other
bffiteet-cd-eacb ©f- the -115 Part A:parent committes'were contacted.--
Chairpeesons were interviewed in the fall. The'two officers and
chairperson were surveyed, using the Parent Committee Questionnaire,.
during'the spring data collection period. If lie chairperson was
available, vice-chairpersons were contatd. If no designated chairperson
or vice-chairperson currently existed, : the next-most senior pr-experienced
member of the committee was contacted.,

(e )-American Indian/Alaska Native ComMuni- Re resentatives and-Tribal
Leaders. hese- respondents were-Antery e_e__ urwa-te spring .ata
cotfietion, period by using the Indian.Teiba4 and Community Leader
Interview Guide;: They were contacted to gather perceptions of Indian
leaders not- directly associated with the-project., :0ne_commUnity,
representative:or tribal leader was interviewed in 'each of the- 115 1.001
projectlattings. Since the identity, of.the.most ppropriate individual
to interview was not always readily apparenti.especiallyin urban-Areas,
-it was theesponsibility.of,the data collector toditerMine whom to
interview'onsite. The followl6g decision rules-were applied:.

_

(The chairperson Of the tribal education committee or hts/her-designee;-

12) The chairperson of the urban\Indian tenter'sledUcation committee or
his/her designee; or

1

(3) If neither of these was present, the person - identified by most parents
_Pas themost influential-Indian individual* in the district concerned

with education, who was not employed by the project or otherwise
includedinthe survey....



(f) Students. Probability samples of Indian students who were attending
schoolt---and in grades where Part A services were provided were drawn in
each of three grade level ranges: 4-6, 7 -9, and 10-12.. (It was not
considered feasible to collect data from a large sample of children in
grades Pre K-3 since this group-would have required individualized data
collection sessions rather than the group sessions used with the eider
students.) The sample was of stUdents for whom services were- available,
not simply'of those involved in the projects.

For sampling purposes, each-grade-level range was - treated as a separate
population to be sampled and the- objective was.to obtain a sample or
students within each grade range, so that every eligible student within
the grade range in the entire population had an equal chance of being
selected. Within projects, the following probability formula was
applicable for sampling students. It-was applied to each grade range
separately. The formula is:

Fi- Pi f-ij

where is the overall probability which the jth student in the ith
project Fiad of being in the sample, Pi -is the probability which the ith
project had of being selected, and fij is the probability which the jth
student in the ith projedt had of being selected, given that the project
-had already been selected.

Within a grade range and project, all students were to be selected with
equal probabilities. Therefore, fij may UE simply_ expressed as fij,
the sampling fraction to be applied-within-the project -in question. Also,
in this case Fij became Fi.

Since i was constant students in a grade range, then all
students in the population had the same of being in the sample.
Sinde the sampling was such that was, constant, that constant became,,
in effedt, an overall sampling fraction that was-applicable\to the entire
population. Three constant values of F were determined, one- for'each of
the three grade ranges. These values of F were determined with an
expectationthat sample of at least 4,000 students in each grade range
would-be obtained. Then,,for each range, values of fi
(within project sampling fractions) were computed as follows:

F

Pi
Where,

Eis the overall sampling fraction;

Pi, as explained above, is the probability which the ith project had
of being in the sample; and

fi is the sampling fraction applied to the ith project in the sample.

in-general each project in the sample presented a different sampling
problem,yowing to varying .numbers and sizes of schools and grades-at each

IrePiNIMPirf Asepc TIES.
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school. In projects where all schools were included in the sample, the
values of fi, as calculated above, were directly applicable to students
within All schools in the project. In projects where a sample of schools
was selected, the within-project sampling fractions had to be resolved
into within-school sampling fractions using a probability formula similar
to the one above. When a sample of schools was selected, the schools were
stratified, and one school was selected from each stratum. Frequently,,a
stratum contained one school; e-4., all students in a grade might have
been attending the same school. Such a school had a probability equal to
one of being in the sample. Generally, for any-given grade, there were at
least two schools in the sample, unless all students in the grade went-to
the same school.

The actual sample of students was drawn at the start of the school year.
The sizes of the samples chosen allowed for attrition expected during the
school year. In some projects, the attrition rate was expected to be
larger than others. Therefore, project directors were contacted before
the actual fall visits and-asked to supply estimates by grade level range
of-the magnitude Of-attritroel rate in that setting. These estimates -were
used in the local site sampling of students to help ensure that desired
sample sizes would be achieved.

The types of information gathered from students varied with the
grade-level range and time of year. All sampled students in grades 4-12
received Parts I and II of the Student Questionnaire during both the fall
and spring data collection periods. These sections gathered information
about the students' participation in project activities and ratings of
attitude toward school, Indian identification and pride, academic
self-concept, global self-esteem and related dimensions. These sections
were used on two occasions so that pre- and post-school year shifts in
these dimensions could be measured and correlated with the students'
reported participation in Part A Program activities. Thus, those students
reporting little contact with Program activities became a natural
comparison group with those reporting relatively moderate or more
extensive contact with Part A.

Parents of Selected Part __A Participants. A stratified random subsample of
the parents of participating students who were given the student
questionnaires during the fall visits were interviewed in the spring.
Parents were selected at random by Development Associates froM the roster
of students surveyed in the fall. The number of parents selected for
interview varied from site to site, approximately in proportion to the
number of students surveyed. On the average, the goal was to interview 18
parents per project, and overall an average of 13 completed interviews
(72%) per project were obtained. At each site, the list of names of
selected parents and alternates was provided to the project director,
together with a draft letter requesting an interview. The alternate names
were used only if problems were encountered which made it impossible to
interview a parent on the primary list. Every effort was made to contact,
schedule, and interview all parents on the primary list, regardless of
whethe- the student was surveyed again in the spring. All parent
inter aws were completed while the data collection team was on site.
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(h) School Principals. The principals of the schools in the sample were
interviewed-during the spring data collection period. The Principal
Interview Guide focused on (a) the effects of the project in the school,
and (b) the function of project activities and their coordination with
instructional and other school activities. The goal was to contact the
principal of every school in the sample. The average number of principals
surveyed per project was four.

Regular Classrdon Teachers. Regular classroom teachers of the
Indian Native:Students se_ected from schools where students were surveyed
were administered the Teacher Questionnaire in the spring. At the
elementary school level, the questionnaire was given to the regular
classroom teachers of the Indian/Native students in thelsample who had
been in the school system for at least two years (i.e,, then in at least
their third year). At the junior and senior high school levels,
questionnaires were given to the mathematics,English, and social studies,
teachers of- the selected Indian/Native students who also had been in the

-school -syste_-_
or a total of 1,307 teachers, were contacted.

Tutorsofrindian Students. During the fall site visit all tutors'of-
Indian StUdentsSuOtirfid through the Part A Program were asked to
complete questionnaires describing their characteristics (e.g. sex,
experience, number of students served) and characteristics of each of the
Indian students they tutored (e.g. grade level, proficiency in reading,
math and other subjects, interest in school, school conduct, amount of
tutoring). Project directors were also given -a package of these
questionnaires and asked to see that they were completed during the year
as new tutors or students began to participate in the Program. Project
directors were also given a package of Post-Tutorial Follow-Up forms and
asked that a form be completed for each student at the time the student
stopped receiving tutoring or at the time of the study's spring site
visit, which ever came first: During the period between the fall and
spring site visits, project directors were reminded several times by
letter and telephone to have these forms completed as. appropriate. In

total, full data was obtained from 329 tutors and 3526 Indian students.

Cohorts of Post iNigh School Students. In order to assess trends in high
school completion an OOSttecOnAary school activities, a sample of five
Indian high schodl sophomores in each of the following years was selected
from each of the visited projects: . 1970-71, 1972-72, 1974 -75, 1975-77,
1978-79. Indian-Students were identified by school district staff and the
students in each cohort were selected at random. Information about thole
selected was then gathered from school records, school staff, family,
friends or other available sources. Several. projects were in districts
without high schools; these werenot%included in this aspect of the
study. In other districts, Where. there were five or fewer Indian high
school sophomores, all were included. 0verall-i2,098 former students were ,

included, or an average of over 18 students per sampled district.
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Selection Public School Districts for the Alternative Resources

The population for the Alternative Resources sample (3,177 districts) included

-all eligible public school districts (i:e., those with ten or more American

Indian or Alaska Native. students and those located in Alaska, California or

Oklahoma)-except tribally-controlled schools which were not part of this study.

The'method of sampling the part of the population of 3,177 districts which.

were not included in= the survey population for the Local Project Impact

Evaluation_ Study began by defining four major strata based on the nu per of

American Indian or Alaska Native students in each LEA. Optimum allo-ation of
=

the sample-to these four size strata was not possible, since standard

deviations of important parameters within strata were unknown. However,

general experience with probability sampling suggested allocating the sample

to the size strata fiTprdportion to the total number of students ih each, with

an upward adjustment in the size of the sample from the two strata having the

smallest number of students. That'is, compared-to the optimum allocation, an

allocation of the sample in proportion to the number of students was expected

to undersample the first two strata (those with LEAs having the smallest

number of students), particularly the first one.

Within each of the four size strata, the projects were arranged by state

within the 12 geocultural regions described previously. A systematic random

sample of districts was selected with eque ubability wit3in each of the

first three size strata. The last, or fourth, stratum (LEAs'witt; a large

number of students ) -was.treated as_a special case, the allocation

called for a sample of 12 LEAs from a total of 14 within, that stratum. The

ten largest were selected with probability equal to 1. Two.of the four

smallest in this stratum were in California, and two were in Oklahoma. One

LEA was selected at random from the two in California, and one from the two in

Oklahoma. In summary, 108 districts-were chosen, 98 by using systematic
N.

random sampling with equal prob'abilities bf selection within strata, and ten

with probability of certai ty.

The selected school districts were administgred either: (a).the Excluded

Projects Telephone Survey Questionnaire, for LEAs receiving Part A grants but

excluded from the sampling frame-for_the impact study,.0r. (b) the Nom-Funded

AMMOC1MITS, IN
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Districts Telephone Survey Questionnaire, for school districts not receiving

Part A grants. Each version of the form was compatible with the other, and

with similar data gathered from the impact study sites. In each district, the

relevant administrator was contactecrfor costs and services/activities

information. Typically, this was the di-trict's federal program coordinator.

Telephone interviewing was q osen as the most cost-effecrivi way to contact

these projects.

y±ightinglactors Used to Make Data-Representative

Certain data presented in this study have been weighted either to be

statistically representative of the population of (a) Part A projects or (b)

individuals from Which a sampling unit was selected. These weights also have

been adjusted when necessary to-reflect data collection instrument non-response.

Whether data of a particular kind needed to be weighte-_i was related primarily to

whether sampling within projects was involved. As explained aboye, the sample of

115 site visited projects was not selected with equal probabilities and it was

clear that "project data" needed to be weighted, owing to the wide range in the

probabilities of selection. "Project-data" refers to data where there was no

sampling within prOjects, such as data obtained from the project director about

his/her own characteristics or about the project as a' whole% "Ooject data" and

"Within project data" will. be discuSsed eeparatelpbelOw. Of the ten sources of

data presented earlier, the first five did not involve sampling within projects,

with the exception of the sampling_of parent comittee members. The TaSt fiye

all involved sampling within project's, except for some data in a few of the

smallest projects where all eligible respondents were included in the survey.

Project data fell into one of two major categories with regard to weighting. The
,o<

first consisted of data where use of reciprocals of probabilities of selection as

weights is appropriate with regard to both random sampling error and bias. Such

data are quantitative data such as budget data, and variables which can range in

value from zero (or a small amount) to an 'amount that is related"to the size of

project. For such a variable, its variance among large projects was much greater

than its. variance among small projects.
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Weights for data in the first category were referred to in this study as the WI

set of weights. These weights were the reciprocals of.the probabilities which

the projects had of being selected, multiplied by a constant that made the sum of

the weights equal to 865, the total numbe/of projects in the survey population.

In a probability*or sampling sense,- the weights provide unbiased estimates.

Also, for variables in the first category, the W.] weights are most appropriate

in the interest of minimizing the standard error of the estimates, or,

.conversely, providing optimal precision.

Mbst of the project data fell in the second categdry. This category included

variables where the varianae'of the variable had little if any relatioh.to size

of project, and its variance among large projects was roughly the same as its

variance among small projects. Attribute or "yes-no" type of data are included-

in this category, such as types of programs sponsored by a project; or certain

characteristics of a project director. If the W1 weights werewapplied to data

in this category, the standard_ errors of estimates would be-too large. Not

weighting such data would provide estimates with much lower sampling error;

-however, the potential for bias in. the estimates was too large to ignore.

Thus, a second set of weights, referred to as W2, was prepared with-an

objective of minimizing the mean square errors of the estimates, that is the

combined measure of bias and randoM sampling error. The W2 weights were forme

by adding a constant to each W1 weight.and scaling them so that the weights+

would add to 865. The constant was chosen so that the maximum W 2 weight within

a region would not be more than about four times larger' than the smallest weight

within the region.

Data from- parent committees were regarded as project data, even though some data

were obtained from a sample of individual members of a committee. In this 6isei

thexommittee rather than a'cammittee member was treated as the unit-of

analysis. In other words, if data Ilrom all parent Committees in the population.

Of 865 projects had been obtained, it was assumed that committees would be th'e

tabulation units. All committees would then have the same weight, regardless of

their size. Under this concept of the parameters being estimated and considering

the kind of data 'nvolved,the W2 weights were applied as- follows. If there

60

DZVIELOPAWIT 48.89 _



-39-

were data from n members of a committee, the weight for each of the n was W2/n,

where W2 was the weight for the project involved. Then, the sum of the weights

for the n memberi was equal to W2 and the sum of all weights totalled 865, the

total number of projects, rather than a population total number of committee

members. Tribal/Committee leader data consisted of two or three respondents from

some projects, although a relatively small number of projects had more than one

tribal leader 'respondent. As in the case of committee members, weights were

assigned equally to all respondents from-the same project, so that the sum of the

weights for respondents in the project was equal to the project's` 42 weight.

Within-Project Data. A major part of the within project data consisted of data

from students. Sampling fractions for sampling students within projects were

calculated to give every student, in'the popuation-of 865 projects, an equal

chance of being in the sample. For various practical reasons, this was not

completely accomplished, and question then arose whether the departures from

equal probability were sufficient so that weighting would be advisable. To

answer that question, a. set of weights (applicable to student data collected in

the spring and based on reciprocals of sampling fractions) was calculated and

studied. Also,,some data were weighted and the results were compared with

corresponding resultS when,no weighting was done. A conclusion was reached that

differences between weighted and unweighted results would be,trivial,or

unimportant. Moreover, when analytical procesSes were complicated, the weighting

of individual data added much to the burden of processing. Thus, a decision was

reached to treat the student data as self-weighted.

Since the numbers of parents in te sample from project to project ire-

approximately proportional to the numbers of students in the sample, it follows

that weighting parent data ,was 'unnecessary.

Two other sources of within-project data were principals and school teachers.

These data were also approximately self-weighted and were not weighted because it

was determined that weighting would not have improved the-results by an

appreciable amount, if at all.
b.

For the poSt-high school student sample, an upper limit of 25 cases. per project

was placed on the sample. This meant that large projects were somewhat
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underrepresented, even though large projeCts had higher probabilities of being in

the sample. Weights by projects were dWiculated and studied. A simple plan for

weighting was regarded es adequate. Data for sample students in the 18 largest

projects were therefore given a weight of 2-and data for all other studehts in

the other projects received a weight of 1

Adjustment_for Non-Response, When entire instruments for one or more of the 115 "-

projects were missing, the weights (either the W1 or W2 weights, whichever

.
applied) weresadjusted within regions so the total weight for- a region remained

unchanged. For example, suPpose there were 11 sample projects in a region and

the data collection instrument for one project was missing. Assume the sum of

the weights for all eleven projects is 95.0 and the sum of the weights for the

ten projects with data is 87.6. The ten 4eights would be adjbsted upward by the

factor 95.0/87.6 = 1.08. In the event a region was small (say, 5 or 6 projects)

and data were missing for one or more projects in it, the region would have been

crined with another region so-the adjustment factor would not be large and the

adjustment would bi spread over several projects.

o'

Weighting of Data from the Sample for the Study of Alternative Resources

For sampling purposes, there were four subpopulations of the population to which

the Alternative Resources Study applied. The four subpopulations are shown in

Table 2-5; within the second subpopulation the four strata described in section

3d are shown. The first subpopulation is the population of 865 districts that

was defined for the Impact Evaluation Study. The W1 set of weights described

above is applicable to the sample data from this subpopulation. In the second

subpopulation, equal probabilities of s'-ction were used within strata. The

stratum weights shown in Table 2-5 expaca, the sample from this subpopulation tb

estimates of totals for_ this subpopulation.

The two subpopulations are small and the weights shown in Table 2-5 also

ex sample data to estimates of totals for these two subpopulations. Thus,

estimates of totals for each of-the four, subpopulations were added together to

obtain estimates for the entire population.

62

A.060



TABLE 2-5

PATTERNS OF WEIGHTS APPLIED TO SUBPOPULATIONS OF THE ALTERNATIVE
RESOURCES SUBSTUDY

Subpopulation

a. Projects funded
for three years
with more than
30 Indian students

b. Non-funded districts
(N=217 lig 449 without
Indian students)

Four Strata

ProjeCts funded in
1979 and 1980, and
not in 1981

Projects funded with
fewerthan 30 Indian
Student!

Number-of
Districts

in Population
Having Indian

Students

855

Number of
Districts
Included
In Sallinle

119

Assigned Weight

W1*

1730 100 By stratum (number of
Indian students):

20 42.75
43 16.72
25 5.76
12 1.00

i855
719
144

12

81

52

Four with weight -20.0;
one with weight -1.0
(which was-sampled with
probability equal to 1
due to its large sit)

17.33

*An unbiased weighting
full explanation.

actor; see the project data weigh n_ discussion for a

ocedures Used o DealingWith Item Nonresponse

The weighting approaches described -above have dealt with the situation where

entire questionnaires were completed and needed to be properly (a) weighted to

reflect a larger nopulation, or-(b) weighted, then adjUsted to compensate for

responderit non-response, enroute to-making national-level estimates and

correlational use of the:obtained dati.



In addition, there were instances of item non-response which occurred across the

various respondents and types af data collection instruments used in the study.

A review of all items having such non-response was made during the data

management phase ofthe study. No consistent or systematic pattern of item

non-response seemed to exist. No attempt therefore was made to impute data

valyes for those items to the projects, and to the various respondents which were

included in the sample and who supplied less than 100 percent completion of the

information sought from them.

Although several alternative methods exist in the field for making such

imputation efforts (such as: expanding the weights assigned to respondents on

given items to reflect the-proportion of non-respondents), it was felt that any

such method would be relatively imprecise=. Overall, item- non - response

represented a relatively small fraction of the. data. As-such, it was judged that

adjustments would not contribute materially to changing the estimates reported or

to improving the precision of the findings presented.

With.that as a guideline, all statistical tables and the discussion of the

results contained in them clearly present the number-of unweighted and weighted

cases on which findings are based. Similarly, findings presented on a subset of

all respondents indicate the size of that subset, for the sake of making the

findings as lucid as possible. To make tables more readable, when all variables

within the given table are based on only slightly varying numbers of respondents

(i.e., within 10 Orcent of the maximum number) the range of cases is provided as

a footnote to the table.

Re resentativeness of the Student e.

One of the most difficult aspects of the study was the construction of the

student sample. When the data collection plan was being developed, there was

considerable uncertainty concerning the size-of the relevant student population1.

The school districts included in the sample were contacted prior to site visits

and were requested to provide estimates of the number of Indian-Students in

grades 4-12 who were in schools and grade levels where they-could be receiving

Part A services in the coming,year. Based on the responses of districts, it was
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estimated that there were approximately 50,000 eligible stud

in the 119 selected districts.

n -s n grades 4-12

It was recognized, however, that this estimate of eligible students was imprecise

because it assumed thafr district administrators: 1) could accurately predict the

number of Indian students; 2) would provide unbiased estimates of those numbers

to an evaluation cohtractor*working for the federal government; and 3) knew which

schools and grade levels would be receiving Part A services. Because of the

imprecision of the population estimate, it was decided that probability sampling

would be done using sampling fractions rather than specific target sample sizes.

Thus, for exar )le, data collectors were told to have 1/3 of all/lhdian students

in a school cc-mplete questionnaires rather than that 40 students should do so.

In this way, even if the estimates of eligible Indian students were incorrect,

the probabilities of selection for all students would remain approximately equal

and still adhere to the original sampling design.

The desired sample size was 15,000 students. Because it seemed possible that the

populAtion estimate of50,000 eligible students was positively biased, the

sampling fractions were adjusted upward by 15-20 percent to assure a sample of at

lea ci 15,000 studehts. During data collection, additional informatioh was

obtained concerning the number of Part A-eligible students in the selected

projects. This information confirmed that the initial estimate of eligible

students was too large, and indicated that the actual total number of such

students was actually about.41;000. The sampling fractions which were 1.)zd thus

should have produced a sample of slightly lessithan 15,000 students.

The actual number of questionnaires ampleted in the fall data collection was

13,538. Mit number was inflated somewhat by 20 sites from which approximately

1500 more questionnaires were received than were reques ed based on the

stipulated :sampling fradtion. In one site, for example, school distridt

officials requested that all Indian students be included when only a sample was

needed. Analyses were subsequently performed to determine if the inclusion of-

these additional students would significantly affect the student results. The

analyses showedmmajor effects, s the students were included in the analyses.

Based-on the best available estimatii,,therefore, the loss rate for fall student

questionnajres was in the range of 15-20 percent. Some of that loss can be

.o v1 ASSOCIATZIN,
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attributed to the 4 of 119 sites from which no student data were received.

Approximately 400 student questionnaires were expected from those sites. In

addition, approximately 100 questionnaires were received which were unusable

because they were incorrectly or only minimally completed. 'Thesi questionnaires

covered a variety of prOjects, schools and grades. The remaining data loss can

be attributed to students who either: 1) were not attending school on the day of

testing; or 2) were in school but failed to attend the survey session.

It is reasonable to conjecture that the data loss from the student'sample could

have biased the .results from the student questionnaires. That is, it could be

hypothesized that the students who did not complete questionnaires had generally

poorer attendance,_ poorer academic achievement, and relatively less positive

attituyes toward school and themselves than students who did complete

.questionnaires. If such bias existed, however, it shoUld not have had a major

eff(betthe study results. Assuming a 15 percent loss rate, even if the

nonrespondents were a full standard deviation below the respondents on a given

measure (an unlikely amount of bias), the bias in the study mean would have

equaled .15 of a standard deviation. Such differences would not have changed any

of the2major study conclusions.

Accuracy of Pr-ogram_Character _stic Estimates

The weighting factors used in this study permit estimation of parameters which

portray project, student and other data source-characteristics. In addition, the
.

use of sampling errors establishes how much confidence can be placed in a

Particular estimate for planning purposes. Thus, it expresses how likely it is

that agiven point estimate represents the actual level that exists in the.

populaiion.of Part A projects to which the present study's findings can be

generalized.-

Appendix 2 therefore contains the standard errors associated with using study

sample data to estimate those program characteristics which were selected as

being particularly interesting to policymakers and planners. Some guidelines for

interpreting these standard errors and how they were computedere also included

in the Appendix.
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Instrument DeVelopment

Instruments contained both specially-developed items and those proven items or

topics adapted from past, relevant studies. Indian educators representing many

tribes in various parts of the U.S. were identified and selected for their

diverse kinds of experience and expertise, and asked to help in the development

and refinement of these instruments. The draft instruments initially developed

by the study staff were mailed to these individuals prior to field testing. Upon

review of the returned contents, revisions were made and field tests at various

projects were saleduled. The.domments and suggestions of the members of the
7

study Technical Advisory Panel and the study project officer were also sdlicited

and used throughout the development of the instruments and data collection

procedfres;

The instruments were field tested in 'cycles with several Part A projects

being tsited during each cycle. The-instruments and administration procedures

were modified following each field testing cycle. Thus,,additionalmodifications

and refinements were made based upon the results of administering the forms, as

well as from critical reviews by project and school-district staff at each site

visited. A diverse-groUp of prejelFtSwas selected and visited, representing a

variety of activity orientations, project sizes, yid. locations .e.,_rural,

urban, village, reservation). After the final round of field testing, the

revised forms were again sent to the study's Indian consultants for'ftnal review: ,

and comments,

Specifically, a total of 33 discrete instruments were developed for the study.

(See Table 2-6 for their listing and the number of respondents to each.) During

the fall data collection periodthree of the nine forms which were used-were
=

structured interviews; two were self-administered questionnaires; and four were

formS which were used to record project and district descriptive and other data

from files and records. For the spring data collection, three of the 24 forms

which were used were structured interviews; nine were self-administered

questionnaires; ten were forms for recording project, district, and student_

related data, includingAata on project and student tutorial activities;,pne form

was used for telephone interviews during the Alternative Resources Study; and one

form was based on composite indices developed from other forms.

DE'
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TABLE 2 -5

INDIAN EDUCATION IMPACT EVALUATION STUDY INSTRUMENTS

FALL INSTRUMENTS
Respondents

LEA Administrator Interview Guide 154

ProjeCt Director/Coordinator Interview Auide 114

Parent.gommittee Chairperson
_Interview _Guide__ ____ __

. 114

Project Overview Questionnaire 114

Program Components

I. General Projict Information 107

1I, Cultural Activities Component .74

III.. Counseling. Program Component 58
IV. Home-School Coordination Component 51

V. Parental Cost Component -27
VI.Jutorial/Special Academic Program Component 90

== __ = __ =======.========= ____ = __ ======= _____ == __ ===== '========= _ == _ = _ =

Student Questionnaire, Parts I and II,'Grades 4-6 5393

Student Questionnaire, Parts I-IV, Grades 7-12 8145

Post High School Student Follow-up Survey 2098

_Docbment Review Guide .115

Student Attendance/ Section (of Document Review Guide) -8376 students

_ SPRING - INSTRUMENTS

. LEA AdmInistrator Interview Guide. 109

Project Directornoordinator,QUestionnaire 108

Tutor Characteristics 329
___ = ___ ======================= __ ..... ==== ........... ============ .... =

Characteristics' of Tutored- Students' /Post Tutorial 3528

Project Staff Questionnaire 413

Parent Committee Questionnaire 290

Parent Interview Guide 1546
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TABLE 2-6 (continued)

Student Questionnaire, Grades 4-6 5201

Student Questionnaire, Grades 7-12 7369

Principal Questionnaire 450

Teacher Questionnaire 1307

Indian Community/Tribal Leader Interview Guide- 102

Student Information Form (Reading & Math Test Scores) 6425
students

DistrictReading.and Math Test Scores Form 46

Total Public School Enrollment Levels by Grade & Year 106

District Indian Enrollment Levels Form , 105

Field Staff Summary Form (not being ADP processed as is) 104
7 _ 7 _ __ 7 _ 77 _ _ 777 ______ 7777777777777 _ 7777 _ 7-77-77-77777777-7777,-7-

Field Staff Sum4ry Form Abstract (Part of Section C only) 104

Field Staff Summary Form (Items 5A-z9L) 104

Equal Employment Abstract Form 101

Alternate Resources Form (for. non-Part A funded projects) 89

Alternate Resources Form (for-Part A funded projects) 19

Cultural Overview Summary Form (Restoring of Project
Overview Cultural Section-data) 74

School Climate Indices Scoring Form 115-

6
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Field Staff Identification,_ Training, and Data CollectionProcedures

To collect the-required data, American Indian and Alaska Native field staff were

identified and selected during July through September, 1981. To the extent

possible, individuals were selected who resided in the areas in which they were

to make site 0.-%1t% and nd collect ata. (Familiarity, but no formal relationship,

with the area, the -stricts, and the people with whom they would be working was

considered-highly advantageous.

All field staff were brought together for two one-week training sessions. The

first session took place in early October 1981, one week prior to the fall data

collection period. The second session took place during the second week in March

1982, one week prior to the spring data-collection period. Both sessions took

place at the Univeriity of Oklahoma in Norman, courtesy of the American Indian

Institute.

The data collectors were trained thoroughly in both qualitative and quantitative

data collection concepts, techniques, and procedures. The training during each

session dealt with the specific instruments and data collection requirements for
IN

each data collection period. The training also included procedures for onsite

protocols, scheduling, interviewing techniques, and qualitative inquiry

techniques. The procedures and routines used by the field staff were designed to

enhance consistency and objectivity as well as to minimize deviations of

procedure.

The onsite visits ranged from two days to a maximum of six days- per site. The

fall data collection involved fewer days per site than the spring data"\

collection, which included parent interviews as well as the qualitative inquiry

of selected sites. Efforts were also made during the spring visits to folloW-up

on missing data from the fall.

Local assistants were hired by the team leader at those sites where it was deemed

necessary because of the heavy data collection burden. These individuals,

primarily collected file and records data. In some instances, they also served

as interpreters during the parent interviews at those locations where parents .

spoke their native languages. In many of the sites, project and district staffs

DEVIAD B80



assisted in scheduling and facilitating data collection. The cooperation and

assistance of the district and project-staffs was extremely high in all brt a

very few instances.

The field data collection staff were responsible for the collection of all data

requi,tements at 115 Part A projects in 29 states. The data collection was

dfvf6ed into two time periods in order to minimize and spread out the burden, as

well as to provide the opportunity to collect pre: and post-data (i.e., fall and

spring) from Indian students.

In addition to interviews with selected respondents, data from district, school,

and project records were collected regarding Indian student attendance,

achievement scores, and enrollment levels of those Indian students surveyed.

Data were collected relative to the extent of the students' participation jn the

Part A Program for the current and previous school years, as well as their

participation in the subsidized lunch program (the latter as a measure of

Socioeconomic status). Data on tutored students were collected in those projects_

that had a tutorial program, and a thorough follow-up .of missing fall data was

also conducted during the/spring data collection period.

-Also administered during the spring were:

A Field Staff Summary Form, completed by a member of the data collection
team at each site visited;

A)qualitative inquiry at
data collection team;

selected sites, completed by a member of the

A School District Employment SumMary Form for existing staffing. and
employment data on the districts in the sample, completed by a study team
staff member;

The Alternative Resources Study of 106 public school districts eligible for
but not receiving Part A monies, conducted by a Development Associates staff
member through telephone interviews; and

Th# Small Projects Study of projects of $5,000 or less and haVing fewer than
30 Indian students, including document reviews, telephone interviews, and
visits to three sites.

The Field Staff Summary Form was developed and'given'to each team as an method of

7--filling in the data gaps that came to light after the fall visits. This form
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provided the field data collectors with a format for recording their observations

and insights for each site visited during the spring, and also for outlining any

deviations from expected procedures or difficulties in data collection

encountered. This information was useful in helping to form a more complete

/ picture of the overall Part A Program, and in interpreting data from many sites.

The fall qualitative inquiry focused on identifying topics relating to the impact

of Part A which were either not addressed or only weakly, addressed by the survey

instruments and, in general, by the study's quantitative research methods. It

provided information for determining relevant focal topics for qualitative data

collection in the spring, and also provided other data needed during spring data

collection. In addition, field staff were instructed to remain alert to site

phenomena which were relevant to Part A activities and impacts, but did not

appear to be addressed by study instruments. In the spring, qualitative

inquiries were conducted on selected topics for an identified= subgroup of 31 of

the 115 projects in the sample. Data collection was carried out by the same

field staff who adthinistered the structured survey instruments. Spring sites

were grouped according to relevant research questions.

Data Procesting_ and Management

By the end of the 1982-school year, all site visits were completed and the

majority-of data was logged-in. Missing- data were determined, and attempts were

made to collett such, information during the summer. Processing of the data

collected in the fall was completed in January, and processing began' ain in

April as the spring data were received. Each completed quettionnaire wa_

logged-in by site, checked, and coded. Coding- manuals were developed for each

data colleCtiOn period, together with response categories for each open-ended

item in the interview guides and questionnaires.
.

All interview, telephone, and data recording instruments were coded and edited by

trained personel. All instruments were reviewed at several levels for incomplete

or unreadable responses and. inaccurate,-out -of- range, implausible, or logically

inconsistent entries. All manual editing and insertion of updated information

was done by trained coders, under, supervision. All coding was conducted under

formal, ongoing supervision and Oeriodit review.



Open-ended responses were coded after research analysts versed in Indian

education issues r!viewed responses and developed coding frames. This was dane

for all relevant open-ended interview items. Coding fraMes were reviewed for

validity, uniformity, -and usability, and were revised as needed before given to

coders. Coders were trained in the use of these manuals before beginning

fuli-sCale work.

There were three instruments that included various open-ended questions which

represented the thoughts, observations, and feelings of the adult members of the

Indian or Native community in which the project and school district were

located. These were: (1) parent interview forms, (2) the tribal/community

-leader interview forms, and (3) the parent committee questionnaire. It was

deemed important that the interpretation and coding of the individgal answers to

these open-ended questions be conducted by American Indian/Alaska Native coders

who were familiar with the Part A Program, and the possible subtleties in some of

the answers given from an Indian: perspective. Thus, arrangements were made with

the Center for Indian Education at Arizona State University to have Indian

graduate students code these instruments. This was done under the supervision of

the study's deputy project director.

Following manila] edit and coding procedures, all forms were grouped by type and

turned over to'a keypunching facility (Mailing List Systems, Inc.) accompanied by

detailed keypunching instructions for each form. All instruments were designed

for direct keypunching or key-to-tape data entry. In view of the diversity of

survey item formats and number of data collection instruments, 100 percent

independent verification by the keypunthing facility was performed.

1 -

Computer editing was conducted by using specific editing instructions devised for

each type of form. This generally consisted of a series of checks for

completeness, accuracy, internal consistency, ancrout-of-range values. Several

sets of-editing checks were made on each file, and, after each, analysts and

research assistants reviewed the types of issues which needed resolution. After

several such computer file checks, each file was considered fully usable for

composite index development, correlational analyses and other analytic purposes.

7 a
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Data Anal Techniques

The actual analyses used in this study began with traditional approaches to

understanding. the descriptive characteristics of variables, yid the current

levels at which Indian students and Part A projects were operating. Analysts

then proceeded to use correlational and more sophisticated analytic procedures in

an attempt to understand the interrelationships among those variables, and the

extent to which Certain subsets of variables were associated--with impact or

indicators of project operations. Analyses were conducted with several types of

respondents, to triangulate findings and thus attempt to have a pattern

converge. A series of cross-break variables was also used at several analytic

levels to both understand relationships, and to gauge if "differential impact"

occurred, i.e., .to see if project operations were relatively more effective in

Some settings and,with certain students than with others (see Table 2-7 for a

list Of these cross-break variables). The "practical signifiCance" of the

findius wis,also considered. That is, the data were reviewed to ascertain if

their relationships or differences were large enough to be of practical import.

Throughout, a key unit of analysis was the Part A Indian education project, as

the.entity which was operating a,funded program.. However,.-it also was recognized

that other types of key data sources, such as students and parents, were

important in their own right as units of analysis.

The descriptive techniques used in the study included most of the widely used

approaches, including: frequency and percentage distributions, means, medians,

standard deviations. Cross-tabulations,correlation ebefficients, and factor.

analyses were used to establish jf and how certain variables were related-to each

other. Other techniques were less quantitative, and represented tabulations of

predominant topics mentioned in narrative responses by respondents, so that

prevalent themes could be identified, and the range of discrepancy (i.e. how

many respondents did not share a central Opinion) could be determined.

Some of the areas of investigation were primarily examined using descriptive

techniques, due to the topics with which they -dealt and the levels of measurement
_

suitable for dealing with such topics.- -These were the following:

74
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Project characteristics and overview summaries of local project operations
and emphases;

Needs and objectives of local projects; assessments of the appropriateness
of project emphases and activities;

Descriptions of cultural programming and activities; appropriateness of

cultural activities;

Tutorial and related activities directed toward enhancing the basic academic

skills of Indian students; tutor, student and program characteristics;

Parental involvement and relations with the Indian community;

Perceptions of parents, community members and tribal leaders of project
operations and effectiveness;

Project representatives' perceptions of the Office of Indian Education, the

types of changes in Part A rules, regulations and legislation which appeared
useful to them, and preferences for various approaches to determining
student eligibility for services; and

Levels and longitudinal trends, in employment of Indians and Alaska Natives

in various public school position_ (administrators, principals, teachers,

teacher aides, and other personn

A series- of cross-break variables was.used to detect between-group differences in

these topic areas (see Table 2-7). Project and student level data were roUtinely.

analyzed in terms of these variables, although results of these analyses are

provided only where meaningful.

In general, analytic techniques were used in this stkidyto establish

relationships between program variables and measures of Impact on a variety of

dimensions or several data sources. Such techniques were necessary in view of

the Part A Program's fairly small and diverse mix of services in some districts.

The array of techniques included the following:

Factor anal ses and s chometricana sesto establish the best measures of

particu_a .mensions, an to con irm interrelationships across a set of

predictor variaNes;

se and hierarchical multi le ession, to ascertain the relative

mpo -nce and best subset o variab es which were related to:measures of
tutoring or attendance levels, relying on conceptual models of,what
predictors shou*dfirst enter thepredicion process;

7
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TABLE 2-7

CROSS-BREAK VARIABLES USED IN DESCRIPTIVE AND IMPACT ANALYSES,

A.

1.

oSect Setting

Percentage of Indian students (density) district (less than 5%; 5.1-70%;
over 70%)

2. Residence of most Indians in district (on or near reservation, other rural,
urban/non-metropolitan, metropolitan area)

More than half of project participants are
tribal homogeneity measure

4. Geocultural regions (12 categories).

5. TAC regions (5 categories)

Project_ Size

' 1. Number of students in district
2. Number.of Indian students in district
3. Number of participants in local program
4. Part A funding level

of the same tribe (yes/no

Project Em hases And Activities

1. Project services (whether or not stress on: culture, counseling,
home-school, or tutoring)

Percentage'of dollars coming from Title IV vs. other sources

3. Project goals (whether or not stress on academic basic skills, dropout
and absenteeism, counseling and attitudet toward school, cultural'
components, students' self-concept, drug and alcohol abuse education,
medical/dental/financial support, increatedparent/coMmunity involvement,
or in-service training).

. Student-Level Variables

1. Length of time in progrm
2. Amount of help (extent received) from program

.

3 Type of help received (program component)
4. Grade level (or grade range of 4-6, 7-9, 10-12); -6 and 7 -12 also used
5. Age
6. Sex
7. Home language use-
8. Pride in being an Indian
9, Perceived importance of Indian topics
10. Socioeconomic status (whether or not on free or- subsidized lunch)

7
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Path analysis-causal modeling approaches, which permitted the assessment of
the T4Tifive direct and indirect contributions of project activities and
similar variables to various important measures;

General linear modeling multivariate approaches (similar to multivariate
analyses of variance_ techniques) which were used to simultaneously assess
relationships between a series of project and contextual factors, and the
two dependent measures of reading and math standardized test scorei7Wh4ie
controlling for project participant-nonparticipant differences; and

Meta - analytic techniques which used Indian-non-Indian test score comparisons
(converted to "effect sizes" in z-score format) so that trend analyses could
be synthesized across a series of historical time periods.

Alsc true in many evaluations, certain other techniques were performed

whicf d not provide any more insights than already provided by more

straightforward approaches, or which were not useful due to various- measurement

and Jesign limitations. For example, the study employed canonical correlation

techniques to see if a relationship existed between a set of cultural program

characteristics and a set-of student achievement measures, And stepwise

di,scriminant function techniques to better determl e i levels of patterns of

student attitudinal scores were more characteristic of program participants than

non-participants. Although sometimes useful, in this study these techniques did

not improve upbn the utility of impact evidence obtained with less-complex

approaches.

Limitations of he Methodology

Finally, this chapter should notethat there were a numoer of faCtors relating to

the Part A Program and this evaluation which limited the ability to draw

unambiguous conclusions from the Study's results. Among the more important are:

The Part A Program is just one of many special programs which serve, Indian

students. Chopter 1, Title VII, Johnson O'Malley, and other federal
programs all provide special services to Indians, and it is virtually
impossible to separate the effects of these various program's from each other

and from the regular school program.'

Part A projects are relatively small, and they provide a diverse mix of

program services. Thus, impacts-may be quite particularistic and may be
hidden by grouped data or the application of general criteria.

SOCIATZes
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o The evaluation was conducted many years after most Part A projects were
initiated. Many of the greatest impacts of Part A projects may have
occurred prior to the evaluation, and projects may simply be sustaining
earlier gains. The lack of pre-Part A baseline data on many variables made
interpretation of such effects problematic.

o The evaluation was limited in its time frame for collecting data. Fall and
spring measures were colletted on-a number of student measures, but the
average time between measurements was only approximately six-months.- This
may_not have been sufficient time for impacts to occur on some student'
measures (e.g., attitudes and tutoring

41 It was difficult to classify students based on their levels of participation
in Part A activities. Some students were not aware of which supplemental'
activities were related to-Part A, and project staff sometimes had
,difficulties in specifying which students had iiaken part in open programs
such as cultural assemblies. IPA addition, some project activities were
provided to the school or community as a whole, so that the subject group
for such ,attivities was difficult to specify: The effectiveness of staff
and personnel in providing these services, or the responsiveness of students
to these services, also could not be directly assessed.,

s,ome of the impact measures had not been previously normed-on Indian
populations. The evaluation was thus partially exploratory in nature,
providing new evidence on response characteristics of Indian students.

Some Of these limitations are particular .to this evaluation, but,many are generic

to educational evaluations. Overlap of programs, diversity of objectives, and

lack of baseline information are issues that confront many educational 7--

evaluators. Despite these limitation, however, the evaluation is believed to

have provided reasonably accurate descriptions and insigh/ ts.into the Part Ainsights. into

Indian- Education Program and. its results. Chapter 3, which follows, provides

background of a historical and legal sort for the proram results'which were

found.
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CHAPTER- 3: BACKGROUND AND OVERVIEW OF THE FEDERAL PROGRAM

Introduction

The .Indian Education Act of 1972 was created following an-extensive congressional_

study which concluded that Indian and-Alaska Native students had serious

educational needs and. that these needs were different from other students.

Congress concluded that special programs to help Indian students in school were

desirable, and the Part A Program for Indian students in the public schools was

estasblished for this purpose.
1

The Part A Program is one of five -parts of the Indian Education Act. It is

designated as 'a formula grant program for local education agencies (LEAs). It

provides financial assistance to LEAs to develop and carry out elementary and

secondary school programS specially designed to meet the special educational and

culturally related academic needs of Indian students. School districts with

Indian or Alaska Native students are eligible for these funds.

The regulations governing, he Part A Program are purposely broad and cover -a wide

variety of allowable activities. In specifying the existence of culturally
4

r=elated educational needs, the Program acknowledges that Indian and Alaska Native

students, in many cases, have different cultural and linguistic traits which

require the development and use of special educational strategies or environments

for optimum teaching and learning. The Part A-supported activities must be

supplementary to existing educational programs in the schools, and local projec

typically provide programs at all grade levels. Since projects are prohibited

from supplementing activities which would otherwise be available for Indian

children from local, state or other federal. funds, provision of primary academic

11n ad 'tion to public schools,. the Part A Program provides formula grants
to SI _-contracted_and tribally-operated schools and discretionary grants
to Indian-controlled schools lticated on or near a reservation. The'number of

such grants however, much smaller than the number awarded to public

schools. This' evaluation focused only on that portion cif the Part A Program
serving public schools.
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and/or basic educational programs is beyond their scope. Typically, the projects

provide tutoring in basic skill areas, instruction and activities related to-

Indian culture and current issues, counseling services, home-school liaison

services, and financial assistance to needy students for school materials.

Projects also provide the opportunity for Indian parents and Indian community and

tribal members to become involved in the public schools -- often for the irst

time-

Historical Setting2

The relationship of the federal government and the American Indian has changed
---,

many times in the past 200 years. Since the early development of the United

States, it has been official policy for the federal government to relate to

Indian people on a nation-to-nation basis. Although treated as sovereign, Indian

nations were subject to legal control through treaties with the federal

government.. By 1870, the period of.treaty making had ended; encroachment onto

Indian land escalated, and federal domination grew. There began a resettlement

period as entire tribes were moved from their ancestral lands to regions

considered unsuited for other use. Over time, the relationship between the

federal government and Indian nations had become one of subordinate to

superordinate that culminated in the federal government gaining major political

and economic control.

In 1824, the Bur,au of Indian Affairs,(BIA) was created within the then-War

Department to provide "the direction and management of 11 Indian affairs and of

all matters arising Out -orthe Indian relations." In 149, the BIA was

transferred to its-present location within the Department of Interior. The

agency soon was perceived as caretaker of the government trust, _and exhibited a

strong paternalistic attitude which persisted until recently.

2For a comprehensive history of Indian education, see pages 21-85 of the Report
on Indian Education, Task Force,Five, American Indian. Policy Review-Commission
11976Y. Also see Szasz, Education-and_the American Indian: The road to
self4letermination, .1928-1973 (1974). ,A short history is given in the Senate
report, Indian Education--k-national _tragedy- A national challenge (1969). A
listing tif-the-Majbrjeffilatio6-affeCting the educatidh of Ameridan Indians is
found in Appendix 1 of this report.
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Education became a major function of the BIA in 1870, when Congress first

appropriated-funds on a regular basis tolprovide educational services for certain

Indian students in the United States. Prior to this, educational funding had

been limited to treaty obligations and to a Civilization Fund. Currently, the _-

Snyder Act of 1921`(25 U.S. C. B) provides the basic authority under, which the

BIA provides educational and other services to federally recognized Indians.

These services include direct operation of schools, support of tribally-operated

choollsand financial. assistance to public schools serving Indian children. The

Bureau also assists Indian adults by providing financial assistance to students

for higher education studies, support for some tribally operated post-secondary

institutions; and by offering special programs in many communities.

With passage of the Johnson O'Malley Act in 1934 and key amendments in 1936, the

Secretary of Interior was empowered to expend federal-funds through contracts

with state or local agencies for the education of Indian children. The Indian

.Self-Determination Act of 1975 (P.L. 93-638) amends the Johnson O'Malley Act to

provide for maximum Indiah participation in Indian education and provides for

tuition payment for Indian children. As amended, the Johnson O'Malley Act

authorizes funding for supplemental programs for eligible Indian students in

public Ehools, age three years through grade twelve, to meet their special and

unique _ducational needs as deterMined by contracting agencies and local Indian

education committees. The BIA reports that in Fy 82 this programyprovided

services to 165,988 students in 26 states. Today, education is the largest

single program expenditure of the BIA, with 264.1 million dollars having been

appropriated in FY 83. (U.S. Department of the Interior Budget Justifications,

FY 1984.)

A major thread running through the history of Indian affairs has been the

government policy of "assimilation," and education has been -`its most important

.tidgie means. Federal responsibility in education developed during the treaty

'4)eriod (177871870), -in which approximately 400 treaties were signed with Indian

nations. Many contained provisions for education. Judicial decisions,

Congressional-legislation, and executive orders

respohsibility to educate the -ln Indian.

steadily indreased the federal

The actual response,. however, has

DENTZLOI:11LENT ASSO INC.
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varied. Over time, the government has directed subsidies to mission schools,

established a national Indian school system, supported state public schdol

systems, supported alternative school systems, and enacted legislation intended

to meet specific needs of Indian students.

The middle of the twentiethcentury 0940s71950'S) saw a period of termination of-

federar trust resp-onsibility to Indian_ tribeS'and the trust relationship with

certain 'tribes was ended. This was followed by 4-period-of relocating Indians to-

urban areas for training and jobs (1940s-1960s). Many left their reservatiops

and villages during this time.

Recently, the federal policy toward Indians haS been one of self-determination.

Made official during the Nixon administration, its origins go babk to 'President

Johnson's White HouseTask Force on Indian Affairs, (appointed in 1966)- and, in

Congress, to the introduction by Senator McGovern (0-SD) of a concurrent

resolution to increase Indian economic development and self- determination. n

1968, President Johnson sent almessage to Congress recommending that Indians

become involved in.their own affairs, -and, in 1970, Congress laid out a poli6y of

Indian self-determination-1: the effects of which were felt througbtne1970s.

This policy was reaff-gimed by ?resident Reagan in- he "White-House Indian Policy,

.Statement" of January 14, 1483.

Thus, the late 1960s was an important period in the development of Indian

education. The political and social-atmosphere supported positive growth. The-

, termination period of the 1940s and 1950s had made Indian people suspiciO6s of -
. C ,

the federal government, but they pushed for greater. federal responsibility in

Indian affairs. As the. 1970s began, the firSt Indian BIA commissioner'had been

appointed, and the conditions of Indian eduCation had been well documented.

4.
Systematic documentation of conditions among Indians and Alaska Natives began

/ .
...

thewith e "Merl Report" (The Problem Indian AdministratiOn) issued in 1928;
,.

i
./

t
/-
TS widely considered to be the first comprehensive review-Of-, Indian affairs.

/ .

ConclUding that the "first and foremost need in Indian edbcation is to stop

removing-Indian children from their families," the-repbrt suggested that local
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day schools be emphasized in place of boarding schools. Forty-one years later,

in 1969, the second major study of Indian education was released. The tone and

findings of the "Kennedy Report" are reflected in its title, '_Indian Education:

A National Trajedy - A National_Challenge. The report provided documentated

evidence, based upon-extensive investigation, that both the BIA and the public

school system were failing. In both educational systems, Indian students were

characterized by high dropout rates, low academic achievement, and low

self-concept; .there, was also a lack of community and parental involvement, and a

dearth of Indian teachers and school administrators. Sixty recommendations for

improving Indian education were made, However, the authors asserted that before

any recommendations could be acted upon:

The Federal Government must commit itself to a national policy of
educational excellence for Indian children, maximum participation
and control by Indian adults and communities, and the development
of new legislation and substantial increases in appropriations...

The later vighurst Report," A _ional_Study of American Indian Education

-(1970), recommended adoption of a "theme of Indian authority and responsibility

for the education of Indian children and youth." The study reported that Indian

students scored lower on achievement tests than children from the white majority,

but found comparable ability on the Goodenough Draw-a-Man Intelligence Test, a

test of mental alertness not requiring language skills. The report concluded

that Indian students did not differ from other groups in inherited intellectual

ability, and group differences in achievement were due to family or school)

factors. Other studies focused on specific aspects of Indian education. for

example, an NAACP study,'An Even Chance (1971), looked at the impact of federal

funds in public schools and alerted the nation to the irregular spending by

'public schools of Johnson O'Malley, Title I, and Impact Aid funds targeted' or

Indian children.

These studies provided the awareness and data necessary to support change. The

rise 'of the Civil Rights movement and the "Great Society" of the Johnson era,

coupled with major policy statements by President Nixon, provided impetus from

the executive P.anch for improvements in Indian affairs and laid the groundwork

for,passage of the Indian Education Act.

DE VELOPA1RNT ASSOCIATES. IN C.
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Legislative History oft -_Ind_an Education Act

The history of the Indian Education Act (IEA) has its origins in the_Elementary

and Secondary Education Act of 1965 (ESEA). The ESEA hearings of April 1966

addressed proposals to extend parts of the Act to Indian children served by

schools administered by the Bureau of Indian Affairs (BIA), as well as the

question, posed by the Senate Education Subcommittee, of the "advisability of

transferring the responsibility for educating Indian children from the BIA to the

Department of HEW" (Kennedy Report 1969, p. 2). (In 1967, an interdepartmental

report requested by the Subcommittee recommended no transfer, because the

,coordination between DHEW and the Department of Interior.had improved.) The

Subcommittee subsequently approved the ESEA Indian amendment for one year, on the

condition that a "thorough, professional study of Indian education by an

independent agency. . ." (p. 2) be conducted. However, no money was

appropriated. In the meantime, at the urging of Senator Paul Fannin of Arizona

in a letter tqjducation Subcommittee Chairman Senator Wayne Morse, a Special

Subcommittee on Indian Education was created. This Special Subcommittee

undertook the job of investigating the education of American Indians and Alaska

Natives.

The Subcommittee was chaired first by Senator Robert F. Kennedy and finally by

Senator Edward. M. Kennedy. 'The Subcommittee held extensive hearings across the

country, taking testimony from Indian organizations, tribes and individuals, and

visited BIA and public schools serving Indian children. In November 1969, the

Subcommittee issued a report entitled Indian Education: A National Tragedy. A

National Challenge (also known as the "Kehnedy Report"). The Subcommittee effort

encompassed two years of work, and resulted in seven volumes of hearings

documents (4,077 pages), and five volumes, (450-pages) of committee prints. The

Subcommittee, in its summary, stated:

We are shocked what we discovered. Others before, us were shocked.
They. recommended and made changes. Others after us will likely bel
shocked, too despite-our recommendations and efforts at reform.
For there is so much to do -- wrongs to right,, omissions to fill,
,untruths to correct -- that our own recommendations, concerned, as they
are.with education alone, need-supplementation across the whole board
of Indian life. (p. XI, Summary.) 84

0 AE
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The findings supported recommendations for national legislative and administrative

change. Among their recommendations for national policy and goals was:

That there be presented to the Congress a comprehensive Indian Education -Act
to meet the special educational needs of Indians both in the federal schools
and in the public schools. (p. 110.)

In September of 1970, an Indian Education Act was introduced in the U.S. Senate,

and almost two years later it was passed and became federal law.

The Indian Education Act was signed into law on June 23, '1972, as Title IV

Public Law 92-318.
3 The Act was designed to address the educational

requirements of Indian (including Alaska Native) students sand adults, by

providing funds for special educational related needs and for participatiOn'of

Indian people in federally-funded education programs.,

The Act consists of several parts:

Part A, the focus of this evaluation, supports a broad range of educational

services-for Indian children. (See Table 3-1, "Authorized Use of Funds.") Part A

provides grants on a formula basis to local education agencies and to Bureau of

Indian Affairs (BIA) tribally-operated schools operated on a contract basis with

BIA. It also provides discretionary grants to Indian-controlled schools located

on or near a reservation.

The Declaration of Policy in Part A states:

(a) In recognition of the especial edUcational and culturally related academic
needs of Indian students in the United States, Congress hereby declares it
to be the policy of the-United States to provide finandial assistance to
local educational agencies to,develop and carry out elementary and secondary_
school programs specially designed to meet these special educational or
culturally related academic needs, or both.

In October, 1972, Congress appropriated $18 million to start the Program.
However, the funds were impounded until a U.S. District Court ordered their
release and further ordered the U.S. Office of Education to "obligate or expend"
the $18 million by June 30, -1973.



The COmmissioner shall, in order to effectuate the policy set forth in
subsection (a) carry out _a program of making grants to local educational
agencies which are entitled to payments under this title and which have
submitted, and had approved, applications therefore, in accordance with the
provisions of this title.

Part 8 also focuses on the education of Indian children, and supports a wide

variety of educational activities through discretionary grants. These include

grants for pilot and demonstration projects; technical assistance; training for

educational personnel; exemplary programs; and educational services, such as

remedial instruction, school health, and psychological services not available in

sufficient quantity or quality for students whose needs would not otherwise be

met. Eligible grantees for Part B include Indian tribes, organizations,

institutions of higher education, state and local education agencies,

federally-supported elementary and secondary schools, and individuals receiving

fellowships.

Part -c supports planning, pilot, and demonstration projects, as well as service

programs to improve educational opportunitiet for Indian adults.

Pert_D provides for the establishMent of the National Advisory Council on Indian

Education, a 15-member body appointed by the President, and for the administra-

tive.costs of the Indian Education Program Office (IEP), which administers

activities authorized under the Indian-Education Act.

Part E authorized 6 percent o opriated funds of the Higher Education Act for

the preparation of teachers fo indi_n children'and allows the Commissioner of-.

Education to designate certain schools on or near =reservations as local education

agencies. Part E was an amendment to Part D, Title V .(Education Professions

Development Act) of the Higher Education Act, which is no longer authorized.

The Reauthorize i ns of he Indian Education Act and -Their Impact Upon Part A

In 1974, Public Law (Education Amendments of 1974) reauthorized Indian

Education Act programs from 1976 to 1978, and included no significant amendments

to the Part A Program, except that the set-aside for non-p4blic schoolS (Indian-
_

controlled schools) was increased from 5 percent- to 10 percent of Part A funds.

86
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TABLE 3-1

AUTHORIZE USES OF PART A FUNDS*

A grantee may use grant funds for services and activities designed to meet the

special educational or culturally related academic reeds, or both, of Indian

children. Projects may focus on basic skill instruction or other academic areas

or on Indian culture as related to academic skills. All projects are encouraged

to use culturally-based materials and techniques ip program activities. Examples

of permissible services and activities include but are not limited to:

Remedial instruction in basic skill Subject areas.

Instruction in tribal heritage and in Indian history and political
organization, including current affairs and tribal relationships with local,
state, and federal governments.

Accelerated instruction and other activities that provide additional
educational opportunities.

Home-school liaison services.

Creative arts such as traditional Indian art, crafts, music, and dance.

Native language arts, including bilingual projects and th? teaching and
preservation of Indian languages.

Education-related items that parents cannot afford, such as academic expenses
and e:,.leriences for participation in extracurricular activities sponsored by
the, sc000l, and, in the cases of'extreme hardship, food, clothing, medical and
dental care, provideld that the parent committee and the LEA establish
eligibility criteria based on financial-need for receipt of those items.

*Excerpted from Federal Register/Vol. 45, No. 100/May 22, 1980, page 34157.
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1978, the Act was reauthorized for 1979 to 1E33, with the passage of Public

Law 95-561 (Education Amendments of 1978), and the Reconciliation Act. in 1981
,

extended the Program through 1984.

The technical amendments in th'e Education Amendments of 1978 had an impact on the

Part A Program. These amendments:

1. Broadened the scope of Part A to include culturally related academic needs.

A House Report on the Education Amendments of 1978 (H.R. 15) asserted that

"in.no way would the inclusion of culturally related education programs be
construed as a departure from the importanCe of providing basic educational
instruction to.Indian students through the Part A entitlements."

2. Authorized a competitive grant program for LEAs to support demonstration
projects and programs designed to plan for and improve education opportunities

for Indian children. A sum no greater than 10 percent of the funds
appropriated for the entitlement program under Part-A can be used to support

the program. A portion, not to exceed 25 percent of the 10 percent set aside,

is reserved for projects in school districts with high concentrations of

Indian children.

H.R. 15 indicated that, although school districts could compete for demon-
stration funds under Part B of the IEA, the pdlicy of Indian preference

prevented funds from going to LEAs. Under the new amendment, LEAs could_

compete for grants under Part,A as=well as under Part B, with assurance that

some of the LEA projects would be funded under Part A.-

Mandated three changes regarding parent committees:

a. Allowed persons serving in loco parentis *ID serve on parent committees.

b. Gave parent committees input into the hiring of personnel with IEA funds.
(Actual control over hiring and firing; however, was not granted.)

c. Required parent committees to establish, adopt, and abide by the by-laws

that would govern their Programs under the IEA.

4. Granted certain tribal schools LEA status for the purpose of receiving Part A

funds. To qualify, the schools must meet BIA educational standards or be

operated under a contract in accordance with the provisions of the Indian

Self-Oetermination and Education Assistance Act.

H.R. 15 indicated that these schools shall remain eligible to compete for

monies under the 10 percent set-aside in the Act. The rationale behind giving

LEA status to tribal schools was that they were increasing in number and had

faced problems in the, awarding of competitive grants from their tribess.

Authorized a thorough study and analysis of the definition.of 'Indian' and

ordered a report submitted to Congress. (This report was submitted to the

President and the Congress on September 30, 12 and is entitled "A Study of

ASS() TES. LSO.



Alternative Definitions and Measures Relating to Eligibility and Service Under
Part A of the Indian Education Act.")

Required that the Commissioner seek specific information establishing a
child's eligibiity under Part A. (This became the "506" or Indian Student
Certification form.)

7. Required the establishment of an annual audit of a sample of not less than
one-third of the total school districts receiving funds under Part A, and a
report'of findings submitted to Congrets. (This condition was met for the
first. time in EY 5?-)

Authoriied regional information centers to provide technical assistance and
disseminate information (the Indian Education ResoUrce and Evaluation Centers
in five regions of the -U.S.).

H.R. 15 stated "this program will alleviate one of the greatest needs-in Title
IV Program's operation: the lack of information on grants available, program
operations, etc. The House Committee also specifically directs that these
centers provide information on successful programs on request, to-encourage
replication of such programs where appropriate."

The-Regulatory History of the Indian_ Education Act

The first proposed rules and regulations for the Indian Education Act were

published on May 1, 1973, and the final regulations Were published in the Federal

Register on July 6, 1973. The first set of regulations was developed in a mini-

mal amount of time in order to get the funds tothe LEAs.

The Education Amendments of 1978 (Public Law 95-561) presented a real opportunity'

to make regulatory changes in lEA programs. Even though it was not required, the

then Office of Indian Education7(0IE) chose to revise or develop new regulations

for all LEA programs. The process was governd by the amendments to the Act and

the need to clarify existing regulations. In addition, the new regulations:

1. Set out provisions for several new programs;
2. Sharpened the distinctions among the existing programs;
3. Provided for consistency among similar program;
4. Tightened selection criteria forcompetitive programs;
5 Clarified the standards for development, operation, and evaluation of

projects; and,
6. Standardized definitions.

The process through which these new reguleions were developed lasted well over

two years. The actual- process -began prior to the passage of the Education

Amendments of 1978 (Public Law 95-561) on November 1, 1978, and was completed

with the publication of the f l regulations on May 21, 1980.

DEVIZLO AssociA c.
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The major changes to the.Part A Program were:

1. Multi-year funding was allowed for the first time in Part A. Authority was
granted to approve projects for up to three years.

-A4

2. Responsibilities of the local educational agency (school district) and
responsibilities of the parent committee were clearly listed in two
separate sections of the regulations.

The section "Selecting the Parent Committee" defined the process of
selecting and the composition of the committee.

4. Regulations were added for demonstration projects in Part A, although these
have never been funded.

5. Independent evaluations of projects were required.

The format was changed for easy understanding, and a clear relationship to
EDGAR and other OE /ED program regulations was outlined.

The Funding _Hit of the Indian Education Program

Every public school district that has ten or more Indian students, and ever)? LEA

in Alaska, California, and Oklahoma with at least one Indian student, is eligible

to receive Part A funds, provided an acceptable application is submitted to the
-

Department of Education.
4

School districts receive monies based upon the

number of eligible Indian students. Thus, each year the total allocation.for

public school entitlements is divided among districts making application for that

Year, based upon a formula which considers each state's average per pupil

expenditures for education.

Until FY 82, funding forthe Indian Education Program showed an increase. with.

each successive year. As Shown in,Table 372, the Program, which started with
_ .

approximately $17 million in FY 73, reached a peak of approximately $82 Million

in FY 81. The increases from year to year have been uneven, with two large

increases occurring between FY 73 and FY 74 ($24 million), and between FY 78 and

FY 79 ($12 million).

`Technically, a local education agency is entitled to receive a grant if the
number of Indian children enrolled in that agency's schools is either (a) ten or
More; or (b) at least half the total enrollment for that agency. However, an
agency may apply without regard to enrollment requirements if it is located in

Alaska, California or Oklahoma, or on, in proximity to, an Indian reservation.

DEVELOPKENT ASSOCUTZ4. INC.
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According to Department of Education records, there are 3,177 public school

districts eligible for Part A funds. The number of districts receiving Part A ,

funds increased rapidfa during the first few years of the program but has been at

slightly above or below 1,100 LEAs since 1976. Part A funds available to local

school districtsincreak more steadily, from $10,952,366 in 1973 to a high-of

$53,520,000 in 1981. Table 3-3 provides an overview of the appropriations,

awards and number of students served for each of the past three years for the

Part A Program and Department of Education projections for 1984.

TABLE .3-3

SUMMARY OF PART A FORMULA GRANT PROGRAM A PROPRIATION5,
APPLICATIONS, AWARDS, AND STUDENTS SERVED (1981-1983)*

Actual Actual Appropriation Revised

Appropriation $53,520,000 $50,449,000 $44,059,091 $32,241,000

No. of applications .

Public schools 1,027 1,081 1,081 1,081
Tribal schools 36 38 38 38

TOTAL 1,063 1,119 1,119 1,119

No. of awards
Public schools 1,012 1,075 1,075 1,075
Tribal schools 36 38 38 38
=TOTAL 1,.148 1,113 1,113 1,113

No. of states in which
WiRTare made
fib) is schools 41 41 41 41

Tribal schools 12 12 12 12

No. of Indian students
served by LEAs
Pb6lic schools 282,460 297,035 301,320 301,320
Tribal schools 6,868 7,258 7,258 7,258

TOTAL 289,328 304.293 -308578 308,578

Average award $51,069 $45,299 $39,586 $28,968

Average.expenditur-2
per student $185 $166 $143 $104

.
.

*Figures for 1981 are from: Justifications of Appropriation Estimates for
Committees on Appropriations: Fiscal- Year 1983 - Indian Education. Prepared by
tide Department of Education (p. 12).75bres for 1952-and 1983 are from:
Education Activities Indian. Education: Justifications for A o. iation
is ca 'ear ' epare. y .tie ep u-n ucA ion

io PlIENT AS SO ___TX8.
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The Organization of the Indian Education Pro ram Office'

After passage of the Indian Education Act in 1972, immediate attention was given

to the funding a implementation of the Program. The law required a Deputy

Commissioner Indian Education, who would report directly to the U.S.

Commission of Education. Dr. William Demmert (a Tlingit-Sioux-from Alaska)

assumed this position. According to Or. Demmert, there were three considerations

in determining the organizational structure for an office of Indian education:

(1)-whether the organization should contain divisions, national centers, or othe

branches; (2)-whether the organization should include only the minimum s

required by law; and (3) whether the program should be regionalized. (Demmert,

1973.) After considerable discussion, the Commissioner for Education decided

upon a structure in which the Deputy Commissioner of Indian Education reported

directly to the U.S. Commissidner of Education and supervised two divisions and

four branches. Since Or. Oenmert's departure-fin 1975, there have been four

directors who served for a year or more and several who served in an acting

capacity for a brief period). A chronological listing of their tenures is given

in Table

In addition to its director, the quality and stability of staff is important

to any program, and this has been a concern of the managers of the Indian

Education Program Office since the Program began. In 1979 there were 53

authorized positions in the Office of,Indian Education, and in 1980 the

employment for the Indian Education Program was raised to 57. purfng the

late 1970s,.and through 1981, the number of staff in the Office typically ranged

from 44 to 49; during 1982, ,the average number employed increased to 56. The

staff during the mid-1970s was reported.to be as high as 70-75 percent. Indian or

Alaska Native, but the percentage steadily decreased in the late 1970s, with only

12 (22 percent) Indian staff. (all professional) in 1981. During the late 1970s

and early 1980s there was also staff turnover and there were occasional

complaints from local oject personnel about the fluctuations in Washington

staff and their lack of experience in the field. The early 1980s have seen no

imprwiement in this regard. Due to reductiont in force throughout the Department

n A
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TABLE 3-4

A CHRONOLOGY OF CHIEF ADMINISTRATORS OF
INDIAN EDUCATION FROM 1972 TO THE PRESENT

Administrator

Dr. William Demmert, Jr.
(Tlingit-Sioux)

Dr. Gabe Paxton
(Choctaw)

Dr. Gerald Gipp
(Standing Rock Sioux)

Frank Ryan (Gros
Ventre-Northern Cheyenne)

Hakim Kahn

Title

Deputy Commissioner
of Indian Education

Acting Deputy Cod_ issioner
of Indian Education

Deputy Commissioner of
Indian Education.

Director of Indian Education
Programs

Acting Director of Indian
Education Programs

Tenure

1972-075

1975=1977

1977 =1981-

1981-1982

1982-Present

Note: A number of individuals have served for brief periods (lesSthan
six months each) in an acting capacity as chief administrator of Indian
educatioo. Because of the brevity-of their tenures in office, the names
of these individuals have been omitted.

of EducatiOn, in 1982 there was an 82 percent turnover in Program staff, and by

the end of the year there were only four American Indians or Alaska Natives

_working,inthe Program and there was no one who had local prbject experience An

the past ten years.

In July (977, a new. deputy Commissioner, Dr. Gerald Gipp, assumed leadership of-

the office, and at the, same time, an internal program audit was mandated by the

U.S. Commissioner of Edatation: The audit's findings, together with a change in

key personnel within the prOgram, were instrumental in changing the,

organizational structure.

5Based upon info ation provided by the Inc:Win E uca on Program Office.
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The program audit recommended that the Program Office reorganize, and that the

reorganization be based upon the following concepts:

Programmatic functions should be separAte from administrative 'functions;

Clear distinctions in job function should be-made for program specialists,
according to GS-grade levels; and

Program specialists should monitor all Indian education projects (Pirts A.
3, and C)- for a specific:region..

From the start, the reorganization process actively involved key Indian Education

program staff and Office of Education managers to provide for smooth and speedy

implementation of the .new structure. In 1980, the reorganization was approved.

The 1980.organizational structure is based upon geographical regions, rather

than upon functional parts-of the program. As such, program specialists within

the.office bedame responsible for Part A projects, and Part A was no )onger

isolated from Parts B and C. The anticipated results of the reorganization

included improved staff utilization, better Understanding of job functions,

training for all office employees, and improve:: service to IEP grantees.

The reorganization was spurred in part by the dissatisfaction in the late-1970s

and early 1980s, among local Part A projects, with the performance of the

Program's federal office. In particular, the projects complained that changes in

personnel had made it difficult to know whom to contact; that the office provided

inconsistent interpretations of legislation, rules,; and regulations; and that

receipt of Part A grant funds after- the beginning of the school year created

proolems in hiring and in project implementatioh. As part of-the Part/A Program

evaluation reported herein, local project directors and knowled0eableSchool

district administrators were!asked to indicate how satisfied they were with the

assistance they received frOm the Department of Education. Despite the record of

staff turnover and reported problems with the Program staff and procedures,

two-thirds'of the project directors :repored that IEP-had been moderately to'very

helpful to their projects (moderately . 29.-Nery.'41portant . 37 %).- Similarly,

-.of the district administrators who reported that- their projects had received some

form of assistance from IEP (36%), a substantial majority (89%)- rated this

assistance moderately to very satisfactory (moderately = 32%, very satisfied

57%).

ETZLOPAIZINTT ASEIOCLA.
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In May 1981, the Office of Elementary and Secondary Education (OESE), of which

the Office of Indian EddCationls a part, was reorganized. and the Deputy

Assistant Secretary for Indian Education became the Director-of Indian Education
. .

Programs (IEP). The present organizational structure within the Department of

Education itlustrated in Figure .3-1.. There are now two divisions within 01E,

the Division -of Program operations-and the Division of Program Supo&t:'

The Division o Program OPeration's is organized into five branches, each

responsible for a geographic region [(1) Eastern, (2) Plains,.(3) Northwest,-

Southwest, (5) South. Central].. This division Aonitors grantedtvprovitjes

technical assistance; disseminates information on applicatiOns andeffective

project management and operation; reviews PartA 'applicatjons;.conducts Part A

Program audits ;-and oversees the .review of discretionary. grant applications. All

branches exercise each responsibility.

The. Division of rrogramSupport manages the Part ,B fellowship program and five
_

4
Resource and-Evaluation Centers

6
-which'are undee contract to IEP. Its Program

Administration Branch is responsible for,monitortin internal management (finance,

Personnel, labor relations, adherence to Department.of Education procedures),

_preparing position papers an Indian education., ItS Procurdment and Assistance

Branch handles grant management functions, Program pr3curethents, management- of

the'fellowshipgi;ant program, development and execution' of: the review plan for

Indian .Edubation Program grants, and administration of the,fiVe Center contracts.
...

0ThvCenters are charged with, first, provfding technical assistance to local ,
_

4educatio6 agencies, Indian tribes and organizations, and,to.Part A'parent
committees of programs supported by the Indian Education-Act;-. second, -with
disseminating inforMetionconcerning other federal education. programs which may
benefit,Indiant; third, with developing materials addresting the educational
and cultural needs of Indian students; and fourth, With encouraging potential
Part A applicants-tegapplrfor the Program. Information provided by Part A
project directors/end district administrators knowledgeable about the
,operationS of thePart A project in their LEAs, as part of the present study,
indicated that a- majority of):eart.A projects'used the services provided by
these centers and were satisfied with them.
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I FIGURE 3-1
-

FIGURE
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Summary

After years of concern in Congress over remedying the documented Problems of

Indian educatiOn the Indian Education Act was passed in 1972. Part A of this_

'Act provides formula grants to LEAs contracted tribally-Opeeated schools;
oft.

as.well as-discretionary grants tolndian-controlled schools located on or near

reservations, so they-may "develop and carry'odt elementary and secondary school

programs sOcificallx.clesigned to meet the special educational or culturally

.related academic needs, or both,'of Indian students." The rules and reg41ations

under which the Part A Program operates were formulated in 1973, and.were

subsequently revised with. the 1978 Amendmepts. Tityriost recent revisions

app4ared in 1980. The major changes involved multiyear funding for Part A

projects, and a clarification of the roles of LEAs and parent coAittees in local

projects. k o.

The Indian Education Progv'm (LEO) was treated through legislation-to administer

'programs under the Indian Edication-Act. In, the ten years-of its existence, the

IEP has Undergone high staff turnover, has had five chief adminihrators,'and'has.

been'subjett to some htense criticism from local project personnel. At the time
4 .

this' evaluation was conducted,.however, staffs atthe local projects appear d.,to

be generally satisfied ivith the operationI s of the federal office.

The discussion n this chapter has been intended tolprovidf.a backgeound and

context for the presentation ofd the evaluation findings which follow. 'Next, in

Chapter 4, an overview is provided of the 16cal projects in the Part A Program.



CHAPTER 4: AWERVIEW OF LOCAL PROJECTS

This chapter provides an overview of the Part A 0 ojectvstUdied in this

evaluation.
1 its purpdte is to provide a summary o some key characteristics

of the Projects and their settings, as a preface to the more detailed.'

presentation of descr'iptive and impact data which appear in the chapters that

follow.,
rt

Mor_ specifically, this chapter provides a des don and discussion o

o Project participants;
o Project resoUrce

Project staff and operations;, and
to Major project activities

- Tutoring .-

- Cultural instruction
- Counseling r
- Home-school liason
- Financial Aid.

The data are largely presented at the p level and are based on information

Aupplied by surveys of project staffs, reviews of project grant proposals and

other documents - available at the visited s es,.and data made available through

he Department of Education.

IgstsLauz1

The Part A projects under study a e-ehose- admix i s ered by public sctiool

distriCts.-
2

Al school' districts in the 41.S. W ten or more Indtih/Ala a

4

.3The study was concirneO with the 855 projects which had_been_ n_Operation for
three or Chore years and which had at least 30 Indian studentsas-Of,the fall-of.

1981; this representedZS percent' the total number of Part A prbjects iodated

in public schools_

21n addition to public schools, the Part A ProgrAoi;provides,grants to 81A1

contracted, tribal and-coMpetitive-grants to Indian-controlled schoo
that are not LEAs ..and that are loaated- on or near a reservation-naitHer was

...-.0114ENT ASSOCIATES'
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Indian in the- states of Oklahoma, California,

app / for funds. Untii.1980 when multiyear funding

di trios were requirgO to submit an applidation fOr

_c:fucation each year.

f an estitI,-..-ma iqible public school districts in FY 81.(the year.in

whichjaLifam were collected), 1,027 districts- applied for Par

funds; And-g 4,warded to 1,012. However, f4 Department of education

estimated that 85 percent of eligible Indian students attended' schools

in gistricts race. f,q4g Part A funds. Project .directors reported that nearly
kor
few-fifths (70%) of the,projects,began through seq01 district- initiative,'in

concert with igroup of interested parents serving as the,parent committee.

was reported that about One-fifth (21%) of 'tile projects begin'thi.ough-indiali

community initiative -- an individual or community group. urged - the -school

istrict t4 apply -for funds. ProjOcts in the study hid been in operation a

median of 7,3:years., and nearly nine-tenths -(88%) had operated-at least f %fir

years.
4

'1

The Indian pepulatidn of the Jnited States is widely dispersedi: and Part A

projects exist in diverse locations. An overview Of several basic

characteristics of the school districts in which Part-A projects operate

presented in Table 4-1 and summarized below:

o The majority of Part Kprojects studied were located in rural settings;
Percent of the projects were located On or near a reservation, and 29
percent in other rural areas.

4,For those districts receiving Part A fuhds, the median totarschoblsli
enrollment was 1,878. 2

3This is the number of4istrlcts- estimated to be eligible by the Department o
Education. Results of,surveyiqg- A sample of these districts Wpart of the:
alternative resources .substudy (see Apppendix 4) suggests that a lower estimate
of 2)929 district May be. more accurate.

wince projects in this study were selected from thqse projects funded'
ontihuously for at least three years (including 1931,82), thesefigures

overstate the Median length of ' operation of all Title :V projects.

AseOpiity.t
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early threerfifths (59%).pf the Part A'projects 'studied operated within'
school districts viith relatively small.Indian.student populations -- 25
percent inidistricts with 31-99 Indian students and 34 percent-in districts

'with 100-219.1ndian students-. The median Indian student enrollment was156s.,
" -

. The median Indian student "density" was8 percent; the Indian children in a
majority of Part A project'were a racial and cultural. mindrity within.ttleir-
school districts and classrooms. , ' a

V . a

' In nearly three-fdurths,(73%) of the Part A projects; hilf_or more of the
districts' fndian students were from one tribe. '

.

TABLE 4-1

,CHARACTERISTICS:OF SCHOOL DISTRICTS RECEI
PART ATUNDS (1981-82, SCHOOL YEAR).

(Weighted:NA 65)

On or near-la'reserva.t

LOCATION

Other rural areas (rural are or
----771715Mattownition of under 10,000).,

Urban, Eletronon-Ilarea

popul-ation of 10,000 to 50,000)

M etropolitan area fin%or near a' city
with populatf&i of over 50,000r% '18 34,0914

Total
Number of

Percentage Eligible.'
of Projects 0% 'Students

Mean
Part A
Grant

35% 104,158 $63,753

fi

29 69;163 e--<40,277 .

TOTAL SCHOOL DISTRICT ENROLLMENT IN GRADES K-12

- Total.
* - Number of

Perdentage Eligible
of Projects Students

-575'itud&its)
Mediumc(5761800 students) i 22
79i718014250 Students 18

Very lar e (3251-11,000,students) - 21'

-ktreme y 1 atiew111,007 224,580 students) t" 16

MEDIAN TOTAL. ENROLLMENT * 1,878

-455,2145

Mean
Part A,
Grant,

4

27,674 $29,141
62,493 46,375-
51,932 '74743,,

448,484 47491
66,626 g5,4?4

Tit
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TABLE 4-1 (con nued)

TOTAL INDIAN' ENROLLMENT IN PART A PROJECTS

PerCentage
:of Projects

Total
Number of Mean.
Eligible Part A
Students Grent.

tsmal (31- 9 Indian students) 25% 16,803_, $ 12,523

ma fl (T013219 radian students) .34 42,856 27,833
Medium (220-519 Indian students) 26 69,822 70,403

Lirge7(at leatt 550 Indiaq students) 15 127,727 178,953

MEDIAN INDIAN ENROLLMENT

INDIAN-STUDENT DENSITY*

2ercentage
of Projects

Ver low 00.1% to m of total enrollment)
ow % to 20%

Berate (20.1% to 70%)
Migb.(0.1% to 100,10-

56

.Total
Number df -- Mean
Eligible -Part k:
Studem6 Grant

38% 65,246 $32.,163.
24 54,214 51,552
23 880198* 66,191

15 49,350 . 95,844'

MEDIAN INDIAN STUDENT DENSITY = 8%

TRIBAL DIVERSITY PROJECTS

.Total .=

Number of
Percentage
%If Projects Students-.

Over half the students within the
project are from the same tribe

-Fewer than half the students within
the pra-ect are from the 'same tribe

Mean,,
Part A
'Grant

73% 195,324, $53,190

27- 61,885
E-
1,655

*Proportion of-total school.

Note: >The actual number of
weighted. td make the
projects.

district enrollment that isFlndian or Alaska-Native.

prof dts in the 'sample was 115. Data were
"fins:011gs statistically raoresentafive-of al



.-81-

nition and Backiround of E le and Par

. "
The issue of Indian defjnition,is complex, and the regulations for the Part A

-Program provide congiderable latitude regarding who,is actually to be served byP
local projects. Projects receive their federal funding traelj,upOh the number's:if'

4.,

Indian/Alaska Native students for whOwthere Is a completed OE Form No. 506 on

file.
. ,

P4rents are asked to complete an-OE form No 506 to document the Indian

or Alaska Native idntity'oftheir children, and a count of these forms is used

as the basis for, etermining the amount of federal funding, 'which is awarded ,on .-a
6'

per capita basis. Although ITI-oject funding is based upon the number. of.

completed 506 forms, participation in-project activities is not 'limited to these

students by,federal regulations.: Further, federal regulations do not require=

that all Indian students be,served bkthe project. Thus, in tiicussing project

5

) participants, itis necessar to consider local operational definitions of who is

eligible-for service and Who is actually served.

As repor ed,by the project directors, 72 percent of projects define student .

eligibility on the bans ;f,acompleted OE Form No 506. The remaining Projects

consider eligible to participate In Art A activities any Indian student - enrolling

-in the;_school-vstem (41f) or any student.wnvtakes part in project activities

(in); Over two'thirds (71%) of the prpjeets.reported a change In the number o

eliiible students as a result of the introduction of t6e OE Form NO. 505.

these, 82 percent experienced a"decrease in'the number of eligibTo students.
.

Sr

. _

5Untii the OE Form No.-506 was introduced in the 1978-79 school year, ,

-funding was based upon scnool districts' undocumented reports, of the number of
Indian students enrolted. z-

. .

6A. sizable but undetermined number of parents have refused or been unable to
complete forms. Reasons-include fear off ar forms, personal problemi with
...school officials, andinaccessibility bf 1 rolls:

.

\

4ZUMILLT*13. INC.
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---16e'rall, there were an-estimated 259,-735'0ar Aeligible Indian students in grades
P

K-12 in the sample universe of 865 projects. ;The students were almost equally'
= _

divided.amOng_the following grade ranges:. kindergarten-grade 3 -(3(*); grade

(23.61); eades 7.79 (23.5%);. andgrades*1042 (23%). Approximately half of the

students were boys and 1-f-Were girls.

As showmin Tabl 4'-2, of theAndian stadents. inAhe school districts receiving
,

fratiA funds,' an estimated (78%) .pariicipated in project activities, with

a median of 119 students pir project. Participation is defined at;taking part

at least one pro ect activity as reported prOject directors; The largest.
w .

propbrtion 144%)-of the parttcipatingCstudentS attended school indittricts on
. .

. .

near reservations,. while the
,

next largest proportion (27%).Attended school in
Y

,other rural Arias.= The remaining partic*ting students were found'in schools

urban; non - metropolitan (19%)an metropolitan (10%) areas.

T=ABLE 44
,=

ESTIMATED NUMBER OF INDIAN STUDENTS ECMULE FOR AND PARTICIPATING
IN PART A PROJECTS (1981=82 SCHOOL YEAR)

Total eligible Indian students
in study's universe of 865 projeoSs 259.735-

Total Indian studints
particip4ting in Part A projects

Percentage of eligible students participa ng

Median-number of:ParticiOants.per.project

,-

f the Indian students includid in the impact evaltiatton (Le. a sample of
- 0 , ,- -,i I

Indin Students. in grades4a12),.i over thiee4ourtis indicated-that English w
i. .

i

the language in 'which they usually, spbki.id their family-at,hothe -(75 percent in
I,

:grades 4-,C1 82 percent in grades 7-12)::--ionly-*-1Mill proporilda us '4n. Indian
- . 1

1

language-,(13 percentlin grades 016; 7 percent-Jr! grades- 7-7.12)or,a combinationH of

English. and.an IndiaAlingage -(10% in,grades 46i 9 rcent in grades 7-12)
__,.., .- ._ .- . . .1 .: '-,- -.- _ -.' ---, ,..--,,,

,PredOminantly-at homee-and Only:2 perce:t'.reportedusing:Alanguage other
.

_ .

, 1

English-or-an Indian language .-- Als6-:- twothirdt=ofthe-studedts, 176' percent

_-,,,, ._. ','- 10.
-,-.--

203,275

'78%

119 .



1, grades' 4-6.;.70 perten in grades 7-12) were from families with incomes low

enough_to qe eligible for ee or reduced pri6e lunches through the subsidized

school lunch program.
v.

In moSt.respects, Indian students'participating in the Part &projects were quite

similar to those who, for.some.reasoil, did not partiCipate. In grades 4-6, for

example, they were similar with respect to thelangUage'usedat home and the type

of community in:which*they,liVed, but were Slightly diffirent'im termsof family

income as measured by eligibility for-free or reduced'schoolitinches (76 pe.rcent

df the participants and 64 perant of non-participants were eligible for the

school lunch Program)." In grades 7-12r-a similar proportian,of participants and

noif-participants-benefittedfroA the school lunch program, but a somewhat smaller

proportion of participants thihnon-participants (16% vs. 25%) regiorted'they used

predominantly an Indian language or a combination of Englishoand an Indian

: language at.homc. A smaller proportion of participants (52% vs. 69%) attended

.school in-districts on or near reservations and a:larger proportion of'.
4

participants (25% vs. 15%) attended school in otherrUral.areas. With these _

minor exceptions, analyses comparing the characteristics of participants And

non-participants showed no.differences of note, and' it was,not-clear:from-the

data obtained on students or from observations and discUtstons at the projects

why,some students chose to participate in Project activities -and others did not.

Frequently, itseems to haVe much to do with a student's class and after schodT

schedules acid with peer groo,preferences it My given time. Over a iieriod-of
.

w rael years,,someStddents partiCipated regularly ina,variety of Part A-
projeCt ittivitfes, white others were minimally involved.

. '7
Projec Resources

. $tpdol districts receive Past 'A funds on a formulabaiis, which takes-into

account. the number of,indian-Studehts and the state's average- per -pup
,

':-.expenditure. The median project budget was .$26,450. Over two-thirds-(71%

the projkts had bUdgets of'Under:$50,000, as Shawn in Table 44. 'Nearly

'--Zfb -a more' complete discussi eseurces'ivaille -for ndianatuden
public school-districts, see-. pendix:5 (0.A43+)-df this report.

ti
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TABLE 4-3

DISTRIBUTION OF PART A PROJECTS. Y BUDGET SIZE (1981 -62 SCHOOL YEAR)
(Weighted N=865)

Total Froje- u±dget :

ercen :a e
Projects*

)

$5,600 -! $10,000 11%
110,001 - $25,000 38

$25,001 - $50,000 22
$50,001 - $100,000 17.

$100,001 $1,200-000 12

MEDIAN BUDGET = $26,450

*The actual number of projects in sample was 115. Data were weighted to make the
findings statistically representative of all projects.

two-thirSs .(55%) of the projects were.funded.enttrelyby Part A funds; about'

one7third' J35%). were funded primarily. by Part A but also received funds from'

other federal, state,. lbcal sources.

As shown in Figure 4-1, most 177%) of Part A,funds in the projeCts'smpled,were

used for salaries and fringe benefits. The other categories of expenditures each

accounted for:6%Aor less) 'of the total: suppliei, includihgcurricUlUM

Materials, .arts andcraftsrs,t9plieS,pdf not office supplies (6%), uipment

purchase or rental:(2%)-;-tri)el(6%)14dministrative expenses, inaltiding-rbatine
,

supplies and costs:(4%);,and-other_eXpenses, including fringe,benefits.

when these were dsterminedseparately (4%). '
A

tIGURE

EXPENDITURES OF-PART A FUNDS BY PROJECTS; 1981-82 SCHODL YEAR

-SuPp119.s ( %)_

- Travel -(6 %)

Administrative expeiNum 4_

Other expenses -(4 %)
Egaipment 12%).

107
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In addition to_ tide Part.AY -Progr many eligible Indian students benefitted from

'other special" or educational progrdms. Table 44 summarizes data collected 'on

selected other federal programs-Serving school districts participating in the

:Part A Program. The Chapter- I program'for example, provides financial assistance.

to-schooldistricts serving areas with'concentrations ofchildAnfrourlow'income-

families. Funding is determined by the number of low...incomeihildren residing inir

the school district, and is used to improve Oogrims in , "basic skills," such as

reading and mathematics Nearly all '(94) districts receiving Part A funds

received Chapter -I funds, with amean of 30% of the India,students in these

districts served by the Chapter I program.-

..-The Johnson O'Malley program, administered by the Bureau of-Indian:A fairs
-t--.., .

grants
, 6

(Department of the Interior), provides .ants to school districti, trigal i

organizations, or states, to meet .specialeducationally,relited-needsof Indian

students in public schobTS.. The focus is;similar to that of Part -.4,7-Eft!t='-,

beneficiaries residing on or-'near reservations are given funding pr f city.

Indian student eligibility requirements for Johnson'OlAalley are mor restrictive
..

.

than for. the,partA Program, in that students must be at least one quarter blood'.
. .

Indian from a federally recognized tribe. Of the school' districts in the study
4m

ample, about o'e -half (53%),received Johnson O'Malley funds directly or

indirectly thi-ough local tribes. However, 79 percent of theidistricts located on

or near A'reservation received funds, compared with only.39 percent of-those

located elsewhere. Similarly, as shown_in-Tible 4-6, 71 percent of district's

receiving over '$100,000 per year An-Part A funds received Johnson O'Malley.

funding directly or indirectly, as compared-to 50 percent of other districts. In-

districts that received both -Part A and Johnson 0!Mally'fuhdt, a mean%of 59.

percent of: the Indian students participated` in activities supported by

- Johnson 0- 'Malley program. 41,

As 'Table 4-4 shows, school districts also received funds from other supplementary

federal programs, including one or more'federal programs supporting vocational

educition or education for the handicapped, or Title VII (Bilingug) Eddcatibn
/ .
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TABLE

OTHEk FEDERAL PROGRAMS SERVING SCHOOL DISTRICTS
WITH PART A PROJECTS (1981-82 SCHOOL YEAR) -

(Weighted Nm865)

Federal Program

SEA Chapter 1
(including Migrant)

Johnson O'Malley

SEA Title. VII
(Bilingual Education)

ocational Education

ducation for the
andicapped

Pecentage of
School Districts

Receiving_Seevices*

95%

53

13

MailNi7atage b ndian
Children Served in

Districts Receiving Service

30%-

57 == 20

69 10

*The actual number of projects in the sample was 115. Data were weighted to
make the findings statistically representative of all projects.

*Data are'uniVailable for thts-program. -(Too few projects reported the number
of participating. Indians.

=

TABLE 4-5

PERCENTAGE OF PART A SCHOOL DISTRICTS RECEIVING
JOHNSON O'MALLEY (JOM) FUNDING BY PROJECT LOCATION

Weighted N=865)

JOM Funding Status
On or Near.
Reservation

. Project
Other
Rural

Location

Urban Metropolitan'

Receive JOM -

(Funding directly 60% 37% 22% 16

Receive JOM
funding indirectly
from local tribal
organizations 19 20

Do not receive
JOM funding. 21- 43' 76 8O

.A11

Districts

39%

14

48
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TABLE 4.:'6

PERCENTAGES OF PART A SCHOOL DISTRICTS RECEIVING JOHNSON O1IALLEY (JOM)
FUNDING BY SIZE OF PART A GRANT

JOM Fundinc1 Status

Receive 30M funding
directly

Receive JOM funding
indirectly from
local tribal
rganizatrions

Do.not reive
JOM funding

ze o 'nnua ran _

$5,000-
10,000

$10,0017p$25,001=
25,000 50,000

$50,001-
100,000

Over. All
$1000DDI Districts

29% 40% 31% 38% 59% 39%

14 14 18 9 12 14

58 = 46 29 48

Project Staff and Operations

As indicated above, most (77%) project funds were used to support staff salaHes

and benefits. Overall, projects employed a median of 1.35 full an part -time

professionals (project directors, certified teachers, etc.) angi 1.88 full or

part-time paraprofessionals (tutors, teacher aides, non-certified.cultural

instructors; etc.). However, staffing needs varied widely, and increased

project size. (see Table 4-7.)

TABLE 4-7

MEDIAN LEVELS OF PROJECT EMPLOYMENT BY PROJECT SIZE (19-
(Weighted N °865)

82 SCHOOL YEAR):

lumber of Indian Students
Enrolled in District

Median Number of
Professionals

(Full or Part_Timel

Median Number o
Paraprofessionals
Full or Part-Time

Very small (31-99),
mall (100 =219)

1.09
1.31

0.96
1.80

Medium (220-549) 1.60 3.68
arge (550 or more 3.03 7.64

)VERALL 1.35 1.88

Note: The actual number of
to make the findings

projects in the sample was 115.
statistically representative of

Data were weighted
all projects.
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Most project directors-worked part-time for the project. The-median number of

Part A-financed hours per week for project directors was six, and only 24 percent

of the directors worked thirty or more paid hours per week.` - Approximately

one-third of the directors indicatedthat Indian preference guidelines, and 16

percent indicated their special,qualifications in Indian education, were -

important factors in their-employment as Part A project directors..

Project directors who spent six or more paid hours per week working for the

project (58 percent of the project directors) were predominantly Indian,(69%) and

were evenly .split between men (49%) and women (51%). These project directors

were ;experienced, having worked-a median of 3.9 years with the project. Over

half (53%) had earned at least a master!s degree; another 16 percent had earned a

baC4elor's degree; 31 percent-had not earned a bachelor's degree. Sixty-one

percent were certified teachers,. -and 40%-were certified administrators.

Project directors who spent five or fewer paid working hours, per week (42%) were

predominantly non-Indian (84%) and male (64%). Almost three quarters (73%) had

earned-A Master's or higher 'degree; .Another 14-percent had earned a bachelor4s

degree; 13 percent had no bacnelo;"s degree. Many were district administrators,

such as federal program coordinators or assisted! superintendents.- Their primary

\J involvedadminiStrative concerns (preparing the project

proposal, budget,-etc.), but generally did.not inelude day -to -day superVision or

involvement with the project.

Over four - fifths (81%) of the°project-support staff members worked full-time on

the project. The support staffs were experienced,, having worked a mean of

years with-the projects. Over two-thirds (71 %) of the staffmemberS were Indian

and over four- fifths (84%) were women. While half (51%) of the project support

staff had completed high school only, 38 percent had a college or advanced

degree. One-third (36%) were certified to teach and one-fourth (28%) spoke an

Indian or Nati;/e language. According to most,(92%) project directors, school.

districts hired project staff members as- A result of Indian preference

requirepents.

Project support staffs o

staff position.

to-

assumed responsibilities beyond those defined br the

For example, over half- (60%) of the tutors and teacher aides

A.8130



also counseled students, and ore- fourth (28%) provided cultural instruction.

Student placements (28%), referrals to social service agencies (27%), and

counseling for family members of students (25%) were other.responsibiliti

assumed by tutors.

Parent Involvement

Volunteers played a fundamental role in the planning and operation of the 'projects

and were a vital Cdmplement to the paid project staffs. Part A projects are

required by regulation to establish a parent committee to (1) participate in the

needS assessment, design, operation, and evaluation of the project; (2) review

and approve, in writing, the project application; (3) advise the school district

on policies and procedures regarding the hiring of project staff; and (4) make

recommendations concerning applicants-for prbject staff positions. Parent

committee members 'serve as volunteer: and Were highly involved in making

important decisions about the-projects and in assisting the pr =ojects in carrying

out cultural and other activities. Overall, 14 percent of the parents of Indian

children interviewed in the study re,orted that *theie worked as a volunteer for

thrI project. (See Chapter 11 of this report for a more complete discussion of

the. structure and activities of parent-oMMitteeS, and-other types of'parent

involvement.)

NeedsAssessmtn4

Another important federal requirement of Part A projects s_that they conduct an

assessment of the special needs of_indjan children as part of their project

planning. Most projects had conducted a formal, verbal, or written needs,

assessment survey within the last year. (Chapter 5 of this report proVides.a
4

'detailed discussion of this topic.)

Project Evaluation

Part A projects, are also required to monitor and evaluate progress in meeting

project objectives. Although the projects may.conduct internal'evaluations, they

are required to'UWan independent evaluator to assist ongoing evaluation and

Monitoring, and to conduct a final evaluation.- Data shbw,, however that only
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ha;f (49%) of the district administrators most familiar Cith their Part A

projects reported that the - project had conducted an independent, third-party

eyaluation. Over two-thirds (72%) of these externally eval;Jated projects were

evaluated during 1981. The data showed that the larger projects, irk_ terms of

grant size. weremoreHlikely to have conducted evaluations than smaller-

.projedis. Specifically, 83 percent of projects with annual, grants over $100,000

conducted third-party evaluations, whip only 44 percent of projects with grant s°

at $100;000 or less conducted evaluations.

The external evaluations for over three - fifths of thi projects, included teacher
.

surveys (61%) and parent interviews (68%). Fewer than half of the external

evaluations included the use of student aCademictests.(43%), student attendance

data (43%); student attitude surveys (10%): community interviews (36%), strident

grades (36%), or cost analyses (28%). Two - thirds (66%) of these projects paid

for external evaluations-with project funds; the remainder used general school

.district (23%) or other, (11%) funds.

Project Activities

Part A projeCts may use grant funds to support activities that "meet the special

educational or culturally related academic needs". of Indian children.- The

activities(cited in program regulations and foundto be undertaken by _loll
projects can be categorized into five general areas: tutorial/special academic

activities, cultural instruction and activities, counseling, home-school liaison'''.

services, and financial assistance for school related items.
A

The percentage of projects providing activities in each of these areas is shown

'by project location in Table 4-8. Most (80%)-projects provided tutoring, with

this activity provided in almost all (90%) of the projects in metropolitan

areas. Most (64%), projects also offered cultural instruction and activities,

hikwith cultural programs also most prevalent in urban,and metropolitan locations.

About half (48%) of the projects explicitly provided' counseling services;, this

may be somewhat understated, because counseling,to ineividual students was often

provided by project staffs in the %,:ontext of other program components as mell.

Counseling components were somewhat more preValent in projects on or _near.

reservatIcins and in metropolitin areas than,in.other lacations. Thirty-eight

11 :3
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perce)= of the projects provided home-school Tiaison services, with over-half

(55%) of the metropolitan projects and onTy-a quarter (26%) of the other rural

projects offerir such services. Finally, it was found that-22 percent of the

projects provided financial assistance to help pay for.school rela0d expenses of

the Indian students

These findihgs #re relatively similar to the results of the descripti
8-

evaluatjon of the Part A-Program completed in 1978. Results of that st&dy

were that.; 62 percent of 813 projects surveyed had activities focused on Indian

cultural concepts-, hiaritage and language; 58 percent had remedial reading

5e'e9rcenl. had guidance and

activities focused on, improvement: of se

activities focused on improvement of,

remedial mathematics activities

nseling activities; 55 percent had

concept/self-image;'51 percent had

itudes toward school; and 46 percent had

TABLE 4-8

-PERCENTAGES OF PROJECTS OFFEWING ACTIVITIES BY PROJECT CATION
(Weighted Nv865)

Activity

Tutoring
Cultural instruction
Counseling
Homeschool liaison
Financial aid

Near -Rural

Reservation Area

73% 81%
51 61

55 4'
39 26
25 13

Urban
Area

I I

82%
78
35
37
25

Metropolitan
Overal

90 80%
64
48'

\38
22

Area

83
61

55
17

ote: The actual number of projects in the sample was 116- Data were weighte
to make the findings statistically representative of all projects.

,

A brief description of each of the five general areas of project activi

the 1981-82 school year is presented belovi

8 "A- National Evaluation Survey of Projec
'Indian Education Act of 1972."- Commun

es

Funded under Title IV, Part A of the
ations Technology Corporation, 1978.
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A primary purpose cf the Indian

Education Program has tle to improve the academic s of lAian_children.

According ,to tha Part. A reculetions, a wide variety of supplemental academic

activities may be proVided to Indian ch:ldnen,. including individual' or group

instruction in beic academic skills, accelerat3d training fdi* "gifted students,

and remedial instruction.

Four-fifths (80%) or the Indian educatiod rr ojects provided some speCial academic

activities for Indian students. -A mean'of 32 percent of the Indian students

(median .of 52 students per project) in districts wi'th'%Part A academic activities

was reported by project directors. to taye received tutoring or some other

academic service from the Part A Program.

Two-thirds (66%) of the projects win,tutorial and other supplemental academic

activities focused tutoring directly on clasSroom material'. However, one-third

(31%) of the projects provided academic activities in areas similar to those

'covered in clasSroom instruction but which were not directly related to current

assiOments. Overall,-RiOst of the-projects with academic cam anent offered

tutoring in "basic" subject areas, iincluding reading (89%), wr ting (62%),

mathematics (94%), and other academic areas (48%). Over two-thirdS (67%) of-the

academic projects held tutoring sessions during schopl hours.

The*tutoring programs appear to have been relatively intense, given their
4

supplemental nature. The typical student,_, ttended median of four sessions per

week, with a median duration-of 35 minutes per sessn.

A majority (57 of tutored students. were in grades K-6; 36 percent were in

grades 7-9, a only 7 perOW'were in grades 10712=, Slightly over half (52%)

were male.' At thestart of tie- tutoring, two - thirds, or more of the tutored

students were rated by their tutors as .low or below average relative to their

peers in reading and mathematics.

.
Greater detail art A tutoring/ipecial academic activities and impacts is
presented in Chapter 6. 115
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Nearly-ell (94%) of the projects with academic components hired tutors, with only

a few (6%) relying on volunteers. Tutors were predominently,Indien (68%) a%d

female (84%), and were an Overage of 33 years of age. Additionally, nearly all

(96%) academie-projects usedHadult-tutOrs, with only a few using, cress -grade (8%)

or peer tutoring (7%). OVer two-fifths (44 %)/ of the academic projects assigned

tutors primarily on a one-to-one basis. Nea7ly half (47%) relied upon small

group instruction (one tutor with several students). *5 small proportion (9%)

the academic projects used both methods interchangeably.

,Cultural Instruction and Activities.Pio Cultural and actifities are

perhaps the most unique aspect-of-Part A programmiWg. -The Part A Program'

specifically mention's cultural activities in the regulations as an authorized

area of-programming, and-only 20 percent of tie school districts with a cultural

program provided sinfilar activities prior to Part A. The Part A regul-tions cite

instruction in tribal heritage, Indian history, and political organiz tion;

traditional Indian art, crafts, music, and dance; and the teaching and

preservation of Indian languages as examples of permissibT" program activities

which are designed to meet the "special educational and cu uralloy related

acederhic needs,of Indian ch'ildren.'

Sixty-four'percent of the Part A projects offered some type of cultural program,

and a mean'of 56 percent of the Indian students in districti with Part A cultural

programs were reported to have participated in a class or activity offered

through the cultural program. Nearly all (96%) of these projects provided
r.

'cultural instruction for students from more than one tribe. Thecultural

.programs studied served children from a median of nine tribes.11 As shown in

Table 4-9, cultural awareness (32%) and improved self-esteem as an Indian (25%)

were most frequently reported as-the single most'impo tent goal of the culturally

related activities offered by project.

1°Greater'detail on cultural programs and their impacts is presented in
Chapter 8.

111t should be noted, however; that,multitritel enrollment is typically'
dominated by one group, with only-a small representation of each. of several
other tribes.

t.

lip
A.5610



A median of 60-Indian children per project participated in a median of two hours

per week ipiactivities sponsored by the cultural programs. The typical diltural

program operated throughout the school year. Altbough most (77%) cultural

projects offered a portion of theircuitural_instruction and activities during
- f

the regular- school day, most (a median tlf 70 percent) of the time spent by

students on cultural activities was after school or on weekends: It

TABLE 4-9-

PART A CULTURAL PROGRAMMING:
PRIMARY GOALS

(Weighted N=550)

Culturally Related Goals

Increase cultural aware ess
Improve self-esteem as an Indian
Preserve and pass on tribal heritage and culture
Increase value au respect for Indian (tribal) heritage
Increase awareness of historical contributions of IndianS
Increase awareness of Indian .tribal history
Learn Indian tribal language -
Increase student intfplvement

Percentage All Cultural Progr

2

8
4

*The actual oumber of sampled projects with.a cultural program was 74,-Da were
weighted to make the findings statistically representative of all projects with

cultural programs. 0

A high proportion of projects offered instruction and activities in a wide

variety of areas. As shown in Table 4.10, nearly all projects with a cultural

component offered artsand'crafts instruction, comparative cultural studies,

special events (e.g., fie)d trips and Indian heritage week, and instruction in

Indian cultural heritage.

All projects used local Indian community members in the CultUral Oogrem as

instructors or assistants in cultural instruction or activities. -N6arly all

projects_ also used Indian community members to help identify,cultural needs (97%)

and develop Cultural activities (95%).

7

e.



-95-

__a
TABLE 4-10-

CULTURAL PROGRAM ACTIVITIES
(Weighted I1550

Area
Percentage of All Cultural-Programs
Offerin Activities in Each Area*

Creative arts and crafts 98%
Comparative cultural studies 94
Special events
Indian (tribal) cultural heritage 93
Indian literature 89
Indian (tribal) history .82

Tribal governments 71

Lariguage preservation 40

*The actual number of sampled projects with a cultural program was 74.
beta were weighted to make the findings statistically representative_of
all pojects with ultural programs.

Counseling_Activities. In their effort to meet the educational needs of Ihdian

students, 48 percent of the Indian education projects provided a- wide variety of

counseling services. These services were, for the most part, non-OrOfessional in

nature and included,personal counseling, vocational counseling, academic

counseling, and assistance regarding post-secondary educational opportunities.

These activities are allowable under Part A regulations as activities which

directly or indirectly "provide additional educational opportunities" and are

considered to be an important adjunct to the direct academic services provided by'

projects.

At_the projects with counseling components, the staff members-rdsponsible for

these services were asked to specify the or problems most, frequently

encountered. Most frequently discussed with Indian students'vere: family'

problems (91%), prOblems with teachers (88%), grades (80Cst ntinuation

school 474%), and the,"future" (73). (See Table 4-11.)

.,CounSeingprojects setwed a mean of 52 percent of enrolled Indian students, or a

median of,148 Indian stuabntS,IhroUghout the year. The counseling services were

typically-available the ent1146-,ichoctiyear._ StUdents were leer! by counselors



TABLE 4-11

INDIAN STUDENT CONCERNS OR PROBLEMS MOST FREQUENTLY DISCUSSED
WITH PART A.PROJECT COUNSELORS OR OTHER STAFF

(Weighted N=417)*

School.Releted Concerns/Problems

Percentage of All Counseling Projects
W 'ch Re orted that the 70 ic was

reguen y iscusse

Problems with teachers or school personnel
Problems with grades
Class scheduling problems
Problems about having time to study

Pellsonal Conternt/Problems- *

88%
-80
56
52

Family problems -91

Decision making 67
Social conflicts 66

Getting along with friends 61'

Depression 56

Money,problems 56

Drug-problems 54

Feelings about being an Indian 52

Altohol problem 51

Problems about sex 32-

Career or Future Concerns

Whether'or not to stay its school 74%

Problems about. future 12
Vocational choice 54

Marriage 18

4

*ReSpondents re. the:Part A project staff persons responsible for counSeliqg
services at the 58 projects with counseling components. The date were.

Weighted to make the findings statistically-representative of all projOctt

with counseling components.

**ReSpondents could select more than -ane topic. -Thus, the percentages total-

over100%..
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project staffs providing counseling for a median of 10.4 contact hours. Family

members had some contact with project counselors in 66 percent of the counseling

projects.

In nearly all projects with counseling services, students were referred for

non-career counseling by teachers (89%) and/or were self-referred (88%). In over

two- thirds of theiii' projects, students were also referred for- non-career

counseling by principals or administrators (79%) nr by other guidance counselors

(68%). In only a minority of these Projects were students referred by project

directors (32%) and parents (19%).

In general, project counselors were experienced in work-ing with Indian students,

and by the fall of 1981, 75 percent had had-three or more years of involvement

with-the Indian education,proiect in some capacity. , However,,most'did not have

formal training as guidance counselors. Indeed, slightly fewer than half (47%)

of the counselors had completed h?g4/school. The remainder had completed some

post-secondary education, a small minority (5%) held associate degrees, 15

..percent held bachelor's degrees, and one-third (33%) had completed at least-0

master's 4logree. As non-professionals on the projects' staff, counselors often

) undertook various project responsibilities. One -third 35%) served as-

home-school coordinators, one-fourth (29%) as project coordinators, and one enth

as a cultural instructor412%) or Indian club advisor (8%). Frequently, -they'

considered, an important part of their job as being.a "friendly lice" An the

school to which Indian students could relate.

-

Home-School Lihiton Activities. Many Indian education projects encouraged
. .

parental involvement througkhome--schoolliaison activities. These consisted of
5P

home visits,or °the., contacts by project staff to discuss school progress,
;

attendance, discipline Problems', or projectroject and school activAties. :The Part A

regulations specify home-school liaison services as a permiSsible activity to

help schools meet the special educational and culturally related academic needs

of Indian children. Involvement of parents'is widely regarded to be an imObrtadt

factor in student academic achievement and in the functioning of healthy, school

systems.



Thirty-eight percent of the projects provided home,sChool liaison services. A

mean of.410 percent of the Indian students (a median of 70 Indian students per

project) was reported y project directors to have receWed.home-school liaison,

services "-from Part 'A projects providing such services. Virtual4 all hothe-tdhool

coordinators made personal visits, to homes (100%) and telephone calls to parehts

(91%). Three-fourths (74%) also visited with parentt at the schoolS,Iwo-thirds
-.

.

04941 sent letters home, and over half (56%) communicated through the parent,

committee. Over three-fourths (78Vrof the coordinatdrs rated personal visits to
. - . ,

homes the most effective method.of communicating with parents.

The most frequently cited reasons for home-school contact were: student

attendance (82%4, project activities 173%), discipline (71%), and grades. 71%)

(See Table 41-12.)
fi

TABLE 4-12

MOST FREQUENTLY CITED REASONS FOR CONTACT WITH PARENTS
BY HOME - SCHOOL COORDINATORS

(Weighted N=325)

Reason for Contact

Percentage of All Projects
withHome-School Liaison*

82%
73
71
71

64
59
44
35

Student: attendance
,Indian education project activities for students
Student discipline
Student grades

- .

School staff-parent conflictt or misunderstandings
Student health
School policies .

Academic or extracurricular activities

*The actual number,of.sampled projects in the study sample -with'homeschool

liaison services was'51. The data were weighted to make the findings
statistically representative. of all projects with that component.

"An additional service provided by the home-schog1 coordinators in four-fifths

(81%)cof the projeqs was transportationto school or project related activities

for- students or pdrents. Over two-thirds (70%) of the projects offering

transportation provided transpgrtatltimi to pare7t committee meetings; half (50%)

provided Students with transportation for medicai
. /

mIts ns.
. -- -,...L.Q



-09-

Financial Assistance. Indian education. projects are also permitted by Part A

regulations to provide funds for school-related items of Indian students which,

their parents cannot afford. Academic expenses, food, clothing, medical and

dental-care, and extracurricular costs are authorized uses. To receive theSe

funds, the Indian education parent committee and the local education agency must

establish eligibility criteria based-upon financial need.

Twenty-two percent of-the projects provided financial assistance for

education-related expenses of students. The items most frequently subsidized by

projects providing financial assistance were gym clothing (69 percent:of projects

providing assistance) and school supplies (51%) (see Table 4-13).

Four - fifths (79%) of the these'p.ojects defined eligibility for financial

assistance by using the income criteria specified by the federally subsidized hot

lunch'Program. Of the remaining projects, 9 percent set specific income levels,
,

5 percent requlred,a signed statement indicating financial need, and 7 percet

used one Or several other methods. The total number of students served, total

-expenditures, and expenditures per student are shown in Table 4-13. Although

assistance for gym clothing was provided by the largest percentage of -.Projects,

more students received assistance for everyday school supplies than for any other

area. The largest-expenditUret per students were for dental care.
=

Summary

In this chaptei., an overview of the Part A projectS,has been presented, This

included a review of the characteristics of participating schoolrlf;tricts

well as project participants, resources, staff, and activities. -Nearly

two-thirds (64%) of the projects were located in rural areas or on or near a

reservation. The median total enrollment for 'project school diStricts was 1,878;

the median Indian.student enrollment was 156, PrOjects were primarily located in

tdistricts with a 1ow)(8%) proribrtionof Indian students and 73 percent of the

projects were located in districts where at least half of theIndian students

were from. the same- tribe.

Most (80,a projects were begun by school district initiative with the help-of a

parent committee. Three-fourths (72%) of the projects defined project

,participants through the use of OgForm No. 506.
v

=



TABLE 4=13

\

PART A PROJECTS WHICH PROVIDED FINANCIAL ASSISTANCE FOR SCHOOL RELATED ITEMS TO NEEDY CHILDREN

(Weighted N188)

a

Percentage of Total Dollars Total Dollars

'Projects Providing Served Across Expended Across

of Financial Assistance Financial Assistance* JELL Prpjects

Gyiii clothing and supplies . 59%,

School supplies (paper, pencils, etc.) ,51

Art supplies 43

Athletic fees
,

. 42

School clothing ,39

Field trips 39

Arts and crafts 37

Activity f6s 33

Eyeglasses . \. 22

Dental costs

ledidal costs 15

6,486

13,192

6,014

2,278

11620

3,381

2,703

1,395

200

935

, 204

Expenditures

Per Student

1861500 $13.34

84,528 6.41

40,769 6.78

13;260_ 5:82

69,296

1758046,633

29,450 10.90

7,175 5.14

16,000 , 80.00

97,384 104.15

10116 49.93

*The actual number of sampled projects which provided financial assistance to needy childrenswas 27.

The data.were weighted to make the findings statistically representative of all projects providing

financial assistance.

123

124
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Overall, projects supported a median of 1.35 full or part-time professionals and

1.88-full ora-rt-time paraprofessionals, a project staff size increased, with

projtct size. Few projects had full-time directors. 'Project directors and

support staffs typically had worked for the project for several years. The

responsibilities of project support staffs often went beyond those required of.

the positions. Community volUnteers also played an important role in'the

1p-tannin and operation of the pPojects.

p

The median project budget was $26,450. _Nearly two-thirds (65%) of the projects

were funded entirelyby 1?art A fluids. Most (77%) projecthfunds were used for

salaries and benefits. Most (9i%) projects were in districts which also received

Chapter i funds, andibout half (47 %) were in districts receiving Johnson

O'Malley funds. Many districalso'received funds from other federal education

programs. However, large Proportion of Indian students in these districts did

clot participate in Chapter }, Johnson O'Malley, of other federal education

`programs.

With respect to project activities, mos(89%)-projects offered tutoring or other

speciaracademic activities. 'Nearly twothirds-(64%) supported a yariety of

cultural-instruction and activities. Most tutorfng was held during the regular

school day,:whereas the bulk of cultural instruction and activities took place

.after school. 'TWo-fiftps (38%) of the projects supported home - school liaison

activities and nearly half (48%) counseling. One7fifth (22%) provided financial-

assistance to parents for schoolrilated expenses-

To clarify and confirm differences, in terms of project location, a series of

stepwise'discriMinant:function,analyses was conducted They showed key

difWences'Among,projects-i fopr locations.(on or.nearreservation, other rural

area, urban/non-metropolitan, and metropolitan) to be as follows:

Specifically,, projects in the four locations differed as Wows:

Indfan student density was highest in projects located on or near a

reservation or in other rural,areas:-

Tribal diversity was greatest in metropolitan projects;' .
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%

Indian student enrollment was highest in projects on or near a reservation
and in metropolitan areas;

Year of project operation was longest in projects on or near a reservation
and in metropolitan- areas;

to Cultural activities were most prevalent in urban, non-metropolitan and
metropolitan projects; and

Financial aid to parents was most prevalent in projects located on o near a
reservation and in urban, nonmetropolitan projects.,

With this overview of the Part A Program as a background, the chapters which

follow provide greater depth regarding project activities and their results. In

the next chapter, a discussion of project objectives and activities in relation

to. locally defined needs is prelented.
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CHAPTER 5 LOCAL NEEDS, PROJECT OBJECTIVES AND ACTIVITIES, AND

OVERALL SATISFACTION WITH IMPLEMENTATION OF SCHOOL

OFFICIALS AND THE INDIAN COMMUNITY

The primary purpose of the Part A Program is to-provide assistance to LEAs in

addressing the "special educational or culturally related-agAdemic needs" of

American Indians and Alaska Natives. In evaluating the impact of this Program,

it-therefore hedomes important to ask how these needs are being determined at the

lotal l pveT, and what is -being done by .LEAs these neeto address thedl. That is,
1prior- assessing the impact, of the Part A projects, it is important to-assess-

the appropriateness of the activities being performed, so that the level and

'extent of these impacts can be understood'in context.- In this chapter, these

issues are examined using the information gathered:a the 115 Part A projects/
.

visited for this study. .. \it-..,

More specifically, the chapter provides a- description of project neecivatseSsment*e

processes and results, a discussidn of the relationship project needs,

Objectives, and activities from the needs assessment per1--live,iend then a
A-

distussion of needs and activities from the perspective or primary and-secondary
I

objectives as reported by 'project directors. s will be-Shown, these two

perspectives yield quite different-pictures of the 1401 project planning

,processes. In one case, the impression is of projectt which are tightly planned

and focused, while from the other, the impression is 'of projects which are rather

diff-Use and given to covering Most'of the popblar rhetorical bases. -

The chapter also presents the results-of askingproject directors and local

Andianleaders not directly associated with the Part\A project or Tocil school

district what they thought were "culturally 4adeMic needs "-- .intheir

areas. -During the evaluation's design phase, staff of the Indian-Education

Program Office in the Department-Of Education and several Congressional-staff-

members indicated that they had spent many hOurs trying to- deter -mine what was the/

real meaning, if-any,.ofthis phrase. -Various accounts- of the origin of the

ohrasewere-given to members of the evaluatton's'design team, and it was

therefore,Aecided it would 0e-informative knowledgeable-

-e local level what tmeant to; heM.- It was felt th;SWoUjd:be:ofinterett



its on right, and also as a` basis for assessing the appropriateness of speCific

project activities for the needs of the locale.

Finally, ratings of satisfaction with the project are presented as one indicator

of project' effectiveness. These ratings were obtained from district

administrators, principals, Project directors, parents, and tribal and commbnity

leaders.. The ratings are presented in this chapter to serve as a frameWork for

-the more specific impact data which follow in subsequent cha0ters.

The. findings in this chapter.are based on a review of local project needs

assessments available and summarized dui-ing the site visits, surlOys of project

directors and other individuals involved with the project, and surveys orleaders

of local Indian communities or tribal. organizations. who were not directly ,

affiliated with the Part A projector school district.

Needs Assessment Processes

During visits to the sampled projects in the fall of 1981, project directors were

asked to indicate the'extenf to which various groups had been involves in

determining the needs of the Indian students for that project year (1981-82).

response to this question, they rated the parent committees and the project

staffs as having the greatest involvement; Indian students, their parents, and

school staffs as having somewhat less involvement; and Indian tribal or community

leaders as havidgthe least involvement. These results are shown in Table 5-1.

Each.project director iras'also asked to indicate when ehei*e had last been a

formal -- verbal or written --'needf assessment in'tas or her school district of

Indian parents, teachers and/or school staff, Indian students, and Indian

community memberS. Agr shown in.Table 5-2, most project directors stated thit the

needs of each of these groupp had been assessed within the past twelve months.

In addition, project directors were asked about the methpds thty used in

determining Indian students' needs, and which methods they considered to be the

moss effective. The results, presented in Table 5-3;,show that the most

frequelitty-used methods 4ereoareht committee discussions; teacher.and school

staff surveys of community members, and analyses of test-results, grades and/or

attendance; stwdent surveys; and project -staff ditcusslon.: The methods
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TABLE 5-1

H DIFFERENT GROUPS WERE INVOLVED IW DETERMINING INDIAN
HE 1981-82 PROJECT YEAR AS REPORTED BY, PROJECT DIRECTORS*

(Weighted N.865)

el evant Groua

Parent Committee
Project staff
Parents
Indian. students
School staff'
Indian tribal/
community leaders

Percentage of Projects
Mean

Involvement Greatly- Involved Somewhat` Involved .Not Involved

2.88 88% 12% 0%
2.74 78 18 4
2.49 '50 49 1

2.41 45 51 4
2.30 I- 36 58 6

1.83 19 45 36

*The rating scale was:
involved.

3 = Greatly involved; 2 = Somewhat involved; and 1 = No

Note: The row pe_ entages in this table total 100%; The number of.projects in_
the-Aample was 115. Data were weighted to make the findings statistically
representative of all projects.

TABLE 5-2

TIME SINCE LAST NEEDS ASSESSMENT OF RELEVANT GROUPS
AS REPORTED BY PROJECT DIRECTORS

(Weighted N=865)

Relevant -Group
Within Last
12 Months

Percentage of Projects
-Over Three

13 -36 Months Ago' Years Ago._ Never

Indian students 84% 14% 1% 1%

Indian parents 81, p 17 1 1

Teachers/school
staff O 26 2
Indian community 66 17 4

Nofe: The row percentages in this fable total 100%. The actual number of
projects in the sample was 115. Data were righted to make the findings
representative of all projects.



TABLE 5.3

EXTENT TO WHICH DIFFERENT MEMOS ARE USED FOR NEEDS
ASSESSMENT, AND RATING OF THE UTILITY OF EACH

(Weighted P865)

Methods

Percentage of Project
Directors Reportiqg

Use of Method*.

Percentage of Project
Directors Rating Method at

Most Useful

Parent committee discussions 96% 19%,

Teacher/School staff surveys 84 5

Analysis of test results,
grades. and/or attendance

83 9

Student surveys 82

Project staff discussions 81

Mai 1 survey of parents 65

Informal discussions with
community

59

.Public hearings` 31

Door-4o-door surveys
of community members a!

:26- 10

Project evaluations/
annual repdrts

kcombination of
methods

10

41

*The column percentages total 'mere than 100% because Fmnroject directors could

indicate more than- one method. The column percentagets in the secondcolumn

-total 100%.

NA = Not applicable

Note: The actual number of projects in the sample was 1F 15. Data were weighted to

Make the findings statisticalty-remsentative of all projects.

cons=idered to be most useful were parint committee dis=ussicifis, door-Ao-door

surveys,tand analyses of test results, grades and/or aLlendance. Overall, the

relative_ frequences by which certain methods were vseci were related to their_ _

ratings= -,of usefulness. That is, the most frequently :usmed methods were also rate

useful. However, although door -to-door surveys were c<msidered among the most,_

usef61. methods for determining Indian student
needs, tt7mis method was rated among:

the elast used This i is likely due to the fact that dc=w-to-door surveys can be

time consuming, costly, 'anddifficult to carry out as compared with other methods:

for.. assessing needs.

410{ ' ZaiWEPraf:?"4'1W-i _

130
= -



-107-

Student Needs 'eat;

During the fa_11 site ViSiiitS, a copy of each project'sost recent ne-eds

assessment wa_s reviewed end the identified needs recorh These da-lta were then

cassified irtItto distir-lct categories of needs, as listed in Table 5-4. The

percentage of- projects e.4pressing specific needs are shown in ColUmn I of that

.table. The most frequenutly specified needs were basicacademic.skilis (88

percent of or-ejects) and general Native American culture/history (69). Another

frequently-ci fired- project need was guidance/career counseling 140%).

remaining nees-ciewas citeczd by 20 percent or fewer projects. No stati

stgnifitant oar meaningfu71 relationship was found between specific me

project fundi ng level, pr-oject location (on or nearareservation,

ermetroo014L4m area), ar-id geographic region of country.. That is, t_

were stated by projects r--egardiess of their,characterisidcs%

Each of the

stically

edi and .

ural, urban,

hese needs

212tigyleja.EIJETLftgjEE.ect Needs, Project Object /t.iestjnd Actiyitie s

The extent to* whicrprojeoacts developed objectives and carr=ied out ac---civities to

address the s=tated needs is also shown in Table5-4 The data on ob_jectives and

activities wtreprovided by questionnaires completed by project dire -ctors during

the fall sitem visits, anc=1 were content analyzed in terms of the 18 c-ategories of

project reeds= . As indicted in Table 5-4, the numberof project nee..ds which

could be adds -emd by Prcmjeqt objectives differs frodthe number which could be

matched by pr-oject activities. The reason for this is that, in some cases, a

stated need ny not be adresd by a single project activity instead

an aspect of all or most project activities. Such isthe case, for .-- example, with

self - concept. Similarly some specified, needs may besddressed by project

-ivities, bikutAt by a single project objective. This is the case with summer

grams-and evtracurrici:;klar activities. Thus, of the l8 categories of project

cool d beMatcheml by objectives and 14 could be snatched by awtivities.

-- This e-cases i n which no patch was possible are indicatW on Table 5---4 by an

aster-i0 109.

Columns 11 ons of Tat=31e 5-4 show the percentages of'pro eats which, having

specified a particular nemeed as shown in Column 1, addressed this nee...d by an

131



Needs Areas.

TABLE 5T4

PROJECT NEEDS, glECTIVES, AND ACTIVITIES

(Weighted N = 865)

Ptrcentage of

Projects

Expressing

Need

Basic Skills.

GeneralAlture/History

8uidance/Career Counseling

Parent Involvement

Parental Costs

Self Concept

Decreased Abienteeism

Improved English

Native Language

Vocational Education

Extra Curricular Activities

Medical/Dental

Sumner Programs

Curriculum Materials

Development

Decreased Drop-Ott Rates

Arts

Behavioral Counseling Referral

Community InVolvement

88%

69

40

20

19

14

13

, 11

11

10

8

8

7

7

4

4

2

1

Percentage of Projects In

Column I,With Objective to

Meet Stated Need

Part A

Objective

Objective for

Any Program for

Indian Students

100%

95

91

100

95 .

100

100

. 85

, 100

0

*

93

*

28
100

32

100

0

90%

84

77

96

,82

100

100

65

60

0

*

75

7

100

32

100

0

iv

Percentage of Projects In

Column I Which.Carried Out

Activities to Meet Stated

Needy

Part A

Activity

41 87%

91

78

100

82

47

0

13

50

68

0

32

100

0

activity As part

of Any Program fo

Indian Students

'99%

96

87

1

92

*

76

0

82

79

68

28

32

100

*Need cannot be addressed by a single objective or acttyity, but may be addressed by multiple gbiectives or.

activities. Thus, a one-to-one. match is inappropriate.

Note:',Theactual number of projects from data were analyze; was 88; we were unable to access

recent needs assessment data in the remainin07,Proie;ts-'-Data were weighted toimakethe;flnali

4747,97.4.,



objective of the Part A project alone (Column II) or by an objective of any

program serving Indian students, including the Part A project (Column III).

Columns- IV and V contaii data on the percentages of projects addressing needs

through Part kproject activities alone (Column IV) and the percentages of

projects which addressed needs through the activities of any program serving

Indian students, including the Part A project (Column V). As shown in this

table, in nearly all participating schoOl districts at least one program project

specified an objective and carried out an activity to -address each of the

specified needs -6f their Indian students. For example, 90 percent of-the

districts expressing basic skills as a need developed an objective for basic,

skills specifically for their Part A project. Similarly, 87 percent of the

projects expressing basic skills ap a need carried out activities under'. the Part

A project to address this need.

To further examine the oyeirta 1 extent to which specified needs were being-

addressed, a count was made of the number of needs within each project which were

addressed by objectives and activities. An average number of addressed needs was

then obtained across all projects. Of the 16 typesrbf'needs which projec4 could

address by objectives, projects. specified an average of 3.4 needs. Of these, a--

mean of 2.7 were addressed by the objectives of the ,Part A project alone,.whilea

mean of 3.1 were addressed by the objectives of all school district programs

serving Indian studentsi including Part A._

Of the 14 types,of needs which projects could address- by.activities, projects

specified an average
,

of 3.0. Of these, it was found that a mean of 2.3 needs

were addressed by the activities of the Part A project and a:me:an:of 2.7 (80_

were addressed.when the activities of all district Programs serving Indian

,students were considered together with the activities of the Part'A prdject.

sum, the data indicate that projects are attempting to-meet-their stated needs.

through-the specification of objectives and implementation of activities.

Project Objectives and Activities Across All Part,AProlects

In adfrition to analyzing prbject objectives and activities in,relation to project

needs,. data on objectives and activities were examined across all projects,

whether -or not a particular need officially stated by the project. These



-110-

data are shown on Tables 5-5 and and are based cn responses to checklists

presented to project direCtors. Objectives noted as ei ther primary or seeondanwr

by at least 90 percent of all Part A project directors are: the development of

positive student self-concepts, the increase in student- pride in his/her ethnic

heritage, and the increase in the involvement of parent s in the education of

their children. In fact,- 12 of the 18 project objectiv es in the cheklist to
which the directors responded were noted by. -at least tvr- o7thirdsOf the project
directors. However, the increase Jn student, abi ities in basic skills was the

objective most frequently checked as a primary Part Afo 13jective (74 percent. Of

projects), and it is this area (basic skills) that was -cited by the largest

percentage of projects (88%) in their needs assessments -

Activities noted by at least .7Q percent of projects Jude liaison to parents,
cultural heritage/awareness, and instruction and tutortang in mathematics and

reading. Of the 18 activities, seven were carried out y over half of the
projects. From these data, it can be concluded that prftnjectsvre
multi-dimensional in that they addrested many different

areas in _which --needs had been identified.

areas in addition to

In addition to presenting data on objectives and activi--Zies separately, the data_

were examined to determine what percentage of projects umprhich stated specific

objectives had actually -carried out project' activities Zo meet these objectives.
,
'elAs above, these data were base i on re,4ronses

.

of project directors to checklists

of objectives and activities_ II sults are shown in l'ebe 5-7, and indicate that

the- large majority of projects are addressing their staed objectives through th-aie

implementation of activities. Some projects, however aute not.

Finally, data were collected on the appropriateness of g=troject objectives within
the broader context of the overall educational goals of the schools -served by throe

projects. This information was obtained from the princ pals, 84 percent of whom

stated that project objectives were :very compatible" vrith the educational goals

of 'their schools. Another 14 percent reported project end school goals to be

moderately compatible, whereas only 2 percent indicated that project and schoo
7

goals were only. slightly or not at all compatible.



TABLE 5-5

PRO,= i i OBJECTIVES A INDICATED BY PART A PROJECT DIRECTOR.
(Weighted Nw8651

Pr111Lt

Percentage of Projects Percentage of Projects percentage of Projects
,Indicating Primary Indicating Primary Indicating Secondary

or Secondary Objective Obleetive Objective

velop Positive student elf-concepts 94%

ncrease student pride in own ethnic heritage 92

ncrease the involverrent
on

i=a1 parents in
ocati of their cnilatcober'

I.

ncrease the involvement e=rf the Indian
termity in this school mystem

noose students' knowlet=age or awareness
rican Indian history ar-aci culture

Improve attitudes toward nchool

Decrease student ebsentee-i sm

Increase student abilities in basic -skills

iecrease student dropout wates

rovide guidance counsel len

Assist students who aro haeving behavioral
problems in school

the

clop culturally relateici materials

Provide in-service training for teachers

Increase students' aolI itte to cortmunicate in

of

90

89

86

86

83

81

79

71

62Z

61

51

49

51

62

60

74'

58

44

33%

31'

40

41

35

24

24

7

22

27

70 44 26

66 27 39

56 18 38

English 54 36 18

ncrease students' knowledge and Use of American
dian and Alaska Native anguages 40 13 27

rovide financial support to defray school- related
expenses .36

Provide drug and alcohol aabuse education to students 30

Help students receivv provver medical and dental care 27

20

12

9

17

18

19

we pro, ec and we ghted to make the findings statistically representative of all prof

DEVELOPMENT ASSOCIATES. INC.
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TABLE 5-6

.PART A PROJECT ACTIVITIES AS INDICATED BY PROJECT DIRECTORS

Activities

Liaison to parents

Cultural heritage /awareness

Instruction/tutoring in mathematics

Instruction/tutoring in reading

Liaison to the American Indian/Alaska Native community

American Indian /Alaska Native arts and crafts

Counseling,

Career development

Instruction/tutoring in areas other than math/reading

Assistance in defraying school-related costs

After school or extracurricular activities

Materials development

In-service teacher training

Sumner programs

American Indian/Alaska Native language instruction

Curriculum design for regular, school program

Medical/dental services

Vocational / technical skills

Percentage of Projects*

82

75

71

71

65

55

56

46

45

35

33

31

24

22

20

-20

11

*Data were collected from 115 proects and weighted to made the
findings statistically representative of.all projects.

137
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TABLE 5-7
PERCENTAGE OF PROJECTS CARRYING OUT ACTIVITIES TO

MEET STATED OBJECTIVES

Ob- c iye Activity

Percentage of Pro-
jects-Stating the
Objective Which Car-
vied Out Activity

Increase students' knowledge
or awareness of American
Indian history and culture

a Cultural heritage/
awareness

87%

b. American Indian/Alaska 73
Native arts and crafts

Incrdase student abilities Instruction/tutoring 86
in basic skills in mathematks 40

-

b. Instruction /tutoring
in reading

i

84

3. Pr vide guidanc ounseling-
(i.e., career oppor unities,
post-secondary educational
opportunities)

a. Counseling

b. Career development

75

62

. Provide financial support Assistance in defraying 93
for students to defray,
school-related expenses

school-related costs
_....-

5. Increase the involvement Liaison to parents ofstu- 85
of parents in the education dents involved in Part A
of their children .

.

. Increase the involvement Liaison to the American 74 _

of the Indian community Indian/Alaska Native
in this school system community

Melp'students receive Medical .or dental referral 68--
proper medical and dental
care

services

. _

Increase student knowledge American Indian/Alaska 45

and/or use of American Native language instruction
Indian/Alaska Native .

languages

SOCL&TX8
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Indian Communit orT--ribal Leaders' Perceptions of-Needs

At the visited pro*-:ts, ari-interview was conducted with a tribal leader or

leader of the Indian- community who was judged to be concerned and knowledgeable

about public school of Indian students but not directly associated with

the local school district or Part A project. Where possible, these leaders were

chairpersons of thet7=ribal or urn Indian center's education committee or their

designee; otherwiset :hey were individuals recommended by Indian parents as

knowledgeable abodteeducational matters. The community or tribal leaders were

asked if they thought = that any particular activities or areas of instruction

should be added ordr.-opped from the Part A projects. The-data show that 54

percent felt some da__Jenges in instructional activities should be made, or dropped,

while 43 peedent said LI that no changes were needed (3 percent said "don't know").

Of those leaders 0 said that--Oanges should be made, 48 percent suggested

adding-indian cultura di heritage and history, 20 percent suggested adding special

activities such Asfi ield-trips and 8 percent suggested dropping Indian cultural

heritage and history.

Community/tribal lead-bees were also asked whether they -were completely satisfied

with aspects of thep-oroject other than instruction, such-as administration,

staff,.and-the part committee: The results show thbt 52 percent were .

completely-satisfied, while 48 percent were not. The reasons of these who:were

dissatisfied are pressented below. Of all community or tribal leaders:

o 34 percent said they were dissatisfied with the Parent Committee -- with 9

percent sayirigt :here is little interest by parents in the:Program, 7percent
saying that bett=er participation is needed by parents, 7 percent saying that

their committeess provide poor, representation of the Indian community or
tribe, and 6. pertcent saying that their- coMmittees have a very liOited role

in decision-Rd-lag:and policy-making.

26 percent said they'were dissatisfied with program administration -- with

15 percent soinrcil that better strategies were needed -iout to serve

all Indians, 9p..40erdent saying too much time was spent in atiminiStration, 5
percent sayiNtthat not enough time is spent in planning; and 5 percent

saying more` Indian staff is desirable.g'

o 22 percent -said they were dissatisfied with prolect programs...-- with 9

percent sayingt-=/rat classes and other activities are too limited in con

and number, ancr 0 percent saying there was not enough participation by

Indian tribalffterrebers in programs and activities.
r
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- 18 percent said they were dissatisfied with the staffs -- with 9 percent
saying there were not enough qualified Indian or tribal staff 7 percent
saying that the staffs were ineffective, and 3 percent saying that more
"grassroots" Indian people are needed on staffs or assisting staffs.

Interpretation of the Term "Culturally _elated Academic Needs"

The information on project needs in the preceding analysis was taken from each

project's most recent needs assessment. -The study alsoicollected data on how the

phrase "culturally related academic needs," which appears in Part A legislation

and regsptions, has been interpreted by local projects and by the Indian

"community.- To accomplish this, project directors were asked'te-tpedify-(in

response to an open-ended question) what they considered to be the three most

pressing -"culturally related academic needs" of Lndian"students. The responses,

which are presented injable-5-8, highlight the diverse manner it which the,

directors responded to this question. In addition, Indian community or tribal

leaders were asked to indicate the "culturally related academic needs" of Indian

students whidh differ from those of nonIndian students. Interestingly, 25

percent of the Indian community or tribal leaders said that Indian children do

not have culturally related academic needs which are.differ'ent from non- Indian

children,. The data show that 52 percent of tribal leaders from non-reservation

rural areas said no differences exist, while only 14 percent of tribal leaders

from other locations (on near reservations,urban, metropolitan) said no

differences exist.

Needs and As irtations Voiced b Parents and Communit Leaders

Information. oncerning needs and aspirations for (heir children were collected

from parents of Indian children and from community leaders. Specifically,

parents- and community leaders were'askedtp respond to the following question:

"Thinking_ about your -hopes and desires for your-child(ren), what skillS and

knowledge do you think your,child(ren) should develbp in schobl.by the 'time they

graduate?" Table 5 -9, presents the seven most frequently cited aspirations, and

thepropOrtion of each respondent group giving eachresponse

iThere are many possible. approaches to defining this phrase and many points.of
view regarding its meaning. One approach and perspective is reported here.

140
ASSO TZe. .
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TABLE 5-8
THE MOST PRESSING CULTURALLY RELATED ACADEMIC NEEDS OF

INDIAN STUDENTS AS IDENTIFIED BY PROJECT DIRECTORS
(Weighted N=865)*

Culturally Related. Academic Needs
Percentage of Project
Directors Responding **

Native htstory 26%
English language arts 26
Career counseling 23
Attendance/dropout reduction 22
Math ______-- --- 22
General cultural instruction 21

General academic tutoring 19

Self image/esteem improvement 15
is ,and crafts 12

tive language ilet$ 11

Oral language development 10
HOme-school coordination 9

SOcialization, social adjustment
Native American. leachers as role models
Writing
Ponds for school-related fees and expenses
Preschool education

4
2
1

=

* The actual nUmbert)f projeCts in the sample was 115. Utaioiere weighted to
make the findings statistically representative of -all projects.

Column percents total, more iblamc100% because project directors supplied
mpltiple responses.

141
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Foremost among the aspirations volunteered by each group was proficiency in the

basic skills, with nearly half of the parents, parent committee members, and

community leaders providing this response. The next most frequent setvof

,res0w16s pertained to the skills and knowledge'necessary for productiA

pA',-secondary pursuits,- either education or Career related. In addition to

specific skills or knowledge, Indian community members also valued emotional and

psychological preparation for a productive life, notably the ability to plan

ahead, the ability to adapt to the larger non-Indian society, the ability to

realize self-potential- and the development of self-confidence and pride.

In short, Indian Community members want schools

Provide their children with proficiency in basic academic Skills.

Prepare_
jthem

with the necessary knowledge and skills for higher education
and/or for getting a job.

o Develop within their children the needed psychological and emotional
Characteristics for leading a productive life after graduation.

These needs voiced by.paren s and community leaders. correlated moderately well

with the needs specified by projects in their formal needs assessments. The

first-of the aspirations cited above relates to-the expressed need for Part A

.projects to address basic academic skills. The second is associated with the

statement of-need for guidance and career counseling. The third implies. the

importance of cultural topics, although- parents and community members in the

present study did not explicitly suggest the need for cultural instruction.

Parents of project students were also asked to describe what they-considered to

be the one or two most important things that the Part A project-had done for=

their children. -Table 5-10 giVes the most frequent responses,biked on-a content

canalysii of replies. A revierrof the tables shows that Abe parents' responses-

fill, for themott part, into'-the- three most frequently-cited-areas of project ..

need as indicated by needs assessments; that is, basic icademia -skills (responses.

2,

E ,

6, and 7), Native American culture and history (responses 1, 4, 5, and,.in

part, 8), and guidance and career counseling (response 9).- These findings

iddicate'-that,-froM the perspective 0-0arents, Part A projects-are providing.

approprlateictivitieS.,



TABLE 5-9

ASPIRATIONOF INDIAN COMMUNITY MEMBERS FOR THE SKILLS AND KNOWLEDGE
DEVELOPED IN SCHOOL BY-INDIAN -CHILDREN BY THE TIME THEY GRADUATE

Indian (Tribal)

Parents
Parent Committee Community

, Members leaders-
.

Aspirations N=14714 Weighted N=702 . eighted N=6151

1. Proficiency in the basic
academic. skills (reading,'
writing,-mathematics)

2. Skills and knowledge in
preparation for higher=
education (college or other
post-seCondary training)

3. Vocational skills; skills
sufficient to obtain a job
upon graduation

4. Ability to plan ahead/set
goals

5.74bility to adapt. to and get
along in the larger non-Indian
society (survival skills)

Knowledge and ability to
realize selfpotential, work
toward personal. goals, under-
standing Of self (sense of
own identity, seriseof own
past and of future plans)
. .

7, Selfconfidence, pride, self-
respect

49% 52% 49%

36 24 20

25 11 24.

10 13 10

12 23 21

15 10

27 5

*The actual numbers of respondents were 200 parent committee members and.
mm102 Indian/tribal counity leaders. Results-from thesegroups-wereweighted

to make the findings statistically representative of all projects; the parent
sample was selfWeighted, so no weights were applied.=

Dzyzi.orsourr AssothokTze
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TABLE 5-10

.MOST IMPORTANT THINGS THAT PART A PROJECTS HAVE DONE FOR
INDIAN CHILDREN AS REPORTED BY PARENTS OF PROJECT STUDENTS

(N=1098)

- As a Percentage of
Project Accompl ments Parents Responding*

Increased student knowledge of Indian/tribal culture,
heritage, language, history, values, etc,

Provided students with academic or learning related
assistance (tutors, tutoring, classroom aides, etc.)

Provided for school-related costs-to parents or students,
(medical, dental, clothes, shoes, school supplies, etc.)

Increased student knowledgd or abilities Th arts and crafts

Provided special classes and activities for the students,
,including field trips, Indian clubs, and social gatherings

Provided students with academic assistance in reading,
math, and other subjects

Provided students with assistance which giVesthem incentives
to strive for better grades-or become better students

8.-Developed student self-awareness,
pride, self-confidence

9. Provided home, school,
or home-school liaison

career counseling assistance

36.5%

25.7

17.3

15.7

12.9

11.2

10.8'

9.7

7.8

*the percentages in this column total more than 100% because of multiple
responses.

Satisfaction liith deal Part. A Project Implementation

The degree of sattsfaction-with,- heoyttall-opetatton and sPecific aspects. of

Part A projects is one measure of project effectiveness. Thus; five: respondent

gtObels were asked questions about their satisfaction with their local Part A

projects. Specifically, parents .and parent committee Members were,asked how

satisfied they were that the project was doing its job; district administrators,

principals, and.project-directosiees-gSkid how satisfied thgtwere with the
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quality of project activities. Responses are reported in Table 5-11. Overall,

although difference across groups may be observed in the table, the majority of,

all respondents were satisfied with the job their local projects were doing or

with the quality of their activities.

TABLE 5-11

SATISFACTION WITH OVERALL OPERATION OF THE LOCAL PART, A*PROJECT
BY SALIENT RESPONDENT GROUPS*

Not _Mixed =V

Project is Doing its Job atisfied Feelin s Satisfied Satisfied

Parent
(N=1209) 6% 18% 44% 32%

Parent-comm' ee
(N=798)

Quality_ of Project Activities

DistrIct administrator

Very Very
Dissatisfied Dissatisfied Satisfied Satisfied

,

4% 7% 48% 4

Not Slightly Moderate_ Very

atisfied Satisfied Satisfied Satisf

N=693) 2% 4%

Principal
(N=398) 3 10

Project director
(N=865) 1 8

45% 50%

32 56

40 52

*The actual number of ingthrkluals responding were 267 parent committee members
90 district administratort; and-108 project directors. Results were weighted td

make the findings statistically representative of all projects. Data from

iprincipals.and parents were self-weighted.

Parents and parent committee members were asked to comment on the rating of

satisfaction they gave. Of those who elaborated, 41 percent of the parent .

-committee members and'10 percent. of the parents indicated that the projects were

doing as well as possible (some satisfactory and unsatisfactory elements), but

could do better if they had more funds or if funds were expended more

effectively. Thirty-nine.percent of the parents commented that they were

satisfied with the projec staff, prOgrams, activities and/or the amount of time
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spent on project activities. Another 30 percent of the parent committee members

comMented that theirprojects were not serving all Indian students in their

school districts, and 24 percent said they were not satisfied with project

results, parental attitudes,.or project activities, although they were satisfied

with the intent of the" - programs and with the staffs.

Local administrators and p eject directors were asked about the effeCtiveness

their Part A projects in accomplishing their goals. The data show that 95

percent of both the district administrators and project directors indicated their

projects had been moderately or very effective.
2

In addition,,various

individuals inleach district were asked to rate the effectiveness of local Part A

activities in specific areas. Perspectives obtained were from tribal leaders,

parent committee members, project directors, principals, and district

administrators.

---0at_4were_a_lso_collected from Indian tribal or community leaders concerning their

satisfaction with the projects. The data show that 52 percent reported they were

completely satisfied with the administration, the program of instruction, the

staff, and the parent committee of their local Part A projects; 48 percent'were

not satisfied. Specifically, this latter group of tribal leaders indicated they

were not satisfied with the parent committee (67%), the administration of the

project (54%); the instructional aspects of the project (47%);'the programs

provided by the project (43%);. and the project staff (36%).

The area of greate4t dissatisfaction among the tribal or community leaders was

with the parent' committee. The reasons they gave for their dissatisfacticin

pertained to the committee's composition and/or its effectiveness..

Specificially, they said

2Specifically the responses from district adminstrators were;- ineffective
1.3%, slightly effective = 4.2%, moderately effective = 52;5%, and very effective

= 42.1%. Responses from project directors.were: ineffective = 2.1%4 slightly

effective = 2.-8%, moderately effective = 50 3%, and. very effective = 44.8%.
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41,There shoUld be better participation by committee members and
parents.

The committee was not effective because the members had very
little interest in the program.

There was poor representation of the Indian or
community.

The committee had very limited responsibility in project
decision making or policy making.

The comm ttep was note nforming paren s about project
purposes and`ectivities,

44X

44

28

23

18

Parents, not the committee, werd ineffective. 12

Parent committee members were, -asked a similar set of qUestionS,-and their

responses r lec d much greater satisfaction with their local project operations

than did t reSponses of Indian community/tribal leaders. the

parent -eomembers,inoicated they were satisfied or very satisfied:with

five specti aspects of their projecti:. administration (89%), instruction

(87%), programs (87%), staff (91%), and parent committee (78%). The perspectives

of parents and tribal leadert are, of course, quite different- While

-tribal/community leaders have less opportunity to see the project in operation

'than the rent committee, their distance from the project may make them more

neutral and objective reporters of Indian community views.

Summary

Prior to assessing the impact of the Part A projects, it is important to.assess

the relationships of the activities being performed to needs and project

-objectives,-and, thUs, to understand impacts in context. therefore; this chapter
Vt.

examined project needs; objectives, and activities, and the relationships among

them.

The data show that the parent committees and the project staffs, were the most

heavily involved in determining project needs, and that most projects had

conducted a'needs assessment within the last 12.months. The most frequently use

needs assessment methods were parent committee discussions, teacher= and school

.staff surveys, student test results, student surveys, and project staff
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discussions. The most useful method, according to project directo;.s, was parent
re ,

committee discuisions.

The most frequently specified needs were basic academic skills, Native American

Culture and history, and guidance/career counseling. Nearly all projects

specified objectives and either themselves. carried out activities to address

their stated needs, or were in school districts where these needs were being

addressed by at least one program serving Indian students.= Spe'cffically, each

project stated approximately three :needs'. Over all projects, 79.percent of these

needs were addressed by the objectives of the Part A project, while 91 percent of

the needs were addressed by the objective of at least one of all school district

programs serving Indian students. Similarly, 78 percent of needs were addressed

by the activities of the Part A project, while 89 percent of needs were addressed

when the activities of all district programs serving Indian students were

considered together.

According to project directors, the most frequently stated project objectives,

both primary and secondary, are the development of positive self-concepts,- the

increiSe in student pride in his/her ethnic heritage, and theincrease.in-the

involvement of parents'in the edudation of their children. The most frequently

stated primary objective-was in the area of basic skills. This matched the-,-mos=t

frequently cited area of need as determined byneeds assessments. The most

frequently= implemented activities are: liaison to parents,-cultural heritage/

awareness, and instruction /tutoring in mathematics and reading. The large

majority of projects, are addressing tWeir stated objectives. Some,

not.

evert are.

Data were also collected from Indian community or tribal leaders concerning

whether or.not they thought particular instructional activities should be added

or dropped. Results show that .54 percent felt some activities should be dropped

or added, while 43 percent said no changes were needed. Instructional areas most

frequently suggested for addition were Indian tultural heritage and history.
.

Tribal leaders were also asked if they were - satisfied with aspects of the project

other than instruction.- Results indicate that 52 percent were completly

satisfied and 48 percent,were not. The most frequently reported area of

dissatisfaction was the extent of repre entation and participation of the Indian .

148
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community on project matters. As reported in the beginning of the chapter,

community leaders was the group least involved in determining Indian studeit

- needs.

Project diredtors were asked what-they considered the most pressing culturally

'.related 'academic needs of indiarCitudents. Native history and English language

arts were the most freqUintly given responses. Four other areas'were also '

frequently mentioned. These were: career counseling, attendance/dropout

reduction, math, and general cultural instruction. Similarly, Indian community

and tribal leaders were asked to indicate the culturally related academic needs

of Indian students_which differed from those of non-Indian students. The data

show that 25 percent of the respondents said that Indian children do -not have

culturally related ,cadeMic needs which are different from non-Indian children..

On theother hand, 15 percent said diffe4nces do exist,and-most (83%) of these

respondents said the culturally unique academit 'needs of Indian studehts relate

to Indian or tribal culture, history, and language.

Information was, also collected from parents and community leaders- concerning

needs andaspirations for Indian children. Reults were closely correlated with

project needs assessments, as the most frequent responses given were proficiency

in basic skills, and skills Alliknowledge in preparation for higher education

and/or job training. Parents also indicated that the most important:thingsthe

-projects had done for...their children were to increase their knowledge of

Indian/tribal culture, heritage, language, ,and values and to provide them with

assistance in-their academic studies.

Most project directors, school administrators, principals, and parents were

satisfied with the implementation of the projects. Indian tribal or community

leaders were less satisfied, howeVer.

fi

In conclusion, the data on needs, objectives, and activities yield a mixed

Picture of Part A projects. Depending on the perspective, the data show a

focused effort on a few needs, while also showing a diffuse effort. covering many

'objectives and activities. More specifically, the data show,-that needs

assessments have been adequately'carried out by projects and that most needs are-

belPg addressed by project objectives and activities. For example, basic
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academic skills was the most frequently expressed area of need (88 percent of
projects); it was also stated most frequently as a primary objective (74 percent
of projects), and tutoring was the most prevalent project component. From a
needs assessment perspective, the projects are clearly well-focused and

addressing apppropriate local goals. From a different perspectiVe, however, the
=data are less clear. Local directors reported their Part A projects had multiple
and diverse objectives and were carrying out many different activities whicb
often extended well beyond the results, of their needs assessment. It,may be that
projects are-responding to the' real needs of a limited number of students (e.g.
-students with serious school_ attendance problems) or to needs judged important
although difficult to document (e.g. student self-concept and pride). However,
it may alsa-be that staffs and parents are Sometimes simply bowing toA
conventional wisdom and expending energies on problems which may or may _not-be
serious inTtheirlocale. in sum, however, projects are carrying out needed and
appropriate activities_ with which_ most project-directors, school administrators,
and parents' were satisfied -._ An assessment of the results of these ictivit4es is

the subject of Chapter 6 and the others which follow.
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CHAPTER 6: ACADEMIC AC' EVEMENT

The purpose of the Part'A -Program as defined- in the legislation' is to carry out

activitieStoMeet "the sPecial educational and culturally related academic

needs " .of -Indian students. Local PartIA projects meet this broad mandate in a

variety of ways, but the most frequent approaCh is the provision of special

tutorial or-other _academic services to Indian students.

In this-chapter, a description of the tutorial services is presented, along with

data on student academic achievement. A variety of information concerning

academic achievement was collected. Therefore, there are separate sections in

the chapter dealing with, achievement test scores, tutor ratings, student ratings,

and Tatings by parents, teachers, and Part A staff members.

The chapter begins with a description Of the academic/tutoring activities of

local Part A projects. The second section presents achievement test data

'collected'on Indian students. The third section describes evidence of academic

achievement cited by project staff. Next, ratings by tutors of student academic

gains are`- presented. The fifth-section describes the ratings of academic impact

-1by :barents, teachers,endPart A staff members. Ratings by students on the

amount learned,from project tutors are presented next. Then, the results of a

Meta-analysis of achievement test data spanning the past four decades are

discussed. Finally, conclusions concerning Indian student academic achievement

and the, impact of Part /rare presented,

Descriptiom-of Part A Tutorial_ Activities

Approximately 80 percent-of Part A projects were reported to have a formal

academic component as part of their program activities. As shown in Table 6-1,

:these Projects were more likely to be located in urban or metropolitan- areas, and

theybad-larger Part A grants than projects without an academic component. A

comparison on a number of other descriptive- Variables of projects with an

academic component and projects without an atademic-coMponentis also shown on

Table 6-1, The academic component of projects was-basically tutorial and

sppplementary to the regular school program. INStY-f
ive percent of the-p-ojects

Ars INC.
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SELECTED CIRMTERISTICS OF KADDIIC VERSUS 8041.ADIDENIC PROJECTS

(114865)*

Hater of Projects Neon limber

of Services**

690 2,55'

175 1,15

Project Located

in-Urban or

ittropol Ito)
Area

au%

23.91

Nast Indians In

Project Belong

To $* Trlbe

knsity*** of

Indian Students

at Least 201
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In District

At Over 3246

Mean tb, of

Project

Participants

70.91 35.01 58.11 236

83.51 54 .01 18.41 232

'lean Funding

lint

154,515

$46,858

*The actual umber of projects friss which date were collected was 115 (90 with academic programs, 25 without), Data were weighted to make thefindings statistically representative of all projects,

"The four services are cultural instruction, counseling,
hcee-school coordination, acadelic instrOonitutoring,

"Lensity is the ober of Indian students enrolled in the distrfct divided by total.enrollwent,
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reported designing academic activities solely to supplement existing classes, and

5 percent indicated they had programs which took the place of regular school

classes (e.g. a special remedial class in reading or math).

Academic (tutorial) activities were rated as y important relative to

other Part A offerings by 82 percent of staff Kn projects with academic

components and as moderately important by an additional 14 percent. The main

purpose ortutorial activities was stated to be the improvement of academic

skills by students, although there were a number of secondary purposes, such as

the enhancement of student self-concepts, the improvement of student attitudes

toward'school, and the provision of support and encouragement to students.

Tutorin9_Sessions

Tutorial and other supplemental academic activities.were generally held.in

school during school hours, and were Oriented to regular classroom

instruction. Two-thirds (66%) of the projects with a tutoring compdnent

focused-tutoring directly on classroom material. However, one-third'(31%) of

these projects provided tutoring which, although in the same content areas

covered in regular classrooms, was not linked directly to classroom

materials. Most of the tutoring projects offered tutoring in several subject

areas; 90 percent offred_ tutoring in mathematics, 89 percent reading; 62

percent in writing, and 48 percent in 'other 'Acarrexiic ar.- Two-thirds (67%)

of the tutoring projects held tutoring.sessions during sclveol.hours

Seventy percent of the projects with a-tutoring component held tutoring

sessions in schools; the remainder held sessions in community_ centers (17%),

churches (7%), or students' homes (6%).2

1Tutoring programs located in metropolitan (40%) or -in yrban, non-metropolitan
(41%) areas were more likely to hold tutoring sessions outside regular school
hburs than programs on or-near reservations (16%) or in other rural areas (3%).

2A greater proportion (61%)-of projects in urban, non-metropolitan areas held
tutoring in locations outside the school than was the ease fgrjprojects located
on or near reservations (26%), in other rural areas (12%), or in metropolitqn
areas 137%).
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The scope of tutoring activities was usually determined by-someone other than

the tutor -- by the project director in nearly half of the tutoring projects

(46%) and the_studentls teacher in over a quarter (27%). A variety*

Hmaterials was used in the sessions: class assignments, texts_ ,__or workbooks

(87%); tutor-prepared materials (75%);Aaterials purchased by the project or

school (58%); games or other informal materials (56%); and programmed

materials provided by the project or school (43

The tutoring programs appear 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 df

35 minutes per session. Studentt received a mean of 66 hours of tutoring

during the school year.
3 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 (one

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

projects used both methods interchangeably.

Tutors, students, and the students' families often developed relationships

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

contacts with students outside the sessions. One7third (32%) of the tutors

took students. on outings and field trips as a regular part of the tutoring

program; 21 percent took_ students on informal outings. In 56 perceAt of the-

tutoring projects, tutors were acquainted with the students" parents; in 15

percent, frequent tutor - family contact was reported. , Thus, many tutors were

relatively close to their students-, a factor which may have affected their

ratings of performance.

'The mean number of hours of tutoring received throughout the school year by
students on or near reservations (71 hours) and in other rural areas (79 hours)

was higher than that received by students in urban, non-metropolitan (48 hours)

or metropolitan (38 hours) areas. 155
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2. Student Recruitment, Assignment,_ and Termination

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

special help by teachers or other school staff on the basis of their informal

assessments of thestudent't academic progress. Achievement test scores were

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

while in only 6 percent of the projects did students enter tutoring primarily

on their own initiative. Projects assigned students to tutors: on the tisis

of an informal judgment of compatibility by the teacher or tutor coordinator

(36%), as tutors became available -(33%)

(28%), such as matching- the speciality

student.

or on the basis of specific criteria

the tutor with the needs of the

Student progress was monitored in tutoring. projects by the use of one or more-

methods-(see Table 6-2). Most (86%)_ of these projects terminated tutoring

when a student reached an acceptable level of academic echieVement, although

26 percent terminated tutoring if a student was irregular in attendance.

TABLE 6-2

METHODS USED TO MONITOR ACADEMIC PROGRESS OF'STUDENTS IN TUTORING
- AS REPORTED BY STAFF OF PROJECTS WITH ACADEMIC COMPONENT

(Weighted N*690)*

Methods

Percentage o 11

Vrojects with
Tutoring Comp nent

Tests 50%

Informal interviews with tutor/teacher 49

Periodic write-up of student progress by tutor /teacher -47

Formal interviews with tutor/teacher 25

Tutor /teacher grading system 19

DaiTy log books or records *6

No Monitoring-was done 5

*The actual number of projects with tutoring in the sample. of 115 projects was

90. Data were weighted to make the findings statistically representative of
all projects.
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Characteristics of Tutors and Tutor Trainino

Tutors had an average age of 33 years, and most were female (84%) and Indian

(68%). Nearly half (46%) tutored at the elementary level (grades K-6), 32_

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

Cultural sensitivity and awareness,-speCiAl academic abilities, and

sensitivity to,student needs were most often cited by ,tutors as the special

abilities they possessed whith were useful in tutoring (see Table 6-3).

TABLE 6-3

SPECIAL BACKGROUND OR SKILLS CITED BY TUTORS
AS HELPFUL IN TUTORING SESSIONS

(N=311)

Background or Skill
Cited.by Tutors

Percentage of
Tutors*

Special ability in academic area 35%
Cultural sensitivity and awareness as an Indian 32

Sensitivity to student needs; relating well to students 29

Teacher certification or former teacher 18

Knowledge of Indian heritage and culture 18

-*Total percentage is more than 100% as respondents could respond to more than one
area.

In most'(94% ) projects,- tutors were paid as hired employees; ly 6'percent of

the projects used vcilunteers'as their primary source of tutors. Project

directors selected -or4dred tutors in 60 percent'ofthe projects, aIthagh,

others, such as the parent committee or district. administrators, may also have'

beekr-,4nvolved-in the hiring or approval of tutors in some projects., One-third
,

(34%) of the'tUtors.became aware of the tutoring position- because they worked

for the schdol or .district. Other tutors learned of the .opening through

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

referred by a teacherA8%), or volunteered (7%). Nearly three7fifths (57%

the projects provided training for tutors in a variety of areas'(spe Table.

,,6-4).

0
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TABLE 6-4

TOPICS COVERED IN TUTOR TRAINING-SESSIONS AS REPORTED BY
PROJECT STAFF

(Weighted N=394)*

Percentage of Academic Projects
Topic' with.Trainin Which Cover Tom

Subject matter content (review of area to be tutored) 58%
Cultural sensitivity 58
Techniques of teaching subject matter 56
Use of tutoring materials 56
Methods for motivating and maintaining student interest 54
Administrative procedures 52
Social skills (how to build rapport with student) 49

The actual number of projects providing training was 44. The data were weighted
to make the findings statistically representatIVe of all academic projects.

4. Description of Students

As part of the study's data collection, the tutors in each of the Part A

projects providing tutoring services were asked to fill out two forms

providing information about each student they tutored. One form was filled

out in the fall or when the child entered the - tutoring program; the second
4-,

form was filled out when the child left the-tUtering-program or during the

spring data collection. The results from these data are reported in this

section.--

Students from all - grade levels received although the majority of

children receiving tutoring wereHat the elementary level. Nearly three-fifths

(57%) of-tutored students -were in grades K-5, while over.one-third (35%) were =

in grades 9. Only 7percentWere in grades 10-12'. _Slightly over half (52%)

of the ed students were male. ,Two-thirds (66%) of the students were in

their f t year of tutoring; 23 percent 'were in:their Seconityear. One-third

of the students were tutored primaHly on a one-to-one basis; two-thirds were

instructed primarily in small groups.

158
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A majority of students were tutored-in math (65%) orTeading (57%), while a

small proportion were tutored in writing (21%), social studies (15%), or in

other areas (18%)=. More than two-thirds of the students who received tutoring

in.reading and mathematics were rated by tutors as low or below average

relative to their peers at the.start of the tutoring sesions (sea Fable &-5).

A majority of students were also rated low or below average in other subject

areas in which they were tutored. From the perspective of e tutors, then,

most of their students were in need of remedial instruction at'the-start of

the tutoring sessions.

TABLE 6-5,

ACADEMIC LEVELS OF TUTORED STUDENTS AS RATED BY TUTORS
AT THE START OF TUTORING SESSIONS, (FALL 1981)

N=3528)

Subject Area

Reading
Mathematics
Writing
Social-stud
Other

2,023
2,293

753
es 518

646

ercen -age o
Studen
Tutored in Below Above

Area* Low Average Average Average Superior

Academic Levels of Students

57% 27% 47% 22% 3% 1%
65 21 48 26 4 1

21 24 34 35 6 1

15 23 36 33 5 3

18 32 37 22 8. 1

*Column percentage totals more than 100% as students were tutored in more than'-'-
one subject.

Tutors also rated students. regarding their- school condUct,:self-

confidence-, and interest in school (see Table 6-6). Roughly half of the

tutored students were rated as average in all three areas. In school

--conduct, roughly as-many were rated above average or superior as were rated

below average or low. However, a much larger proportiOn_of tutored students

were rated lowor below average in self confidence and interest in school

than were !rated above average or superior.- Thus, at the start of the

tutoring sessions, the tutored students were probably typical of students in
, f

their districts with respect to school conduct, but may have bejn somewhat

lower in self-confidence and interest in school.

15J
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TABLE 6-6

SCHOOL CONDUCT, SELF-CONFIDENCE, AND SCHOOL INTEREST OF
TUTORED STUDENTS AS RATED BY TUTORS AT THE START OF

TUTORING SESSIONS (FALL 1981)
(Student N=3258)

Below Above
Low Avere Average Average Superio

School conduct 8% 19% 45% 14% 14%
Self-confidence 7 29 51 10 3

Interest in school 10 26 53 9 2

Indian Student Achievement Test Scores
4

9
Academic activities, althoUgh by regulation supplementary to the regular school

program, are a central focus of most. Part A projects. Indeed, improvement in

basic skills was a need cited by 88 percent of the projects, and 81 percent of

project directors indicated that increasing student abilities in basic skills was

a project objective.

The task of assessing the impacts of these efforts fairly, however, is not

straightforward, and has been the subject of much discussion. In particular, the

appropriate role of academic achievement'test scores as a measurement tool was an

issue from the start. It was-initially presumed that test scores would serve as

the primary source of impact information* However, after a thorough review of

relevant literature, observing many projects, and holding discussions_ with

leading testing and evalUatigh experts, and with the strong recommendation of the

study's Tpchnical Advisory Panel, heavy reliance on test. scores was deemed

inappropriate. Essentially, it was concluded that'the academic "treatments"

provided by most projects were not appropriatelyassessed with standardized tests

of basic academic skills. Treatments were frequently either too specific

4See Monograph I, Academic Performance, Attendance, and_Expecta ons of Indian-
Students in .Public Schools, for a more extensive exposition of this topic.
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(e.g., tutoring in a particular subtopic of a particular class) or too diffuse

(e.g., including some language arts instruction as part of an Indian- student

club's activities) to be captured by-broadly focused standardiied tests, and some

tutoring focused on social studies, science, and other academic subjects which

such tests do not address. Rather: it was decided that although achievement test

data were important for the study overall, they would be used primaril to

provide'a description of the current status and progress of Indian students with

respect to academic performance, and to perform cross-sectional analyses to see

if relationships between test scores and general program characteristics could be

found.

It was decided, therefore, to collect existing reading and math standardized test

data for the spring preceding the site visit (i.e., spring 1981) from all

projects where they were available. Given the purposes for which they would be

used and the considerable costs and respondent burden involvedi, direct testing of

students was mot considered justified.
5

RV

Thus, as part of the evaluation, existing achievement test data were collected on

a sample of 6,425 Indian students who were in grades 3-11 in the spring of the

1980-81 school year. Data were collected for all studenii-Ztthe sampled

projects who had completed a student questionnaire in fall of 1981 and who had
-"

been tested by their LEAs on any one of several standardized achievement tests in

the spring of 1981.

Reading and mathematics standardized achievement test scores came from 13 tests

and 10 6rms or levels of those testsc representing a total of 23 different

instruments. The 1978 edition of the California Achievement Test (CAT) was the

most frequently administered test (32percent-of the Indian and Alaska Native

5Data,for only the prOious year were sought because of prior experience in
seeking multiyear data from school files. Year-to-year changes in district
testing-Policies, alternate grade testing, and the general condition of many
school files make it infeasible to seek retrospectively multiyear data in a
national samples of LEAs.
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student sample). The 1978 edition of the Science Research Associates (SRA) test

was administer'ed to 21 percent, followed by the 1973 Stanford Achievement Test

(SAT), which was used with 14 percent, and the 1973 Comprehensive Test of Basic

Skills (CTBS), used with 10 percent of the evaluation sample. These tests

accounted for 77 percent of-_th- sample.

The achievement test data for the sampled students were transformed into T

scores, in which the populatiori mean is equal to 50, and the population

standard deviation is equal to 10: Se rate T scores were calculated for

achievement tests in reading and mathema ics. The results were examined at two
. =

levels of -analysis ('student vs. projectj in order to determine what factors

predifOad differences among students and among projects. The analytic approach

used was a multivariate general linear model.

Table 6-7 contains summary statistics on the test scores obtained. Both .reading

and mathematics mean scores were approximately 2.8 T score points (about

one-third of a standard deviation) below the population mean of 50.

TABLE 6-7

SUMMARY -T SCORE STATISTICS FROM STUDENT SAMPLE ON READING
AND MATHEMATICS ACHIEVEMENT TESTS

Reading Mathematics

Mean 47.11 47.29
Standard deviation 9.49 9.46
Range (low-high) 4-86 6-87
Mode 44.00 46.00
25th percentile 40.00 40.00-
Median (50th percentile) 46.84 46.67
75th percentile 54.00 53.00

Number of students 6,374 6-293

Table 6-8 presents the distribution for reading and mathematics test scores in

terms of the number of standard deviations above and below-the MatIbtial-M-ean of

50. The table indicates that in the area of reading, 40.8 percent of American'

1
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Indian and-NAlaska Nat_ves are at or above the national nm(T sdortze =.50), while

59. percent are below that revel. Similarly, in mathematfo, 38.8 are at or

above the national norm,Whl-14-6-1-.2-061-centk*-11r.-M*Itly---ovee-9-7--

pet:cent of Indian student scores fall within the range of+2 standaz=-d deviations

from the population mean.. This is very similar to the normal distribution result

of 95 percent of the population's scores falling within .that range. It therefore

appears that the academic performante of Indian and Alaskalative students in

reading and mathematics is slightly lower than that' of alistudents In public

school settings, but distributed in approximately the samemanner.

TABLE 6-8

DISTRIBUTION.OF READING AND MATHEMATICS
STANDARDIZED ACHIEVEMENT SCORES AMONG INDIAN STUDENTS

BY STANURO-TEVIATION RANGE

Standard Deviation (S.D.) Distance
From Mean Score of 50;
Score_Ran9etn TScoresr

Reading Test
Scores

Matalematics
=Scores

More than 4 S.D. below mean. 6-9) O.08% 0.05%

Between 3 -4 S.D. below mean (10-19) 0.28

Between 2-3 S.D. below mean (20-29) 1.71 1.26

Between 1-2 S.D. below mean (30-39) 20.10 =20.42

1 S.D. -or less below mean (40-49) 37.05 _39.31

At national mean -level -(50) 3.36 -4.26

1 S.D. or less above mean- (51-59) 27.47

Between 1-2 S.D. above mean (60 -69) 9.40 10.49

Between 2-3 S.D. Above mean (70-90) 0.52 0.78

More than 3-5.D. above mean (80-87) 0.03 0.14

TOTAL STUDENTS 5374 _6293

Table 5 -9 presents'test score data by grade. As shown, me-scores declined rom

the elementary through the secondary grade levels'. The 4ata also sJhow that in

terms of project setting, students in districts on or n a reserve ions- scored

slightly lower than other Indian students, and thoSe i netropolitaz :21 areas

slightly ibove; and that students in the southwest, ,Alask and-th 'a o a

scored slightly lower than other Indian stUdents-and t fseia pip t. rtheast,
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California, and the upper Midwest (Wisconsin and Minnesota) score slightly

above. The data also show that there are differeNces associated with

socioeconomic - status. _Indian students receiving - free or_subsidi2ed

lun'oes had mean scores of 45.84 in reading and 45.77 in math, as compred to

other Indian students wife had mean' scores of 48.94 in reading and 47.83 in Mo

TABLE 6-9

DISTRIBUTION Of READING AND MATHEMATICS STANDARDIZED
ACHIEVEMENT TEST SCORES AMONG INDIAN STUDENTS BY-GRADE LEVEL

Grade* n

Reading_
n

-Math N
MeanMean

3 886 48.16 882, 48.01

-4 963 47.41 958 47.88

5 844 47.41 837 48.32

6 825 46.74 , 821 47.0A

7 883 46.92 .) 881 46.74

8. 564 47.10 532 47.19

496 46.89 484 47.02

1Q 456 45.11 456 46.54

1-1 ,378' 44.94 374 45.23

*The focus of evaluation was on students in grades 4-12_in
1981-82; the achievement test data were from the spring 1981
administration, when those students were in grades 3--11 Grade.

level information was missing on Approximately 1% of the sample,

L.

&series of multivariate general lineal-'model.analyses was conducted-todete?MineEe

if certain types of school district contektual characteristics, projectdiarac,

_ teristics, program variables, and student characteristics were associated with

students' reading and mathematics scores. Among the variables examinedwere:

The number of Indians in the school, district;

Whether one or more tribes were represented by the Indian students in thee
projects (a measure of-tribal homogeneity);

_
The geographic regior-06i61-ffsie corresponding to the Incitanikluctior-,
Program's Resource and Evaluation Center in which the project as locatec=1;
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Project location (on or near a reservation, other rural area, urban area,
metropolitan area); ,

Proportion of Indian students in total student body;

Language used in the home;

Presence of a cultural component within the project;-

Presence of an academic component within the project; and

Student age, sex, grade, and socioeconomic status.-

Analyses were conducted separately for those students in grades 4-6 or 7-12

during the study year (i.e., grade's 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.

The overall conclusion from these analyses was that virtually all of the factors

hypothesized as having a relationship with achievement (including Program

participation -) -were not related to academic achievement test scores in any

meaningful way, either at the student or project levels. Some relationships were

statistically significant, an expected finding in view -of the large number of

cases present at each set of grades. However, the relationships found were not

strong ones..6

In addition,_lineir models were developed to determine if students who did,not

receive, tutoring, compared to those who did receive it for remedial or enrichment

purposes; had significantly different levels of test scores. One analysis was

conductedfor -students receiving assistance in reading and another analysis for

those receiving mathematics assistance. Student grade level was also used, since

6The largest relationships and the percentage of explained variation found for
each were as followS: At the student level, grades 4-6: ,R&E Center region and
number of Indian students in the project (omegaTsquared = 6.6%); R&E Center-
region and project participation_ status (3.410. At the student level, grades,
;712: home language and project participation status13.3%). At the project:'
'level when student data were aggregated: for students in grades 4-6 socio-
ecomomiC status (18.7%), and the relatiVe use of the English language at home
r(22'.9%)
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those receiving assistance in one grade Mignt have been different from thbte

receiving assistance in another. These analyses were only conducted for the 7-12

grade range in projects which had a tutoring .ccimponent. The covariates analyzed

also used sex, socioeconomic status, and the project'Is region of the country as

covariates.

Findings indicated very few statistically significant relationships. The three

covariates were not effective, nor was grade level, either as a main effect or as

an interaction with reading or mathematics assistance. What were signifitantly

related to test scores were the main effects of reading, And mathematics

assistance, which had identical patterns. For reading, those not receiving

.tutoring had a mean score of 47.00, while those receiving tutoring for remedial

purposes were significantly lower (41.48). For mathematics, these means were

47.36 and 43.10, respectively. Thus, those who received tutoring during the

1981-82 school year had lower levels of academic achievement the prior year

(i.e., spring 1981) than those who did not receive tutoring.

These findings support the original conclusion that achievement test data would

not be appropriate for measuring project effectiveness. The data did show,

however, that Indian students, as a group, score below the national norm on

.reading and mathematics achievement tests, and suggest that the Part A projects'

tutoring components are focused on those students in need of assistance. The

remainder of this chapter presents ratings and other data from project staffs,

tutors, teachers,-parents, and the students themselves on the impact of project

tutoring activities.

Evidence of Academic Achievement Cited b P o ect Staff

The design of the Part A evaluation recognized that multiple measures of academic

performance were desirable because all types of measures have both strengths and

weaknesses. Thus, in addition to test scores, structured surveys and interviews,

data collectors were instructed to seek information during the spring site visits

from project directors and other staff concerning specific evidence(sYof the

impact of their-Part A projects on academic achievement. Such evidence could

come from project evaluatipn reports, data used in writing the project plan,

staff analysis reports, district reports and evaluations, or other sources.

DEVELOP ASSOCIATES,
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Where project directors made reference to the existence of such evidence, the

data collectors were told to obtain copies and provide these to Development

Associates for analysis. Where the evidence cited by the project directors was

anecdotal in nature, the data collectors were instructed to use their judgment in

deciding whether to pursue the matter further. They were told, for example, that

-they might seek doCumented evidence from school files, such as grades -or

corroborating opinions from teachers, parents, or students.

In ten projects, the project directors and others contacted in this regard

reported that they did not know whether or.not there had been any impact. In an

additional 17 projects, those interviewed stated explicitly that their projects,

were having o impact on academic achievement. In six projects, no information

on this topic was obtained. Thus, for these 33 (29%) projects, no further

information was obtaned. At the remaining 82 (71%) projects, those interviewed

indicated that their projects were having some form of positive impact on

academic achievement.
7

A wide variety of evidence was cited by project staff in support of their beliefs

that there had been a positive impact on academic achievement of Indian

students. Table 6-10 summarizes the types of evidence reported and the number of

projects reporting each type. It should be noted that some projects cited more

than ore type of evidence for their claims.

Staff:members at 42 projects cited the results of standardized achievement tests

as evidence that their-projects were having an impact. Staff at 32 of these

projects supplied documentation in the form of actual test score, data to

7Ninety of the 115 Part A projects visited indicated that they had formal
tutorial/academic assistance components, and 75 are included among the 82
projects discussed above. These 75 projects ascribed their academically-
relatd achievements to the tutorial/academic component of their projects; the
remaining seven projects explicitly or implicitly-- -ascribed their positive
impacts on academic achievement to the activities of their cultural or
counseling components. Those contacted at the-other 15 of the 90 projects
having a formal tutorial /academic achievement assistance component reported
either that they were unsure if any impact had occurred (e.g., because of lack
of test score data) or that no impact had yet occurred in this area.
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TABLE 6410

TYPES OF EVIDENCE CITED IN SUPPORT OF PROJECT IMPACT ON ACADEMIC ACHIEVEMENT.

Iype_of Evidence

1. Standardized test score results: .

DocumentatiOn provided to data collectors ....... 32

0 Documentation not provided
10

Number of Procts

2. Improved classroom grades:

s Documentation provided to data collectors
4

s Documentation not provided

a. Isolated anecdotes , . . Mt vvvvvvvvvv . ' 17 . 4 9

b. Group Statistics . ittptillittio l'iitit-tti ,
5

c. Group anecdotes . . . . v . v . . . . . . g
3

3. Awards) honors) scholarships (all undocumented):

a. State and local awards. . @OM v vOtt

b. Scholarships

c. Honor Roll . ... ...

d. National Honor Society

e. Student Council

4. Classroom assignment (all undocumented):

a. Transfers to gifted/talented class .
2

b. Decreased numbers of placements in remedial class 2

# # 4444 .44i#

1

1

S. Decreased dropout (all undocumented)
9

6. Improved discipltne (all undocumented)
3

7. Generic positive statements . . . ............ 20

81 No impact .

17

9, D'tVI! know .. . . 4 4 .... . . 4 4 44 4 ..

1

104 No response... tt11301. I t t't tat titttitattittitt
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substantiate their claims of project impact. Staff at the remaining ten projects

cited test score results from project evaluations,or other project/school

documents which were not available to the data collectors.

Staffs at 21 projects cited improved student grades as evidence af project impact,

on academic achievement. In only four of these cases, however, was documentation

pi-ovided. Of these four, staffs at three projects cited the information

collected by the pre /post - tutorial instruments used in this study. Staff at the

other project provided the pre- and post-tutorial grade point averages for nine

students, showing an average increase of 0.9 grade point after six months of

tutoring. For each of the four projectt, the evidence provided supported claims

of project impact. Staffs at the remaining 17 projects provided undocumented

citations of improved grades, but differed widely in the farm in which they

reported their evidence. Their statements may be divided roughly into two

categories: citations of group statistics indicating improvdd grades (8

projects), and anecdotes indicating improved graded of particular individuals

(9). Typical orthe first group were Statements such as

"...Of the 117 students tutored, 88 percent were-at grade level, and there
was, overall, a- 1.3 grade level improVement in subjects. tutored.2k

"...75-85 percent improvement in the grades of the 150 students served by
tutoring."

Individual anecdotes generally consisted of reports by parents or teachers such

as:

"...one 7th grade student who had Fs -last yder, this year has As'and Bs
as a resUlt of tutoring."

"One parent reported her child's grade of D in math going to B within the
same semester because of tutoring."

"One student was a.0 student before tutoringi afterward an 'A' student."

In addition, increases in the number of Indian students receiving awards,

scholarships, honors, and/or other types of recognition for academic achievement

were cited as evidence of project impact on academic achievement by staffs at 14

of theabove projects.; But, again,. no documentation supporting these statements

were provided to the data collectors..

ki 0-
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Changes in the classroom assignments of Indian students was citeOby staffs at

four projects. Increases in 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. Interviewees in two other projects reported that

fewer students had been assigned to remedial classrooms since their-Part A

projects began. In addition, staffs at nine projects reported a lowered dropout

rate among Indian students as evidence of the impact of,their projects-on

academic achievement, and staffs at three projects cited improved classroom

discipline on the part. of Indian students as evidence of impact in the area of

achievement.

In summary, during discussions with field data collectors, project staff members

at 71'percent of the Part A projects indicated that they thought that the

projects had had a positive impact on the academic achievement of Indian

students-, and some plausible evidence to support these beliefs was documented in

approximately, ,half of the cases.

Tutor Ratings of Academic_ Impact

An important source,of information concerning the impact of tutorial programs was

the individuals who provided tutoring to students. As described earlier, tutors

were asked to complete three types of data collection instruments: (1) a Tutor.

Characteristicuestionnaire, in which_the tutors described themselves and their

experiehces; (2) a.Characterfstics_ofjutoredStudents Questionnaire, which was

completed for each student either in the fall-of 1981 or-When tutoring began; and

(3) a Post-Tutorial/Special Program Follow-up form, which was completed for each

student when tutoring ended or when the spring data collection occurred.

There were a number of items on the second and third instruments which served as

pre- and post-tutoring year measure of academic impact. -Tutors 'were-asked to

rate each of their students at both points in-the academic subject areas in which

they were-being tutored.tings-,were made in reading, mathematics, writing, and

social studies. TUtor ratings were made on single item five-point Likert-type

scales ranging from low to superior; the scale point of "1" represented a rating

of low.
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Tutori were also asked to provide pre-,and post - tutoring ratings for each student

on the variables of self-confidence, interest in school work, classroom attend-

ance, 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 also presented in this section.

The major impact variables (ratings on reading and mathematics) were analyzed

using very broad range (f project; t itor,_and student variables. Simple

cross-tabulations and Oreakdowns were first performed, and then academic ratings

were analyzed through multiple r ression techniques. The purpose of these

analyses was to determine which factors were significantli related to tutor

ratings of students' academic improvement:

1. Procedures

Data from the Tutor Characteristics and Pre -Post Tutoring Improvement forms

phis selected project level gross-break variadies (such as, geographic

location of the project, reqc of Indians to total students, and geocultural

region) were placed into acommon analysis file. This occurred after each of

the separate files had been examined to gain insights into the nature of the

tutoring proraM and characteristics of tutors. There were 3,525 students for

whom either a pre or pest form was available. In terms of grade levels, 24

percent were in grade 3 and below, 33 percentrin grades 4-;6; 35 percent in

grades 7-9, and 7 percent in grades 10-12. However, since not-all students

were receiving tutoring in the same subject area=, and because pre- and

post - ratings were unavailable- on all students, the impact analyses presented

here are based on considerably fewer cases. That is, analyses of mathematics,

improvement are based on 1,756 students, and those of reading progress are

based .on 1,495-students.-

Reviewing the patterns of dat it appears that no major biases or shifts in
I

the findings were introduced by using only those students having pre - and

post-tutor ratings in reading 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, whereat over three - fifths of the students were

being tutored in reading and/or math (61% and 70%, respeCtively). -The

172\'.
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pre-distributions of tutor ratings of all students in reading (N.1663) and

math (N.2141) were also examined and *compared with the pre-distributions of

tutor ratings for those students having both pre- and post-tutor ratings

(N =1495 and 1756, respectively). For both subject areas, the distributions of

pre-ratings were extremely similar, differing by,no more than two percentage

points, and then only in one of the five rating scale positions. The

proportion of students in various grade ranges was also quite similar. ThuS,

no apparent biases were introduced by using those students who had both sets

of tutor ratings. (--

the possibility does, of course, remain that the ratings made by

ors are not fully valid. The tutors were paid by the Part A projectsand-

4ere effectively being sked to rate the -result of their own work.- Thus, some

self-serving response bias may have been introduced, although it would have

required tutors a coordinate their fall and spring ratings on indiVidual

students. Also,/it is possible:that the single item rating scale formats used

were too "globW to indicate the full extent of student improvement over the-

time they received tutoring.

The'major analytic approaches used in conjunction with these data were

frequencies, breakdowns, and multiple linear regressions. A series of

regressions was performed, first with a composite dependent variable which

combined the, post -test scores of all rated subject areas, and then separate

analyses using post-test mathematics and reading scores as dependent

variables. These latter findings proved more productive to present here. In

all regression analyses, the corresponding academic pre-test measure was

"forced" into the regression equation first, to act as a type of covariate and

control for initial levels of academic performance.'
8

8Throughout the regression analyses, pairwise rather than listwise deletion of
cases was used in order to maximize the number of cases and statistical power of
the result. Using this apprOach did not aPpreciably alter the pattern of
intercorrelations among variables.

ASSOCLATEB, INC.
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Almost three-quarters (74%) of students were rated by tutors as having shown

specific academic improvement in one or more areas attributable to tutoring.

The basis of these tutor assessments included informal -observation of daily

work (52%), improved grades,(25%), classroom tests (24%), achievementtests

(13 curriculum -based pre- and post -tests (7%), and other pre/post-tests

Examination of the two distrributionsdistributions of ratings (pre and post) made by the

tutors indicated some overall improvement. The mean rating for reading

increased from 2.0 to 2.5,, and th 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 post7rating scale shifts- in'reading and math

contained in Tables 6-11 and 6-12 ernfirm this improvement, Just 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

relative academic level. The ratings for thoSe tuzored in math were quite

similar; 48 percent improved, 48 percent performed at the same relative level;

and 4 percent declined in performance;

Furthermore, most of the gains registered were made by/those at the lowest

initial levels of performance. Collapsed over subjeFt areas, almost

three-quarters (71%) of those initially rated as Jew in performance improved,

while only half (53%) of those rated as below,dVerage demonstrated a gain in



TABLE 6-11

PRE- AND POST-TUTOR RATINGS OF STUDENTS' RELATIVE ACADEMIC

LEVELS IN READING (N21495)

Pre

Low*

Below average

Average

Above average

Superior

Post**

Lbw low Avera e Average Above Avera e Superior Row Totals*

28%

1

,,_

50% 20% 0.5% 0.2% 406 27

45 50 3 0 737 49

6 70 21 2 311 20

7 20 70 3 30 2

0 45
g

46 11 1

Column Totals N 129 559 682 113

9% 37 46 8

12 1495

1 100

*All cell percentages are based n the number of students having the corresponding Pre" rating in that row.

"Pre" represents the beginning of tutoring for the =school year, 'Post' when tutoring ended or when the

spring data collection visit occurred.

*4 ,

For the purpose of computing means, Low t 1 and Superior t

1."b
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TABLE 6-12

PRE- AND POST-TUTOR RATINGS OF STUDENTS' RELATIVE ACADEMIC

LEVELS IN MATH (N;1756)

Pre**

Post**

'Low Yitilliae .1121aae Above Averw Superior_ Row Total4

LW** 27% 48% 23% 2% 0,5% 373 21

Below average 3 43 48 6 0 44 857 49

Average 1 6 72 20 1 447 26

Above average U 1 28 65 6 71 4

---r-
Superior 0 0 25 0 75 8 1

Column Totals N 128 577 837

7% 33 48

193 21 1756

11 100

*All cell percentages are based on the number of students having the corresponding "Pre rating in that row.

"Pre' represents the begin ping of tutoring for,the school year, "Post" when tutoring ended' or when the

**

spring data collection visit occurred.

t**

For the purpose of computing means, Low m
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performance. These differential improvements are far greater than could be

expected by a regression to the mean effect.g

In general, it appears that some extent of improvement has occurred in reading

and math, and across all subject areas in which students were tutored. The

extent of improvement was greater than the extent of decline. The pre-post

correlations also bear this out to some extent. However, the magnitude of

impirOvement is less than what might be immediately evident, since certain

statistical,'artifacts are present.

Similarly, the' u _ors also noted improvement in the students interest in

school work and self-confidence, as presented in Tables 6-13 and 6-14, re-

spectively. However, here too some regression effects are evident, especially

in the "average" category on the self-confidence pre-measure, some proportion

of these students being rated as below average on the post-measure.

9The apparent improvement in ratings is not entirely associated with program
effectiveness. Part of the improvement,is due to "regression toward the mean"
statistical artifacts (i.e., low scores tending to improve_and high scores 1

tending to decline, as a purely statistical phenomenon). This occurs because of
the imperfect bivariate correlationS'of-pre- with post-ratings which exist for
reading (r= .60), math (r= .57) and the composite index formed across all
tutored subject areas (r= .52). As a result of these "test-retest" correlations
being fairly high, yet substantially less than-1.00 such patterns-as the
following occur, found in Tables 6-11, and a similar one in Table 6-12:

27 percent of those above average on the pre-reading measure declined to
either below average or low (or at least two rating scale points away"; and

45 percent of the 11 students rated as superior on'the reading measure
declined. to average.

17J
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TABLE 6-13

PRE- AND POST-RATINGS OF TUTORED STUDENTS' INTEREST IN
SCHOOL WORK AS RATED BY THEIR TUTORS

Rating* 1663 (N=1814)

Low 27% 10%

Below average 47 37
Average 22 45
Above average 3 7

High 1 1

Mean Rating 2.0 2.5

. Low and 5 = Strong.

TABLE 6=14

PRE- AND POST-RATINGS OF TUTORED STUDENTS' SELF-CONFIDENCE
AS RATED BY THEIR TUTORS

Rating*
Pre

6)(N=

7%
, .30

51

10-

3

2 7

Weak
Below average
Average
Above Average
Strong

Mean Rating

Weak and 4 Strong.

Post
(Nr01)

3%
22
59
13

3

2.9

Factors Associated with Chan es in Ratin s

In order to investigate -the relationships between, certain project, tutor, and

student characteristics with changes in tutor ratings of reading and-mathe-

matics, fUrther analyses of those ratings were performed. Raw difference
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scores (i.e., post-pre) were calculated between fall and spring ratings of

performance in reading and mathematics, and the difference scores10 were

used as dependent variables in analyses of variance. Because the initial

scores ranged from 1 to 5, the difference scores could theoretically range

from -4 to +4, with positive numbers meaning improvement. The actual

distributions of difference scores are presented in Table 6-15.

Reading difference scores varied based on the location of the project, whether

the tutor was Indian, and the total number of tutoring hours in the year

(weeks x hours per week). Students in urban projects had lower reading

difference scores (mean = +.37) than students in projects on or near

reservations (+.58), in other rural areas (+.56), or in metropolitan areas

( +.55) (F=3.48, df . 3/1491, p .05).

Students with Indian tutcrs had higher reading difference scores (mean. = +.58)

than students with non - Indian tutors (+.42) (F.11.89, df = 1/1310p .001).

Also, as the total number of tutoring hours per year increased, the reading

difference score also tended to increase (see- Table 16).

10AS Linn (1979) quite correctly. put it,. (p.86): "there is . . a fairly
general awareness that there are problems associated with the measurement of
change." Indeed, there have been articles and entire books written about the
topic for the last 20 years. The main purpose here for using this technique
was to assess the overall direction of reading and/pr math scores over the
school year and to determine if overall shifts in scores were related to
program participation. Thus, another of Linn's comments is also relevant in
referring to one of the often-cited weaknesses of difference scores, low
reliabilities. (1979, p. 87)

Low reliability of a difference score is a serious problem where
difference scores are used to make decisions about ihdividuals.
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 a fatal flaw
within the context of educational evaluation studies.

See also Kanouse et al. (1980, Appendix A) for an application of difference
scores to predicting Indian and other graduating high school students' post
secondary experiences.
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TABLE 6-15

DISTRIBUTION OF TUTORED STUDENTS (SPRING-FALL RATINGS)
DIFFERENCE SCORES IN READING AND MATHEMATICS

Difference
Score

-2
-1

0
+1
+2

Total

Readin
(N= 9

1%
3

hematics

0%
4

46 48
43 40
7 8

100% 100%

TABLE 6-16-

MEAN READING DIFFERENCE SCORES BY TOTAL HOURS OF TUTORING

Number of Hours of
Tutoring in Year

Mean Reading
Difference Score

1-25 343 +.43

26-50 304 +.58
51-99 ..386 4..55

100 or more 330 +.62

F.3.63, d .4/1490, p<:-.01

Math differenCe scores we're related tO the location of the project and the

total number of tutoring hours per year. Students in projects on or near

reservations had higher math difference scores (mean = +.61) than students in

metropolitan (+.54), urban (+.50), or other rural (+.48) areas (F=.336,'

df=3/1753, p .05). As shown in Table 6-17, students who had had moderate

amounts of!tutcwing had higher math difference scores than-students who either

had -a little or a great deal of tutoring.

TEL INC.



TABLE 6-17

MEAN MATH DIFFERENCE SCORES BY TOTAL HOURS OF TUTORING

Number of Hours of
Tutoring in Year

Mean Reading
N . Difference Score

1-25 403 +.42
25 -50 354 +.69
51-99 474 +.53

100 or more 383 +.47

F-3.5 4/1752, p <.001.

These differences between groups were statistically significant, but were not

strongly related to the reading and math difference scor&s.used as dependent

measures. (Eta squared values, representing the .percentage of explained'

variation, ranged from 0.-6 percent to 1:5 percent.) Multiple regression

approaches were. thus employed to determine what factors were related to tutor

ratings of improved performance in reading and mathematics. Using this

technique allowed relationships to be found more clearly, if any meaningful

ones existed, and to determine what subset of these factors was most related

-Co improved performance,

4. Multi-le Re ression,Results

Stepwise multiple linear regressions were performed. separately on math and

re'ing post-test scores. The-predictor variables used represented a broad

range of conceptually meaningful and logically related academic_

variables from the Characteristics of Tutored Students form (the pre-test),

the Post-TutOHaT.Follow-uP'form (the post-test), and'the Tutor Characteris-

ticS questionnaire. Selected project variables mere also included, (e.g.,

location ofproject, ratio of Indian to total students, and geocultural
4

region). In'each regression, the pre-test measure (either math or reading)-
. ,

was "forded", into the equation first, to control for intial rating levels. It

therefore acted as a covariate. Since the pattern of results was similar for
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both math and reading outcomes, only the results for math outcomes are

presented since they were based on more cases and thus are statistically more

reliable.

4

In any multiple regresSion analyses based on sample data, rather than a full

population,-the possibility exists of change fluctuations resulting in

intercorrelations among variables that affect which of these enter- the

prediction equation and ho much variation in the dependent measure each

predictor accounts for. Such patterns can occur even-though well-chosen and

conceptually meaningful predictors have been used. An attempt was, therefore,

made to increase the interpretability of the findings by imposing certain

.stringent criteria on the.sheer empirical nature of the computed output.

Three criteria were, thus, used to select variables for inclusion in the

prediction equation. These criteria were to (1) raise the statistical

significance of the overall F ratio for each step of adding variables to the

'prediction equation; (2) only include variables which increase, by at least 1

'percent, the the additional explained variation (or change in R2); and (3)

use a beta weight size of at least 1- 1. The use of these. criteria,reduced

the number of predictors by mor&than one-half,-yet provided greater assurance

of plausible findings.

The summary data reflecting the sequence in which .variables entered into the_

:

multiple regression equation, and tiii7"iqpr vement these predictors made to
-,

predicting posttest math performance areresented in Table 6-1$. As can be

seen, it was possible to predict post-test math-performance quite well; the

multiple correlation.was-R = .70. However, the pre-test of. math performance-

and
..,

a post measure of interest in school work were the only variables which

increased R
2

by more than .05.
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TABLE 6-18

MULTIPLE REGRESSION SUMMARY TABLE USING THE POST-TEST
MEASURE IN MAMEMATICS AS A DEPENDENT MEASURE

(N.1135)

Predictor Variables
(in sequence of entry)

Pre-test math rating

Post-tes
in schoo

Post-
confiden

rating-of interest
work

rating of self-

Simple
Beta (Standardized Correlation

Change in Regression (with Post-test
R Coefficient) Measure)

.329 .439 574

.105 .259 .508

.024

Tutor rating of overall
academic improvement .024

Pre-test measure of interest
in school work .0104

.217 .515

. 64 .287

.360

Multiple R=.70, R-2.49, F=218.47, df=5 1129, p .001.

No tutor or project characteristics entered the prediction equation. The

number of hours per week of tutoring and number of weeks of tutoring also did

not enter the equation. Apparently for this sample of tutored students,

variables other than these were more related to post-measures of math.

It also. should be pointed out that the negative sign of the standardized

-egression coefficient associated with1the pre-test measure of "interest in

school work" was -a Statistic&I artifact, caused by a high correlation with the

post-test measure on the same dimension. The fairly high correlation of these

two items (r= .673) meant that the item that entered the regression equation

first would 'rOlsk the effects of the other.item. A-similar situation affected

the post-test r=ating- of interest in xhool and self-confidence, which were

highly correlated with each other (r., .663). In fact, when analyzing-

post -test reading scores, the post-test measure of "self-confidence" entered

185
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the multiple regression prediction equation directly after the pre-test of

reading, and thus accounted for 10.9 percent of the variance. However, the

post-test measure of interest in school work accounted,for only an additional

.73 percent of variance.

The failure of measures of intensity of tutoring exposure to enter this set of

regression equations was unanticipated, yet by no means impossible.--1

The-
.

bivariate correlations between post-test math ratings, hours per week of

tutoring and/or number of weeks in the program were r. .152 and r= .090,

respectively. These results therefore show that although the amount of

tutoring was slightly related to outcome ratgs, other factors were

considerably more important in explaining t ose ratings for the sample of

tutored Indian students.

5. urrrnary

Individuals who tutored students reported that approximately three=quarters of

those had improved their academic performance as a result of the

tutoring. Based on tutors' fall and spring ratings of student performance in
.

reading and mathematics, half of the students rated each subject were given

higher ratings in the spring than in the fall, and almost all of the remaining

students were given the same rating. The tutoring improvement found here

appears to be greater than can be fully accounted for by statistical

artifacts, and this indicates that tutoring was effective to some extent

Althoughthe tutor ratings were statistically related to variables such as

geographic location of project and total. number of hours spent in tutoring,

these variables failed to account for much of the variation in .tutor ratings,

when other variables were also considered. When ratings of math and _reading

;4rformance were analyzed by multiple regression techniques, the primary

11The colloquial term 'bouncing- beta" has been used in the statistical
literature to indicite a variable's tendency to be a strong predictor in one
set of data, and to be a substantially pool -edictor variable in another
sample drawn from the same population.
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predictors of those ratings were found to be tutor ratings of student interest

in school work and tutor ratings of student self-confidence. It may be that

tutored students improve more in their academic subjects when their interest

(or attitude)-toward school and their self-confidence also increases.
12

Ratings of Impact

Ratings of the academi

teachers, project staf

Teachers and' affs

ains of Indian students were also collected from

and parents. The respondents assessed how much the

projects had helped to improve student performance in reading, language arts, and

mathematics, and how'Much the project had hel d to improve student grades. The

same scale of 1.(No impact), 2 (A little 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. The responses of

teachers, parents, and staffs were averaged-within each project to provide a mean

rating per project for each of the three respondents groups.

The impact measures were analyzed by location of project and by amount of,effort

spent on basic skills (instruction in language arts and mathematics). Those

Projects formally spending effort to - improve performance in basic were

compared with projects reporting no hours of effort on. basic skifils. Projects

were also categorized by the ratings of the level of impact that, the project had

on student grades. The projects in each category of impact on grades were

compared on the amount of effort spent on basic skills and other academic

instruction.

Analysis of Academic_

The ratings of teachers, staffs, and parents with respect to acadeMic gains

first were analyzed by location of school district (on"or near reservation,

other rural, urban, and metropolitan).

12This, hOilever, confliCts withrTable 911.which shows a low correlation.
Thus, this conclusion must be 'viewed as tenative.
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Project --impact on performance of Indian students in mathematics was reported

byteghers of Indian students and by staff members of the _Part A projects.

Overall, the mean rating given by classroom teachers in the 101 projects

reporting on mathematics performance was 2.8 on the scale of 1 to 4. The mean

rating o project staffs was also 2.8. The ratings of teachers and staffs

varied somewhat by location type. Figure 6-1 illustrates these differences.

In urban projects, both the teachers and the staffs rated the impact on

mathelat-ics lower than did respondents in other types of location. The

teachers and staffs in other rural locations gave the highest mean rating,

3.0. Th difference between urban and other rural projects was statistically'

significeEant at the p4(;05 level.

BoOteahers and staffs reported relatively high levels of impact of the

projects on language arts (including reading) performance of Indian students-.---

Themean rating given-by teachers was 2.9, while the mean rating by staffs was

TheEe mean ratings of the two groups tended to be-cloSe in all locations,

as shown in Figure 6-2. The mean rating given by urban respondents was

slightly lower than the means-for respondents in other locations, although

othertwer--e no statistically significant differences among the means.

Tkepro et2ct impact with respect to improving. student.grades was also reported

by the te&Jeachers and theparents. The mean ratings of teachers and parents

werebbtht2 =2 8. Mean ratings by project location appears in Table 6-19.

TABLE 6-19

RATINGS OF IMPACT'ON GRADES BY LOCATION OF PROJECT AS
REPORTED BY TEACHERS AND PARENTS*

(N=101 projects)

Location Teachers Parents

On or near reservation 2.84 2.96
Other rural 3.01 2.79
Urban 2.57 2.81
Metro iv° 1 itan 2.58 2.52

F (Lotaca on) = 4.20, df = 3/ _94, ,p<.01
'Scat : 1 =1N0 .7mpac 2= A little impact, 3=Some impact, 4= A great
deal of impact.
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The analyses of project impact on grades by location show thetlt p_ ojects in

metropolitan locatio6S had the lowest ratings, significantly lflowerthan

projects. on or near reservations or in other rural locations, Projects in

urban locations received intermediate ratings, withlarents ratingthent ne

average, while teachers rated them well below average.

2 Anaisisofirrurs_of Proltst E

The projects varied in the number of hours of dfort per stu. mant per year

spent on special instructional activities in basic skills (laminguaoarts and

mathematics). Table 6-20. shows the dittribution of projects try hours of

effort on bas'C skills.

TABLE 620

DISTRIBUTION OF PART A PROJECTS BY HOURS OF EFFORT ON BAS=IC SKILLS

(N7101)

7'

Hours of Effort_ on Basic Skills Percentage_ of Pr J cts

0.hours(referenGe group)* 26%=

1 to 20 hours 2

21 to 40-hours 11

41. to 80 hours 13

81 to 160 hourt 29

160 or more hours 20

TOTAL PROJECTS 100-

*See text for explanation.

Of the 101 project/s from which data were available, 26 percentrt soetzero

hours on special Instruction in language arts and mathemati0--. These project

served as a reference group for comparisons with the 74 peroarunt (n'75) of the

projects expending effort oiv,iiistruction in basic skills. ThLsus. the

relationship between increases In hours of effort on basic ski--111s and the

---iou-s-r-espondentgraulaciouleL.bLexamineb,

91,



Ratings from regular-classroom.teachers and Part A project staffs of project

impact on Indian student-performance in mathematics in relation to the numbers

of hours of effort are shown in Table:6-21.

TABLE 6-21

RATINGS OF PROJECT. IMPACT,ON MATHEMATICS BY HOURS 0 EFFORT IN BASIC SKILLS
AS REPORTED BY CLASSROOM TEACHERS AND PROJECT STAFF

(N =101 projects)

Hours of Effort Teachers Staff

0 2.45 1.96
1 - 20 3.21. 2.0O

21 -40 2.62 3.36
41 - 80 2.85 3.37

3.148-* - 160
161 or more 2.96 3.04

F (Hours of effort) . 8.80, df = 5/190,_ .001

*Scale: 1=No impact-, 2=A little :impact, 3=Some impact, 4=A great deal
of impact.

1

ILhe e 'data indicate that ratings of impact on mathematics in projects expending
I

effortWort on basic skills instruction were higher than ratings in the reference

group '(those projects expending no hours of special instruction). The number

of hours-expended, howeVer, was not related to the ratings of impact On
maI

thematics. It should be noted that the means in the group with_ 1-20 hours
14

in basic ski-lls instruction were relatively unstable, and therefore do not
/

provide` a sound estimate, because that group contained only two responding_
/

Ovjects. /

/

The ratings of projeCt impact `o- language arts (- including reading). by hours of

effort in basic skills are presented in Table r -22, Ratings for projects

which devoted no hours per staident,pierleir to basic skills instruction tended

to be lower than` for projects which devoted at -least some hours:to'such

instruction..- There was no clear pattern of relationsh4vbetween the number o

hours of effort devoted to basic skills and the ratings Of imeact on language

arts, however. 9
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TABLE 6-22..

RATINGS OF PROJECT IMPACT ON LANGUAGE ARTS BY HOURS OF EFFORT IN.BASIC SKILLS
AS REPORTED BY TEACHERS AND PROJECT STAFF*

(Nmi0.1)

. -Hours of Effort Teachers Staff

1

21

41

81

161

0
- 20
- 40
- 80
- 160.
or more

2.68
3.25
2.80

- 2.89.

2.97
2.89

,,.

4=

2.54
2.25
3.43

.3.35'
3.06
,2.96

F .(hours of effort) = 3.37, -=5,190, p<.O1 .

4SC41e: 1=No impact, 2=A little impact,, 3P5omeimpact, 4=A great
deal of -impact.

Teachers and parents rated the impact,of projects eri improving grades'of

indianstudents(sbeTable6-23).Theratings'ofbOth teachers and parents

were quite.similar. Both groups 4f respondents in projects expending effort

on basic Aills'instruction'tendea to rate their 'projects higher that:, the

respondents in the reference group. There was, however, no clear pattern 3f

Jel..itionship between ihe)iumber of hours of effort devoted to basic skills and

ratings of impact on grades.

TABLE 6-23

RATINGS OF PROJECT PACT.ON GRADES BY HOURS OF EFFORT IN BASIC SKILLS,
AS EPORTED BY TEACHERS AND PARENTS*-

(N=101 projects)

Hours of Effort

0
1 -20.

21.- 40
41 - 80
81. - 160

161 or more /

Teachers Parents

2.53 2.58
3.21 2.91
2.75 2.72
2.91 2.90
2.89 2.84
2.92' 3.00

F (Hours of effort) 06,-,df= 5/19o, p4:-.05_,-
*Scale: l =No impact, 2=A little impact, 3=Some-impact, 4 =A great
deal- of *pact.



Level ofIm act on Grades b Hours of Pro`ect Effort-on Basic Skills 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

instruction and instruction in other acadeMiCareas. The ratings were

analyzed te,Compare the extent-of effort expehded on -these two components by

level of reported impact on grades. The projects were categorized.by rounding,-

their mean impact.ratihgs on grades by the respondent-groupS-to integers. The

average number of hours per component was theh calCulatd over all 101 projects::-

plotted
*

and Plotted on a graph to serve as reference pofints for-the pompa The

number of projects in each reported level of impact is,- presented in Table -6-

TABLE 6-24

DISTRIBUTION OF PROJECTS BY-REPORTEO LEVEL OF IMPACT ON GRADES
AS RERORTED BY TEACHERS AND PARENTS

.(Na101-projeCts)

Level of Impact
No impact
A(little
Some
A:great deal

TOTALS

Te2Lhers
4%

16
70-
10

J00

Parents
4%-

71

8__

100

Ai shown in Figure 6-8, the-projects rated at no impact onIndian student

grades by teachers had a mean of 21 hours of-effort expended in-basic-skil sk

instruction and in instruction in other academic areas. Projects rated by the

teacHers. as having a little impact had a-higher number of hours'ofeffort

basic skills than projects rated atIjillo jmpact, but they had fewer hoUrs.of

instruction' in other academic areas. Projects rated at some impactand.a-
.

great-deal of impact had 'increasingly greaterAumbers of hOurslof effort

e ,rpended in both basic skillsAnstruttiOn and instruction in other areas The

Correlationi between mean teacher ratings of impact on ,grades.and hours

effort on basic skilti and other academic areas were .0 (p C.05) and .12!

retpect;ively.

The projects which were rated as having no impact on Indian studdnt grades

:parents had a mean of -23.hours of, effort in_basfC.skills instructio6 and
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mean of zero hours for instruction in other academic areas (see Figure 4.-4

Thp parent ratings-tended to increase as the number_ of hours of instruction-in

basic skills mid other academic areas increased. However, the projects rated

by parenttiat a great deal of impact on grades had fewer hours of instruction

in other academic areas than the prOjects.tated.ats4meimpact. The

brrelatiOns between mean parent ratings of impact on grades and hours of

effort -on basic skills and other academic areas were both .16.

Wsummary, the overa4l ratings of Part A v'eject impact on tbademic gains td

reported by teachers, staffs; and parents were relatively high fdr all.

measures. The' istribution of ratingS.Aor the 101,projetts shoWed that most
e

projects were rated as having some impact on grades, mathematics, and language

arts skills. The,impact measures varied somewhat by 'rotation of project. fn'

general, urban projects we'r e rated lower than those in other locations-on

impact on improving'student performance in Mathematici lnd language arts.

The'irojectseipending effort.to improve ma h.and ianuage,arts were rated

higher than'projects*Oth expehded no houi:s of effort for these. purposes.

The number'of hours-expended, however; was not consistently related tojatingv:

of _project impact on mathematics, and language arts. The number of 'hours

spenton instruction in math and. language arts and other-academic areas Were', -7

'somewhat relateCto ratings of impadt on grades..

Ratings b Students f the Amount Learned om Part A Tutors.

The study also collected data.from Indian students in grades 7-12 on their

ratings of t extent to which the projett'in their school diStritis had

contributed to their learning in (1) mathematics. a (2)-riading or Endllish

language arts. Data were gathered pnly from stud e who indicated they had

receive tutoring in matii reading, or some other 'subject through their

project-73 The students :were'-asked-to rate sepdrately-ft&-much they had.'

-
3Ih tomparison.to All responding students in grades 7-12; the studeptswho-
rated their Part A tutors in' reading and Math were more likely to be fron
projects7or:orhear-resarvations -(59%-vs..--50%); -were-more -11kegr_tolbe,ma1e ;
(61% vs. 47%), were more-.likellY.to be in grades 7 or5 (60% vs.- 43%), andiwerei
more 'likely to OscribeA0emSelves.as.tverageor-OelOiaaverage in school': -

'PerfOrmance 71% vs.. 67%)-
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'learned fro the project teacher or tutor whertau'ght each.of the two subjects:

mathematicandireadini/English language arts. The students responded on a-

five-point scale, from .Nothing at all to Very much. The students could also

indicate thittheyhad not had a Part A project tutor or teacher in that subject

during.the' yeah..

The data'collected,fromothe secondary students provided a means of.assessing the -

impact of -Part A academic instruction in reading and math from the-viewpoint. of

the students receiving-the instruction: The:Student ratings were analyzed by

location'of school district and-hours.of project effort on read* and math;

They were also compared with the impact ratings of teachers and'staff on gains

reeding and math. in the same school didtrict. Thus, the impact of Pert A on

.academic gains could bconsidered from the. distinct Viewpoints of students,.
A

teachers,- and-,staffs.

The'students we e grouped by the level of their ratings for additional analyse*,

For the various vels of the student ratings. the average numbers of hours o'f-

effort..to improve reading. and math pePformanckapd performance-in other academic

areas were compared. Also, the extent to_which the students' attributed learning

.to other sources.(readini and math teachers, other classroom teachers,.other

tutors) was compared withthe amount of learninl-tney-attributed to Part A

project teachers or tutors.-

1. xten earn'n in -Math and Readin Attributed b s to Part A

4

,. p

The students rated the extent to which .Part A contributdd to what they had:,

learned during- the'..year.lp math and in reading. 0 the stUdentS.who.

responded, 954 rated the amountlearned in_math and 1,084 ra4d the,amount
, ., ,

learned-in reading. Table 625'illustrates the perCentage or stUdentt ineac
, f:--,-.

subject area who,rated the amount. earned from their Part A each-..,

level,, from 0 = Nothing.:.to 4 = Very mUch- 41verall,tne'itudentSrated the

both
. .

amount laarned,from their projects in n-botn math and.reading. relatively hi-6.
$

.-

19



TABLE 5 -25

STUDENT,RATINGS OF THE AMOUNT LEARNED FROM PROJECTS IN MATH AND.READING

Prating ..

0 (Learned
1-

2
3

4 (Learned very much)
Total

nothing all)

Math
(N-F954

9%
9-

24
29
.29

1-110%

RN)
. 6%
11

24
32
27

T00%

dent Rat n Location of Schoal District

4.

_The student ratings on math and reading varied by the location of the, school

Oistridt (see Table 6-26). The highest ratings were given by students-in

iirUral, non - reservation schools, who rated-the4amount learned in both math .and

ff

reading equally high. The students In the urban schools rated: he impaCt on

reading considerably lower than did students at.other locatfA.

TABLE 6 -Z6,

MEAN STUDENT RATINGS OF THE AMOUNT LEARNED tN MATH
AND-READING-BY- -GEOGR.APH I C-LOCATION***

Location
On or near reservation
Other rural
Urban
Metropolitan

Math*, Read
(N=954)
2.49 2.59
2.86 2.83
2.44 2.30
2.66. 2.61

*F = 4.161, 'ff.= 3/950, 04:.ot
**Fu--4.05,df .g 3/1080,,k.01
-**Scale: 0 a'Nothing at all, 4 = Very much
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Student Ratings Compered. with Teacher andStaff Ratings_r

As reported earlicr,.thtteachers and Soar A project s -ffs at the schools

were asked torete the impact of, the Part A- projectSon academic gains of

Indian-students-in reading. and math duringthe tChedi..v!ar:. These reilngsl'

were-r eported-Li:in-a-scale-of-1 to-404th=l-representing__No-impact=anC4

representini AAriat deal, of 'impact.- The scile:usedby the teechers'end,'

Staffs differed from the- -scale used by the_itudentsbhhe wording used in.the.-
. .

`rialngsrcales (e.g., "NC,impact" vs. "Nothing atell"), and by the absence of

k central score position- for the teacher- anastaff scale. A compar'ison'of

ratings of the teachers, staffs, and Studentsjs presented-ih4igure -6-5 for.

project impeet,.on math and in Figure-64 for project impact on reading.

-Overall,, the mean-teacher ratingof projeCt impact .on mat for these analyses

was 3.1 on the scale of id.to 4. Themean staff rating! was 3.2. These means--

are slightly different from those presented in the.priviou$ section because-
,

the§ represent individual rather thai project means. ThOs,..for,thOse students

vino rated the impaeeof the prbject on their math learning ai'0 (Nothing),

ratings of. the teachers declined slightly',IhNie the ratings of the itiffs:-

4,41mmained-the.sime As ,the leVel of',ttie student reports of impaCt increased,

the level -cf the teacher-repok ,s orimpact ATIU-Thcreased-At4-gradUa.rete.=

TheleVel of the'staff,report-of impact` was falrly-consistent:forall'levels
. e=

-

bf student-reported impact. for project impact on math,. Student. and

teach-er-reportstznded-ta-'agree--to--a-greater-extent-Ithan--didstUden rid
N / . .

reports. Therefore,-it. afipears -that the teacher ratings-were-mbre17

to students' own view then were. staff ratings,H.whtchmitht,t)--'

-

Overa the.te her ratings )04076jectiMpact on.readiPgaverager2Aton'thC,

scale -of 1 to Vie" staff ratings averaged 3.1 on the.0amesdale.

stbdents who rat ed the impact-of the projects'bn their le arning'in reading a

O (Nothing), the mean ratings of, both teachert and staff in the projects.°

those students'wereS1ightlilbwer tnen their espective average ratings.

the levet-of-the student report-ofimpact'i eased.from .1A-to 4, teacher

ratings remained relatively stable, while staff ,latings increased S1 ightly.

Thus, fin readift, bothteacher and sta atings were sensitive to the

=dtudeuts chin-view.
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The- comparisons of the

relatively weak poSiti

675-

f &1achers, staffs, -and students showed a

Nr4hipla between the ratings of teachers a',68

staff and those of the the same projects. The .absence of, strong

relationships mayhave.6ee0 du2.to the fact that students were rating their'

personal experienCes while ttidhee and staff members were-nting.

project-wide effect. -

. Hours E- -s of Amount Learned

The prb ects expended vArlOVive_z * of effort in reading and math instruction`

and in instruction in otilQe gidem _areas. The extent of effort in these two

areas' was- compared aco4S f jve 1eve1 s of amount learned,by.the students for .

math learning (Figtire 6'4) 400r adingAFigure 6-8). The average number

of hours of effort per -S4t.lhepee ye -ar- Ior each area was calculated and

Plotted on the graph as A reference pov-oint.

The students reporting 00 t 1110)1pa t of the project on their math learning

were in projects-that, 00 tlwit4 had spent 114 hours per student-per

year-on reaaing and math 4111000es ,pn other ,academic areas., As the impact.

ratings by theqe students irymed, the number of hours of effort in reading
-

and math tended to incee DO 040tIber'of hours, of effort in other academic

areas tended to increase, t Ashighemest at the student rating of 2', the

central score; it then detl1nedas stLmudent ratings went higher:

the. students reporting on" thdImpAct =of the project on their learning -in

eeading'were in projects that -Chad 500t an average bf 112 hors reading. and_
. =

math efforts and atraverage 4103 hours on other academic, areas. Pbr these

- students, increases ih ntirig2-/IiHi the amount learned in reading

'reflected increased hours of effort imri other:academie areas more than project_

effort in reading ands mat

Corn Learn A

Attributed to OtheeSourt0s,

dd tithe Pa A _Loa_ with Learning.

The students were also asked ratte ttthe extent of their learning in math and

reeding contributed -by liher than Part A teachers and tutors. The

r,
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other. sources were regular 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 6-27.'. 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.

The ratings of all sources were relatively close, however, soy the students may

have had difficulty in defining the separate impacts of.the various sources.

TABLE 6 =27

STUDENT MEAN RATINGS OP 'IMPACT OF LEARNING FROM VARIOUS SOURCES*

Math Reading_ and Lahguage Arts
Source of Learning Mean Respondents Mean

Reading or math teacher 1,638 2.48 1,748 2.78

Other classroom teacher 1,672 2.69 1,603' 2.45

Part A teacher or tutor 94 2.59 1,084 2.63

Other teacher or tutor. 1,523 2.35 1,456 2.26

*Scale: Nothing at all = 0, Very much = 4

of Research Concer-ninf Indian Student Achievement Test Sco

In order toiput the results of the academic performance data in better context, a

meta-analysis Of studies which reported achievement test results for Indian ,

students was performed. Literature covering the span of the past forty=years was_-

intensively examined to find studies which'contained achievement test data

14This section summarizes an extensive meta-analysis contained irOlonograph 1:
Academic Performance Attendance, and Expectations of Indian Students in Public
Schools. '

20 6
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from significant-numbers of Indian students, and which presented test results

which could be converted into standardized scores or "effectsizes."15 Data

from 16 separlte studies were used in the analyses (see. Table 6-28 for an

overview of data sources used). The results within decades were then combined,

with the exception that the achievement test data from Development Associates'

current study were treated separately from the other studies in the 1980s.

Table 5 -29 summarizes the results of the meta-analysis. All of the studies which

were examined showed that Indian students scored below the norms on standardized

achievement tests. The scores in the decades of the 1950s and 1980s were

significantly higher than the scores in the 1960s and 1970s.

When the eta-analysis began, it was expected that a steady improvement would be

found in Indian achievement with the addition of, first, Title-I(now Chapter 1)

and other programs generally targeted' to the disadvantaged (1960s), followed by

the Part A Program targeted to Indian $tudents (1970s), culminating in the

institutionalization of these programs (1980s). Iastead, the dat$ indicate the

progress ha$_been irregular. It appears that the relatively favorable situation

of the 1950s deteriorated somewhat in .the 1960s and further in the 1970s, but

that by the 1980s' results thereMad.been a marked improvement for each grade

range, This picture of change over time is depicted in.Figure 6-9, where curves

fcleach collapsed grade level-(loWer elementary, upper elementary, junior high,

and Senlorl'high).are plotted across the four tine periods (1950s, 1960s, 1970s,

and 1980s).

T
,Explanaiions for the shape of the curve can only be conjecture, and, of course,

include the possibility, that seriously different types of students are

15Materials reviewed were obtained from searches of the ERIC system,am, the Native

.
American Research Information System (NARIS)'at the! Universiy of,Oklahoma,
suggestions from individual Indian education experts, and a survey of all SO

SEAs and ell-LEAs.with 600 or more Indian students. From this, almost, 1001

promising studies were located and examined. The effect size conversion 4-

approach 'was- that of Glass' 7
. .

4
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TABLE :-28

SUMMARY OF DATA SOURCES USED IN THE META ANALYSIS OF READIN5 AND MATH ACHIEVEMENT TEST SCORES

OF AMERICAN INDIAN PUBLIC SCHOOL STUDENTS: 1950-1982

Data Sources
Date of Data

Collection

Numbe f Indians
Grade levels

Reading Math

For 1950's

Cuts (1958) 1951-54 3,054 Si 4-12

For 1960's

Coleman (1965) 1965 5,503* 5,500* 6,

Bats (1911) 1967-69 1,882 1,882 .

Derr (1970) 1969 103 106

Albert (1911) 1957-69 600 3, 6

andeis (1970 1967-69
Sill

0 1=3 0

For 1970'i

Raynor (1970) 1910 127 127 6=12

Bass (1971) 1970 475 435

Sanders (1912) 1970 =11
51 t* 0 4.5

Glass (1912) 1915 50 49 4, 6

Talley (1975) 19!- 80 9=12

Jackson (1978) F.98 54 9 1 =8

For 1980's

New Mexico Department of Ed. (1980) 3,962 562 51 8J1

Arizona Department of Ed. (1981) 1981 25,242 25,119 1.12

Development Associates, Inc. (1983) 1981 6,341 6,340 3.11

Take' i M. ddleston (1982) Fin 495 495 10,12

*Estimated, exact nmikrs not provided.

**Longitudinal.

Boa

Location/Sites

Phoenix, Albuguergue, Aberdeen, Billings,

Anadarko, Muskogee

Natio611

Aberdeen, Juneau, Muskogee, Navaho, Phoenix

School Districts

New MaxiCo, Arilona, Oklahoma, Texas

New York state

Adair County, Oklahoma

North Carolina

Aberdeen, Juneau, NJskolee, Navaho

Phoenix School Districts

Adair County, Oklahoma

Detroit, Michigan'

South Dakota

Arizoni

New 10xlco

Moot

lational

....TA~11114ftl4
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TABLE 6-29

SUMMARY OF RESULTS OF META ANALYSIS

Effect
Mean Grade Size (in

Achivement Test Type Level Sample Z-score
and Time Period Size unit

Readin
1950s
1960s
1970s
1980s

(Development Associates)
1980s

(Other)

Mathematics
79-50s

1960s
1970s
1980s

evelopment Associates)
1980s

(Other).

T Score Percent of India
uivalent Students Scoring

-faSiD.*10) . Below r - Mean

339 -.37 46.

1030 -.96 40

90 -1.26 37

704 -.36 46

2434 -.63 - 44

337 -.42' 46

1084 -1.04 40'

74 -1.03 40-

704 -.2S 45

2434 -.47 45

64%
83
90

54

74

66%
85
85

6-

68

being compared. Indeed, this is P -ticulaily possible with respect to the 1950s

samOle.1'

/
Regardless of the problem with the 1950s sample, the data clearly indicate there

has been significant improVement in Indian student test scoresAinceitfie late

1960s. Further, data from this study and others in the 1980s indicstudent

achievement scores have increased to their highest level in over a/decade. The

data from this study also suggest that the Part A Program.has h some'academic

impact on its students and may have-contrib4ted to-the increas Finally, the

data- show-thatthe 'high" 1980s scores were still below the orms on

,16For example, it may be argued-that the Indian student in 1950s in the

Coombs study were self-selectedje.g.,.high SES) and academically superior to

their non-public school counterparts.. If this is ue, the curve for a more

representative_ sample ofindiari students might hav taken a different shape.

210



FIGURF'6-9
MEAN EFFECT SIZES OF READING ACHIEVERENT

FOR INDIAN STUDENTS AT POUR COLLAPSED-
GRADE LEVELS AND ACROSS TIME

. EFFECT
SIZE

_ are only 2 points _ by the x's) for the l r elementary gra 0r

line between these points would probably be misleading but they-ere included because

given the other grade level curves.

**1980 data only from the evaluation sample. Arizona/New Mexico.

=

about re expected.
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standarcAzed achievement tests. Thus, much or-ogress has been madc, but not to

the extent of Indian students' gaining academic parity with the genera; .

population-.

Chapter Summary

The.resolts of this evaluatiOn and other studies have underscored the academic.

needs of Indian students. Indian student samples have consistently fallen-below

the national norms on standardizelpachievement tests, although the pattern of

such scores aOpears to have varied across decades,
;

2,-Most Part A projects include a formal component to improve the academic-

performance of Indian students. T e nature of almost all Part A academic

activities is supplementary, however, and their impacts should therefore be

expected to be limited in size and focused on subpopulations of Indian students.

For this reason, longitudinal achievement testing was not considered appropriate
K

to assess the impact of Part A projects; Instead, impact ratings were collected

from a variety of different sources and their combined ratings were used to'form
0

a:judgment of academic. impact. Independent ratings of academic impact were

collected from Part A project staff, project tutors, regular classroom teachers,

parents, and tutored students.

Tutor ratings suggested-that approximatelY, half of the tutored students- -.had

improacithefr performance irk reading andhmathematiCs between fall. and sprin-,

and that almost all of-theremaining students had"maintained their previous

levels of performance_. Project staffs and classroom teachers indicated that the

projects had had some impact on Indian student-performance in reading and

language Arts, and classroom,teachert and parents indicated.that.the projects. lad
.

had some impact on student grades.. Finally, students rated the impact of their

Part A-tUtoring as 2.59 in mathematics and 2.63 on reading on a scale of how much

the sirdent had learned that ranged'froM 0 m Nothing at all to 4 =. Very, much.

WhileHthe.ratings-of these various sources could be questioned.Onaltem7bp,item

_.basis, the cumulativepeffett, of these' generally positive ratings leads to the

Conclusion that many pro ects are having a ios Live impact. The positive ratings'
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oT relatively disinterested observers such as classroom teachers an4,parents are

particuat4ly meaningful.

Finally', the study shows that Indian student achievemegt scores have increased

significantly and are at their highest level fh over a decade. .514nce theitudy
. .

also suggests the Part A Program has had some academic impact on its students,

Part A may have contributed to this increase.

T4_general.finding of positive academicJm __ct should be tempered by the/fact

that indiin students, overall, still fall slightly -below
T7

national norms on:

standarized achievement tests, and increasingly so in the upper grades.- Also,

ratings of academic impact b Part A naffs, classrgom teachers, parents, and

Indian students were only mildly related to the extent of project effort spent on

acdemic activities. Thus, the relationship of formal Droject effo'rti and

improvements in Indian student academic performance is not clear.

17Using T score conversions where the national norm = 50, studInts scored.2.89
. points on-reading and 2.71 points on math below the national norm.
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CHAPTER.7: STUDENT ATTENDANCE ARO RETENTION

introd..!ction

Low. attendance levels and high dropout rates among Indian students gave been

cited frequdntly as major problems in-Indian education. Many Part A projects

have taken steps to address these problems. Some project have defined improving

attendance (60 percent of projects) or reducing dropout rates (5,percent of-
.

projects) as primary objectives. These issues have also been addressed,'however,
=

.. as part of other projectactivities. For example, among the.38 percent Of

projects which are carrying out home-school liaison activities, student

attendance was the most fre uently (82%) mentioned reason for contacts with'

parents. SfMilarly, of the 48 percent of projects which providedlcOunseling

services, retention was among the concerns most freqaently discussed by Indian

students with projeit counselors. Improved student attendance was also a

frequently reported objective of the Part.A cultural activities,. since these,.

was anticipated, would provide added attendance incentives. .ThuS, whether

formally or informally, attendance and retention constituted important goals of a

substantial number of Part.A projects.
N

Data on these issues were, therefore, collected.as part of the/evalualon of the

impact of the Indian Education Program the findin0=from analyses of these data

pre presented here.
1 Although there are differenceS, many ofithe causes

,

of both poor student attendance and dropout.from school are the sane; economic

problems, poor attitude toward school, and family responsibilities are high among

these. For this reason, these two topics are...discussed together. The

presentation focuses first on analyses of longitudinal attendance data on Indian

students from the sites visited for this stily.. Next, the hodry-of effort

deVoted by the project to improving attendance rates are related to attendance

lA more detailed,discussion of the r-suits of this studyponcerning Indian
student attendance and retention 1 contained in Chapters 10, 11, and T2 of
Monograph 1: Academic Performance Attendance,.and Expectations of Indian
StudentsAil Public Schools.



levels. This is followed by an analysis of ratings by parents, teachers, and

project staffs of the impact which Part A projects have had on improving

attendance. The last portion of the presentation deals with the issue

of Indian student dropout_rates over the past decade Viand local perceptions of

the impact of Part A projects on reducing dropout motes.

Analyses of Lon_gitudinal Attendance

The Part A impact study collected data on the attendance of Indian s udent$ in.
participating,school districts visited in the fall of 1981. Several type, of

analyses are reported. First, mean attendance.bf Indian students is compared
/

.

with national average attendance figures andlongitUdnal analyses-areiOresented.

which .eAamine trends in attendance over school years 1977-78 to A980-81-
i

Next, the mean attendance"- rates of various subgroups of Indian s ddn/Xs are

examined for diferences among them. .a. a
/-

/ .!

Procedures: School records were consulted for trformation con ng attendance

levels (i.e., number of days attended) of individual indiah stude_ts=inaluld in
-:--

the ttudy sample. Attendance and gradOlevel data were sought f.r each school

year from 1977-78 through 1981-82. BeCause data were provided -y districts at

differpt points in time during 1981-82, the last full Year 'for which attendance

data ware available was 1980-81. For this reason the longitud1na1 analyses of

attendance data used the attendance data for the school years 197 7 78 through
/

1980-81.

00,

The study sample of students was constructed by taking a p babilitY sample of

the Indian students in grades 4-12. who were enrolled in th 115 school districts

visited, and who attended schools and grades within. those :choolt where Part A .

project activities were available. .The13,737 included in the sample were those

who filled out questionnaires durihg,the fall 1981 visit a each school

.district. Attendance data were sought only for_ those st dents, sire ome of the

analyses-involved determining relationships between student questionnaire ems,

and attendance. levels. Of the 13,737. students who fill d out fall
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questionnaires, attendance data for at least one year were obtained for 8,376

students (61 per=cent of those-who filled out questionnaires ).2

Since objective attendance data 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:

.

( ) fall_Questionaaire Includes program participation, attitudinal and

related information baSed_on responses tl he Fall 1981 Student

questionnaire 6y 13,337 students.

(2) Complete Attendance File: Includes available- attendance, grade level, and

school district background (e.g., size, location,. etc.) data obtained froM.

school records for 8,376 INipi/Aliska Native students for the school:

years from 1977-78 to 1981-82. These students are a subset of the 13,13

.who filled out, questionnaires in the fall.. As the largest body of

itt dance data, this file was used to calculate overall mean,, attendance

rates for Indian students and to. examine differeues in attendance levels

'by-grade and by varying school district characteristics.

Mer9ed AttendancerFile: Includes attendance, attitudinal, standardized

reading/and mathematics achfi vement test scores, demographic

aracieristics and school district characteristics (size, location,
, /.

iP/ .
.

28istrict-level anestudent-ievel factors werelaboyt equally associated with
_,

the unavailability of attendance data. -Attendance data were simply unavailable
in 17-of/the 115 school districtS included in the sample, which included 2,473
of the 1`3,737 students who filled out questionnaires. Attendance data were not
obtained in these districts be use the data: (1) coUld.not,bel.eleased without

;

-viola bg scllepl diptrict potft s concerning confidentialiiy442) were
tnacce-sibleTor impractical to retrieve (e.g., records were:kept in individual
study -t files by the student's-teacher, often iff:severalschooli);-(3) had been
'destr_yed due to fire; or(4) on indiVidual,students for past.years were not
retained (i.e., only aggregated data were ava'i'lable).. Attendadte data were

*'unal.iiiitable for the remaining 2,888 students who filled dh questionnaires
because: (1) individual student irepords were miss4ng or_had.been misOlaced or.
(2)/students had recently moved'ibtO the'school district: .

SOCIATES. Ut
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on students who completed both the Fall-and Spring Student

.Questionnair=es. This file was used to conduct analyses concerning the

influence of various factors on Indian student'attendAnce levels. The

6,597 students in this file are a subset of the two files Previouily

described-.

In the Merged Attendance,File; students who attended 75 or ewer days of

school were excluded from'fhe analyses for that year. This was done

because such low attendance suggested a transfer during the school year or

other factor which, could have introduced an artifact into the measurement

of school attendance..

Todeterminewhether the subset of students used for the attendance analyses

varied in attendaricalevels from.the total student sample, the students in the

Fall Questionnaire File were compared with the students-in the Merged- Attendance-

File on a self-report:five-point scale item which asked "How often do you attend

school?" by selecting one of five categories.3 Mean scores for both data files

are quite similar. For grades 4-6, the mean is 1.84 for both files. For grades

7-12, the means for the Fall Questionnaire File and Merged Attendance File are '

.1.68-and 1.58, respectively. in addition, frequency diltributions for the two

files show a similar pattern for both grades 4-6 and grades 7-12. Thus, no

meaningful bias seems to have been introduced at.either grade range when using

.subset of all sampled students.

a !

Students in the Complete Attendance File (N = 8376) were also compared-for

possible differenCet in attendante rates with the subset of these studentSin,fhe

Merged AttendanceCrile.(N n 6597) en the Amber of school days attended d6ring

the 1980411 school year The meap number of days-attended,by students in the
. .

3The scale was-as follows: 1 -4 Attend _alt of the time; 2 Attend most of the/
time; 3 4 Miss about one day a'week; 4 Miss about two days week and 5 n:Mi--

more than two day.s.a week?
.

7-(

217
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Complete Attendance File was 162.4, compared with a mean of 165.2 for the subtet

of students in the Merged Student File. Thus, the mean attendance figures for

the Merged Attendance File are slightly higher than the Total Attendance File.

Most of the difference can be accounted for by the exclusion from the Merced

Attendance file of students who attended 75 or fewer days (N = 137). The mean

for the Complete Attendance File'when these same students are excluded is T64.1.

As a final check of the attendance files, attendance data for 951 Indian students

not included in the Complete Attendance File were analyzed. These data were

obtained in 41 projects concerning Indian- students who did not complete the

student questionnaire, do to being absent from school on the day of the survey or

for other reasons. The means for thiS group were very similar to those for the

Complete Attendance File. In 1980-81,.for example, the mean days of attendance

for the two groups were identical (162.4 days).

Trends in Indian Student Attendance from 1977-78'to 1980-81 and Comparison of

Indian_ Student Attendance_Levelswith National Average: Indiah- student average,

attendance levels were -compared with national average attendance figures reported

by the National Center for Education Statistics (NCES).4 The NCES attendance,

averages havedkalso been quite stable over the.years. From 1960 to 1980, during
,711-4

Which time NCES published aver attendance- figures'for several (but not all of

the years), the average ranged from a lowof 159.5 days in 1974 -to a high of

163.5 days in _1966. There was no particular; trend in these data either upward or

downward.

Although there are some differences in methodologies used by NCES1and this study,

and some problems inherent in the data collected for both efforts, the,

principle used for calculating average attendance figures is the same. Both'

studies divide an aggregate days of membership figure (i;e.,total number of

school days attended) by the number of students There are two differences in

method fogies. Firt, NCES Uses aggregated data reported by states, whereat this

study uses individual student data. However, the data collected by NCES is

4An,attempt was made to collect disttictwidcdata on average daily attendance
the districts included in the sample. Many of the districts had not

piled 'attendance data- in a manner suitable for such analyseS, however, so

districtspecifIccomparisons were Griot made.



ultimately based upon individual students within the states. Second, NCES
A

averages are,based, in par on estimates of enrolimentcir aggregate days

,membership whenever states not report data in the standard form. Any

estimates calculated by NCB re based upon their past experience in gathering

enrollment and attendande ra over many years. In brief, the NCES data *tear'

to be comparable to the data in the study, since the principle used in

calculating averageattendande is the same in both.

An examination of mean Indian student attendance levels, shown in Table 7-1,

shows little change, varying from a low of 162.0 days in:1977-78 to a high of

163.5 days. n 1979-80. 'These figu,res are about the same as, or slightly above,

the national average of 161.6 days for 1975-76and 160.7 reported for 1980-81.

Another attendance "norm" was calculated tel 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 students within each state for whom

attendance dAta were available by the state average nuMber of days attended, as

reported by NCES; (2) summing the resulting numbers; and (3) dividing the sum by

the total number of students. This norm provides a more accurate comparison

bedause: (1.) the only states included in this norm are those where attendance

data were gathered on Indian students and (2) state average's were repre=sented

proportionally in the calculations according to the number of Indian students for

whom data were available.. The norm (mean number of days attended) calculated
,

using these piocedures was 161. for 1980 -81, about one day above the national

average reported by NCES. The- Indian-student averages,- shown An Table 7-1, are

about the-same or slightly above this norm.

As a final comparison, average attendance rates for Indian students within each

district were compared with the relevant state average. DistrictS were

categorized according to how many, days their Indian attendance rate- varied from

the state average. In more-than half (51%) of the districts, the Indian student

average attendance rate was hgher than the.relevant state average (see Table

7-2). In 37-percent of the districts, the' average attendance-rate was lower;

Given the methodological- issues involved-in data collection inc.analysis,

diffidult-to draw firm conclusions concerning relative attendance levels:of



-191-

TABLE 7-1,

AVERAGE DAYS OF ATTENDANCE REPORTED PER INDIAN STUDENT
BETWEEN 1977-78 AND 1980 -81

School Number of Days Attended
year Oy Enrolled Indian Pupils

N*- Mean Standard Deviation**

Estimated National Mean
Days of Attendance***

1980-81 8018 162.4 21.4 161

1979-80 6930 163.5 19.2 161

1978-79 6507 162.7 20.5 161

1977-78 5463 162.0 20.8 161

*The potential number of students about whom data could be collected decreased
each year by one grade cohort on each district (i.e.entering kindergartenerS
or first graders). There was also considerable attrition in the number of
students for whom data were available due to student transfers, data missing_

from 'school records for individual students, and the unavailability of data
for all students from several districts. for earlier years.

*The standard deviations associated with the Complete Attendance File are
larger than:might:be expected. This is because of the inclusionAf a number
of students with very low numbers of-attendance days. When students' with
fewer than .76 dos of attendance are excluded, the, standard deviations are,
considerably reduced (1980-81, 15.7; 1979=80, 14.2; 1978=79, 13.8; 1977-78,
14.6).

,

The most recent national average number of school days attended per pupil was
160.7for 1980-81; the average foi- 1975-76 was 161.6. An examination'of
previous years' national average figures published by NC S since 196 shows

little variation-from'those reported iftve. National attendance figures are
presented in annual reports published by the National Center for Education
Statistics entitled Digest of Education Statistics.

Indian students and the popillation as a whole. It does appear,-hoWever, thatz

Indfan attendance is in_the_s-ame-range as that of the general population, and
.

that Indian attendance rates rinained relatively stable from 1977-78 to .1980-81.
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COMPARISON OF SCHOOL DISTRICT INDIAN STUDENT ATTENDANCE
AVERAGES WITH STATE AVERAGE ATTENDANC4RATES

erence in Days_When Overall,
tate Attendance Average` is Compared

with Indian Student Average
.within Each School District

Indian,student attendance average more
than five days below state average

Indian student attendance average
one to five days below state average

Indian student attendance average
from one-day less to` one. day more
than the state average

Indian student attendance average -
one to five days above state avirage

Number of
School
Districts

27.

9

Percentage
of School
Districts

28%

9

11

25 26

Indian student attendance average 24- 25'

more, than five days above state average

These findings-contradict the.widelY-held'belie that attendance rates of Indians,

fall far-below those Oo White students. Efforts' were made-to locate other

research studies at the national level which compared attendance rates of Indian

-and-non-indian.students. The most comOrehensive recent study which was..ToCated-
_

(Coleman, 1966) found Attindence rates for Indian students to bejdentical.to

those for thpopuT;tion 1sta whole (95% for elementary students and 93% for

,secondary -students-). .The,eetults of the present-Study plus 'those. of Coleman thus7

bring-into question.tteLbellef that'indfan students have much lower attendance'
0

rates than othet= students. I.

-L
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Factors Affecting-Indian Student Attendance Levels: Two types of factors which -

could affect attendance levels were investigated: student demographic

characteristics and school district characteristics. The most striking result of

'these analyses was the lack of variation in attendance levels. The differences

between the -means for subgroups (i.e.,* students grouped according to demographic

and school district characteristics) were generally small, amounting to one to

three school days: The comparisons of the attendance levels by student

demographic characteristics are summarized first, followed by,summaries of the

%comparisons of attendance levels by school district characteristics.

of Student Characteristics on School Attendance: The effects of

grade level, sex, and socioeconomic status on school attendance levels are

described below:

Grade Level. Attendance data were gathered on individual students for each

year over a four-year period; Thus, the students at each grade level were

different for each year, since nearly all student were promoted one grade

each year. The means for each grade level in each year are shown in Table

7-3.

The attendance_data were first examined to determine whether attendance.

levels change by grade levels within each year. The. first comparison shows

that the attendance of indian-students _generally increased from kindergarten

through the fifth and sixth grades, held steady thrtugh-gradet seven or

eight, and then dropped. slightly in the high school gradei. These shifts

were;leherallysmall in magnitude; means for individual grade eleveli-withtn

years varied-from the overall yearly means-by more than three days in only

three of 36 cases, if those grade ieveli with very small N's were exc uded.

4
The attendance data were next examined to determine changes in attendance

levels for particular grades across years (i.e., grade 3, l977-784,,vs. grade

three , 197ar79); little change was fOund. The greatest difference in means

at a particular grade level is less-than -three days.

Sex. Attendance data were reported for a nearly equal number.o male (48%)

and female (62) -Indian students. A comparison of their attendance leVels,

g-22-



-194-

shown in Table 7-4, reveals only minor differences.

Socioeconomic Status: The socioeconomi..-. status (SES) of Indian students was

estimated by whether or not the student's school lunch was subsidized. SES

and attendance data were reported for a total of 3,143 students. (The

number was relatively low because inany'of the school districts failed to

provide SES data on an individual student level.) Of- the students'with

available data, 70 percent had subsidized school lunches, and-30 percent dta

not.'.The results ee Table 7-5) show that students with Subsidized school

lunches.(-lower SES) had consistently lower attendance averages than did

students
.

with unsubsidized lunches (higher SES). The differences in mean

attendance levels wereAmall; the greatett differences; 2.1 days, occu -ed

in 1977 -1978.

TABLE 7-3

MEAN DAYS OF ATTENDANCE BY GRADE
FOR INDIAN STUDENTS FROM 1977 -78 TO 1980-81

Grade- 1977-78 N

K 156.7 563.
1 159.5 904
2 162.3 831

3 161.4 .775
4 164.9 730

5 161.7. 544
6 164.4 467

7 162.8 321

8 164.9 314
9 168.3 4

10

11

12

T0TAL. 162.(1 5453

1978-79

I
155.5
161.8 886 166.7 f 15

161.9 1014 162.7 979 167.5
163.8 971 163.7 1066: 163.6 1140
164.1 885 164.6 1019 163.4 1183.

163.7 847 164.6 918 163.7 1135
162.6 .613 164.5 '886 163.3 1044

162.2 497 162.5 - 618 164.1 1057
162.3 380 163.5 496 162.0 700

161.1 393. 163.6 479. 161.3 667
137.0 4 161.1 443 158.5 559
-- -- 160.3 8 156.0 506
-- -- 157.3 9

19794

162.7 6502 163.5 6927 162.4
E
8013-
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TABLE 7-4

MEAN DAYS OF ATTENDANCE BY SEX FOR INDIAN
STUDENTS FOR 1977-78 TO 1980-81

(MERGED ATTENDANCE FILE)

Sex

1977-78

School Year

N 1978 -79- N 1979-80 1980-81

Male -164.5 1858 2207 166.0- 2382 165.4

Female 164.2 2081

.165.8

165 3 2448 165.8 2630 164.9

TABLE 7-5

MEAN DAYS OF ATTENDANCE BY SOCIOECONOMIC'STATUS
FOR INDIAN STUDENTS FOR 1977-78,TO 1980-81

(MERGED ATTENDANCE FILE)

N

2839

3090

Socioeconomic
Status

Lower (eligible for
federally subsidized
school l-lunch)

Upper (net eligible
for federally subsidized
school lunch)

1977-78

1337

612

1978-79 N

'1495

677

1979-80 N

1693

756

1980-81

1991163.8

165.9

165.3

166.5

165.3

167.3

165.5

166.2

Tr

e Effects of Schooi District Characteristics on Attendance The effects of

various school district characteristics on Indian studentrattendance are

-presented below:-

Location'., The school _districtsAncluded in the Part Aimpact evaluation

wereclassifi4d.into four location,types:

rural locations; urban, non .metropolitan-

location. The schOdl distriCis 16 other

overall attendance acrosp,the years; only

level fOund in another location -metrppOli

on or near-reTervation; other

ocations;,and'metivpolitan
.

rural areas shbwed the highest

in 1977 was .a higher attendance

tan (see Table-1-6 ) . , However,
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the attendance levels in all school district locations closely p aralieled

the overall means for each year; varying at most by about three days.

Indian Density. The school districts included in the Part A ini P-4a

evaluation were categorized by the density of the Indian enrollment in

each. There were four categories: .0001-5 percent Indian enrol -10MM4

percent; 20-70 percent; and over 70 percent. ..Sthcx0 districts writti either.

high or low density of' Indian students showed `the highest mean uttetclance__

levels across the years, but attendance in all districts varied less than 4-1"- t

three days from the overall Mean (see Table 777).

TABLE 7-6

MEAN DAYS OF ATTENDANCE BY LOCATION
FOR INDIAN STUDENTS FOR 1977-78 TO 198041

Location 1977-78 N

2224
an near
reservation 161.9

Other rural 181.6- 1903

Urban, non
metropolitan 161.1 580

Metropolitan 163.9 nt
TOTAL 162.0 5463

1978-79 1979-80 N 19810-81

160.9 -2623 161.0 2828 1519.9 6A,
t

164.2 '2398 167.0 2420 1645.6 2771 ii

162.3 653 162.3 792 1.62.6 8413

164.2 833 163.4 890 16-1.2 103=

162.7 6501 163.5 6930 162:4, 8017V-

TABLE 7-7

MEAN DAYS OF ATIOIDANCE BY.DENSITY OF INDIAN STUDENTS
FOR 1977-78 TO 1980-81

Density of -
Indian _Enrollment 1977 -78 1978-79 __PI' 1979-80, N _798008181

.0001- 5% 163.2 1043 164.7 - 1389 165.5 .:1387 162,6 -.-

5 - 20% 161..2 .L1489 .161.7 1723 162.:.0 1937 161,2--

20 -. 70% .- 161.3 .1753 161.5 1950- 163.6, 2114 162,9.

Over 70% 162.9 . :1168 163.4 1445 163.6 1492 163.-0 ,.

TOTAL 162.0 5463. 162..7 6507 163.5 69 162,4 81T^
5
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Geographic Aeion. The data on Indian attendance were analyzed by

geographic reion. Attendance was more-than three days higher than average

in theSoutheemLstern--region of the country. Attendance was more than three

days. lower themn average in the Dakotas, California, the Northwest, and in

Arizona and New Mexico. The lowest attendance figures were from the Dakotas

and Califmmiiaa which were each approximately six days below national Indian

stunt means.-

Part A Project Efforts to Improve Attendance: The Part A projects varied in the
_

extent of effort; upended, in the year 1981, in attempting to improve the

attendance ofindlemn students. The extent of effort was measured by the reported

.average minter/of t-3ours per student' per year applied-in'improving school

attendance. These data were merged with the-attendance data for the in

Indian studet. The mean attendance trend for students with zero hours of

attendance ffort was calculated and used as a reference group.
4
The remain'

Projects were categorized by the number of hours of effort applied per student
./

per year inimproviingattehance. The students in projects in all but one
/

category of hours apf effort had attendance trends indicating -a lower level of

attendan6einthe ,ears 1977 through 1979 than did the studentAin7projects

expendingpend pg zero effort on attendance. In other words,Projects that had students

.with relatively louor attendance in the yeart 1977 through 1979 expended effort on

improv/ing attimdane; projects with relatively high and stable attendance''

expended zeroefforlt.

The/projects reporing 21-40 hours of effort per student deviated from the

pattern. ThestudesmntTin these projects had attendance levels higher than did..

students inprodeci=s applying zero effort. However, these students showed a
J

trend of,dedthing attendance from 1978 through 1980, although the actual level

was relatiqhighs-in all theee years. These projects seemed to respond to;this

decline in attendarahre with an application of 21-40 hours of effort ter student,

on the average, to bring attendance back to the level of earlier years.

Projects thatexpenwded,41-80 hours of effort -on improving attendance had'students

whPtended.to imProwve their attendance each year, at a.slightly decreasing rate,

from a level four d s below there erehe group in 1977 to4:justabove the

reference 'group-anal the grand mean-in 1980. Projects that devoted 81-160 hours,

226
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h__3.d students who had shown a sharp decline in attendance from 1978 (the earliest

data available for these students) to 1979. Their 1979 level was six d6,s below

_Jrle grand mean and reference group. Between 1979 and 1980, there was a sharp

--ricreaSe in the attendance of these students to the level of the grand mean and

o---F the reference group. Projects that .expende&over 160 hours (up to,several

h ndred hours reported per student per year) had students who had steadily

dsoeclined in attendance from a point just below the reference group in 1977 to a

1-evel-about three days below the reference group in 1979. -These students: showed

,a very slight improvement between 1979 and 1980, but were still a -full day below

t e -reference group and the rand mean.

Attendance Gains for Students with Low Attendancein_1979: The longitudinal

aamlalyses considered all-students as a group. To-assess the impact of Part A

vi-ojects on students-who were in particular need of help An attendance, an

annalysis was conducted orlisubgroup of students with attendance of 160 or fewer

d Qays in 1979. This Low Attendance Group contained 386 students and was divided

imito two classifications: a Successful Group, which had had a gain of 15 or more

d Sys between 1979-and 1980, and an Unsuccessful Group that had gained fewer. than

1 days.

1111e analyses compared four groups of students:. Unsuccessful Group, Successful

Goup, Total Low Group, and. Total Students. The differences among the groupSare

tlresented in Table 7-8. The mean' difference of attendance between 1979 and 1980c

foor the Low Atteance GrAup was much higher than for the Total a-alp, indicating

_ tillat,-overall, these students had tended to improve attendance tovgreater

ezictenethan had the average student. This difference, however, could be at least

prtially accoynted for'by regression to the mean. Of the Low Attendance Group,

s=1:udentsin the Successful Group had,a very high mean difference of 36.1 -days,

the students in the Untuccessful Group had a-mean_loss of 2.7 days between.

79 and 1980. The Successful Group represented 46 percent of the Total Low

71ttendance Group.

0ifferences existed among the groups. based on the mean number of hours of effort

upended by the. Part A projects during 1981-82 to improve attendance rates.

Pmi-ojects serving the students-in the Successful Group expended a much-larger mean

number of hours on improving attendance_ than did projeCts serving ,the students -in
. :
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,other groups (see 33ra e-7-8). The causality of this relationship is complicated;

however, by the fac=t- that the information about project effort was collected for

aperiod'1-2 years after the data on student attendance.' If project effort on

attendance is relat=ively stable across years, these data may indicate that

projects with inWritive special programs were successful in imprOVing the

attendance of low amttending studentd..*However, the-number 'of, students who showed

such improvement ism extremely small (4 percent of the total group).

TABLE 7-8

MEAN DIFFERENCES IN_ ATTENDANCE MEANS IN DAYS BETWEEN
1979-6E10 AND 1980-81 AND MEAN HOURS OF EFFORT EXPENDED

BY PROJECT TO IMPROVEATTENDANCE IN 1981-82

Student/
Group/

hsucces ful
Successful'

Total Ow attenddnc=e
Total tudents

N
Mean Days
Of Difference

Hours Of
Effort By Project

207 - 2.7 Days 25.5 Hours
179 - 36.1 45.7
385. 15.4 35.0

4516 0.2 25.0

Loc a Ratings of 0ject Impact on.Attendance

In addition to the attendance data collected from sthool'records,2thestUdy also

co lected informati-on- from teachers of Indian-students, Part. A project staff's,

ad parents of Indi an students. All three respondent*Ou0s reported that. the =;

A project had produced a positive impactsin student-attadance. Project

fs were most po-sitive in their ratings (mean = 3.14 on i scale of 1 =.No

impact, -2 = A littloe, 3 3 Some, and 4= A great deal).-- Teachers gave somewhat

dower ratings (mean = 2.83), and parents gave the lowest ratings 1Mean_=

--,4-shown in Table 7-9, ratings for all groupsWere.highest for projectt'on-or,

near reservations °mar in other rural areas, and were lowest forpojects in

metropol i tan areas.

-228
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TABLE 7-9

MEAN OF PROJECT I-Pi:Cf:-I-RATING WATTENDANCE BY LOCATION
OF SCHOOL DISTRICT*

Location Type N Staff Teachers

On or near reservation ** 38 , 3.25 - 2.97
Other rural 29 3.25 2.96
Urban 13 3.04 2.76
Metropolitan 21. 2.83 2.43

Par- s

2.69
2.39
2.36
2.00

* Rating Scale: No impact =- 1 A-little = 2, Sc
** Difference between locations for all groups:

3, A great deal 4

= 8.95,, df 1 3/291, p 4><: .001.

Ratings were higher for those projects that specifically devoted, hours to
,

improving attendance, but even,those projects that did not formally devote

efforti to attendance were rated as having a little to some impact (see Tabcole

7-10). The specific number of hours deVoteil to improving attendance was nowt

systematically related to ratings of impact.

MEAN RATINGS OF THE IMPACT ON ATTENDANCE
BY HOURS OF PROJECT EFFORT QN ATTENDANCE*

Hours Per StUdent
Per Year N, Staff Teachers Parents

41 2.92 2.69 2.32

1 - 20 24 3.40 2.93 2.46

21 - 40 12 3.15 2.88 2,12
41 - 80 17 3'.24 2.95 2.56

81 or more} 7 3.29 2.91 3.03

* Rating Scale: No impact
Difference between projects for al

tle =,2, S
groups:

2 9 9



Dropout and Retemtion

A review oft-he literature on'school dropout reveals that 'Alan students share

many of thesaie characteristics and reasons for dropping out of school with

non-Indian studemts. 'However, attention must also be paid to certain

culture-specific factors associated with Indian lifestyle and environment.

Acccordingto5i (1974), Indian non-Participation and failure within the

educationaliystemem arises from the system's lack of relevance as perceived by

AmericancIndmv;; coupled with its failure to deal with Indian cultural'

traditionski viRslues. Many Indian families still operate on the basis-of a

mutual sharing ow.reciprocal relationship wherein family needs take priority over

the demAndsoftiEle larger, majority society. Hanks (1973), for example, found

that Indiandmp=buts frequently cited their being needed at home to care for

younger siblings and elders as a reason for leaving school.

Other familly.Wliaated factors influencing dropout include mobility and family

cohesion. Wax amid Wax (1964) found a higher frequency of-dropouts among Indian

high school studnts when-the father-was irregular4remployed. Brown (1973)

showed th4tdropt=its were characterized by factorS indicative of instability in

baSic familymliestionships. Moreover, on a practical level, Indian students

frequenthrdiscruee'little relationship betiveen educational leVel achieved and

jobi'acquirldby their parents and older siblings (Kleinfield, 1973).

The generaltradlitions and customs of the student's culture may influence the
---

student. While t=his- is particularly the case with Indians from rural/

reservatiortareasm, even those living in urban areas (where the cultural

expectations are not as great) report confusion about primary. culture and

_Aominant culture expectations* and difficulty.in adjusting to competition and the

teacher - student Ilearnihg style of schools.

While many of thee` factors influencing Indian student dropout have een

identified, it imm'far-more difficult to determine the actual ra at which

dropout hasoccurre& There havebeen.a number of studies which have reported

Indite Stddetdropout rates. Dropout rates contained in the studies (presented

min Table 7 -11) reange from 14 percent to 60 percent substanttally higher than*

those of Allegenral population.
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To=ABLE 7-11

DROPOUT RATES IN THE= INDIAN AND GENERAL STUDENT
POPULATIONS AS RE:PORTED IN THE LITERATURE

S:urvey
Date Sample

Indian Overall
Dropout Dropout
Rate** Rate

Author and
Publication

',Date

N4stional

1959
160

1960*

163
1967
1969

970*

1975*
1976*

1978

Nattional
Tcrtal BIA Schools

Nem lanai

Tcytal BIA Schools
Nattional
Teltal Indian Population

National

Percentages

51%
60

27

60
60
40

16

National
National 15

Total BIA Schools/

Regional

40

22%
30

14

Coombs (1959)
Thompson and Nelson

(1963)
U.S. ComMission on

Civil Rights (1978)
33 Davids (1963):-.
-- Bryde (1967)
26 "Kennedy .Report

1969) '

U.S. Commission on
04'11 Rights (1978)

25 Grant (1975)
.5 U.S. CommiSsion on

Civil Rights-(1978)
Hopkins (1978)

12

1968 Northwest 50'
1969 Scputhwest 39
1976 Noirthwest 48

1974 New Mexico 26
1978 Seattle 19

1978 Minneapolis
C Junior High udents) 50

1981 New Mexico / 14

25
10

Winger- (1968)
Bass (1909)
U.S. Department of
Interior (1976)

Norte, _(1974)
Corwin (1978)

6 Squires: (1978)
9 Young- (°1981)

Data were acquired throughU,S. Cen=sUi procedures. These studigt tend to under,.
represent Nlartive Ar*icancit'4eqs. Therefore, At should not be surprising'
that thvatitarefl7ct lower dropoutrates.

.

.
.

,

..),m-rbese widellaf vary rig ratei:may be demie, in part, to differentmethodologies and .

ii
definitions._ For exampitvin,its pommriodic pdpulation surveys, the U.S. CenSUs
Bureau defines a dropoutlia:persolon between 16 and 19 who not enrcil led in .

School and who has not received .a h710 schOoldiploma.- The Census Bureau alsb.
tends to mulderrerreumt minorities. Selinger (1968), by contrast folloWed a
longitudinal .s le., of gradeamrs, at.they progresSid. through or left school./,

.
--- y-..-/'

231
111TZLOP'31XNV,
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In order to get a more systematic picture of the trends in Indian student dropout

over the past dedade, information was colledted on the academic and occupational

histories of a random sample of 2,098 Indians and Alaska Natives who were

sophomores in high school at the visited Part A project site during the academic

years 1970-71, 1972-73, 1974-75, 1976-77, and 1978-79. The objective was to

determine if there were changes over time in the educational patterns of Indian

students wWfitended schools receiving Part A funds.. Subjects were-almost

-equally divided by sex (male = 1004, female 7 1,063). Because ethnicity data on

forMer students were more consistently available for the middle and latter'half

0f.the 1970s, the total number of subjects concerning whom follow-up data were

collected was greater in the-later years (1970-71, 357; 1972-73, 371; 1974-75,

416; *976-7.7, 453; 1978-79, 462)*.
4_ -

Of the subjects reviewed; 78 percent had graduated from high school, 3 perdent

had earned a BED,5 3,percent were in high school at the time Of the survey, and

16 percent had dropped out. A grouping of the dropouts by sophoMore year shows

no significant change from 1970 to 1979 (1970-71, 20%; 1972-73, 14%; 1974-75,

17%; 197617, 17%; 1978 -79, 15%). Distribution according to school district

location indicates that metropolitan schools had fewer dropouts and more

,graduates than did schools mother areas (Table:4-12). . At the time of the

survey, most of the dropouts were either enag'd in full or part-time work (50%)

or were homemakers (33%); a significant number were unemployed (20%); sOme.were

on active duty in the armed services (4%); only three percent were engaged in

'either vocational, technical, or academic training (Table 7-13).

5The three percent who earned a:GED may be considered to have.initially dropped
out, and then returned to complete their studies. However, in the-remainder of
...this chapter the more conservative definition.of "dropouts" (including only
-those who left school before graduation and did -not subsequentlycomplete their/

lstudies) used.
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TABLE 7-12

PERCENTAGE OF DROPOUTS AND GRADUATES, BY LOCALE*
(Weighted N=2181)

Project Location Dropouts Graduates

On or near reservation 960 17% 83%

Other rural 543 19 81
-78

.areas
Urban areas 276 22

Metropolitan 402 12- 88

The actual number of cases reporting information on this topic was 1,881. Th-

table does not include those still in high school or receiving a GED degree
after initially leaving school.

TABLE 7-13

CURRENT EMPLOYMENT STATUS OF DROPOUTS IN PERCENTAGES*
(Weighted N=244)

Employment Dropouts

Full or part-time work 50%

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 wae216. Data-.

presentedin.this table were-Weighted to mahrhe proportion of adttepts.
supplying infOrmation approximately equal cross all Part A projects.
Responset equal more than 100% due to multiple responseS, primarily homemakers
who are also employed.

230
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These results confirm the findings of earlier studies regarding the high

'incidence of Indian student dropout in public schools, and show that the trend

over the paSt decade has been relatively constant.

As noted, the factors that influence retention decisions are varied and complex.

Many, such-as family mobility and socioeconomic status, a7 outside the control

of the educational system proper. However, others can be dealt with and, as they

relate to Indian students, are appropriate concerns for Part A projects. -Thus,

the p'erCeived impact of Part A projects do reducing dropouts among Indian

AudentS was also examined.

Somewhat over half (58%) of the project directors of Part A projectsidentified 40

reducing dropout as a primary objective of their projects. Only 20 percent of

--the pricipalS at schools served by these projects considered "reducing student

dropoutt'and increasing student retention" to be primary purposes of the projects.

Information gathered from project staff, teachers, and parent committee members

indicated that Part A projects were perceived as having a moderate impact on

reducing school dropout. Project staff and non-staff teachers'of regular school.

classrooms attended by Indian students'provided mean ratings of project impact on

reducing dropout of 3.26 and of 3.05, respectively, on a scale from 1 (No impact)

to 4 (A great deal of impact). Indian parent committee member, provide mean

ratings 'of 2.99 Thus, while thre is no quantitative evidence from this _tudy

indicating a reduction in the rate of'Indian students dropping out of school

between 1970-1979, parents, school teachers, and project staff reported that Part

A projects have.haesome.4mpact in this 'regard

Conclusions

Several conclusions can be drawn from

pp

among the general student population.

below the'mean attendance rate for-all

he infohnotion presented.' First, it

is no greater among Indian students than

Second, where Indian student attendance is

Indian students, Fart A projects are

addressing the problem: with more time spent during seftool,hours as the problem

increases. Third, individuals with knowledge Of-the projects (project staff,

teachers, and parents) report that prOjects are,.-having some positive impact. on

attendance.
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Regarding Indian student dropout ratesi the data from this stAy are consistent

with previous reports. Indilgn.students 4o apparently dropout of school ata

higher rate than their peet. This is a continuing problem on which no hard

-evidence was found,to-support a view that Part A projects have had an impact.

While local perceptions of the role of Part A projects in reducing dropout were

positiv the Indian student dropout rate has remained relatively constant over

)
the past' ten years. It may be that where small numbers of Indian-students may

have been retained-as a result-of Part A projeCt activities, the local

perceptions o project impact may have been based on th0e cases, which may not

have been sufficient toAnfluence the overall retention tends. Also, the local

,perceptions of impact on dropout were recorded in 1981, while the latest data on

dropouts concerned students who were sophomores in 1978-79.

The findings that Indian students have'average or better attendance bu_ also much

higher than average dropout rates may appear to some obserVers to be

contradictory. A closer examination of the attendance data, however, indicates

that Indian student attendance divps significantly in the upper grades (9 -12),

-which is the timfovhen almost all dropout occurs. The findings may, therefore,.

- suggeStthat attendance and retention are related phenomena of the high school

level, but that retention-is not related to factors which influence attendance at

lower grade levels.
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CHAPTER 8: THE NATURE AND IMPACT OF CULTURAL PROGRAMS

The Part A Program specifically recognizes that many Indian children have

culturally related academic needs. The Part A legislation, and the associated

regulations that determine the use of funds, direct projects to address these

culturally related academic needs and permit a variety of approaches and

techniques tondo so. Specifically cited-in,the Part A regulations as permissible

are an array of cultural instruction activities. These include:

e Instruction in tribal heritage and traditions in the context of meeting
academic needs-and in Indian history And political organization, including
current affairs and tribal relationships with local, state, and federal
governments;

Creative arts, such as traditional Indian art, crafts, music, and dance; and

e Native language arts, including bilingual projects and the teaching and
preservation. of Indian languages.

Instruction in culturally related areas is of particular importance to the Indian

community._ Education is viewed by a great many as being-at the center of the

Indian community's current efforts to meet the rigors of contemporarySociety,

while strengthening the traditional institutions and values which make-up their

special "way of-.life." Compared with the typical non-Indian child, Indiak

children often bring-to the school a quite different set of values, outlooks,

behaviors. Some are linguistically different_and for many, their upbringing has-

given- them a perception of thingi, a world vjew, that is-different from the-

turo-Amerttan-World_view of most other children who enter the public. ichobls.

This has often caused problems for the 'Indian-and Alaska Native'thildren and

resulted in their being labeled as slow, learning di, abled, defiant, or simply

strange. Part A_projects are encouraged to use culturally sensitive materials

and techniques in program activities to fleet thete special educational or

culturally -related academic needs of Indian children.

The evaluation design fer--'the cultural component sought to assess both the-impact

of the Part A Program on-the students and the extent to which the local proJelts

respond to the desires of the Indian community. The methodology used involved

23G
TZ8



-208-

several respondents and techniques. Interview questionnaires. and rating scales

were used with district superintendents, project directors, project staffs,

parents, parent committee-members, tribal leaders,-and- Indian students. The

findings reported in this chapter are generally based on information from the 74

of 115 projects that indicated they operated a cultural component, with the data

weighted to make the findings statistically representative of the universe of

Part A projects with cultural componentS inAhe study sample. Bata from the

entire sample of 115 projects are occasionally used, since cultural activities

were often provided on an occassional basis (e.g., a field trip, special speaker)

even where there was no systematic set of activities or designated cultUral

component.

This chapter is divided into five sections and a summary. ,The first section is

an overview of major characteristics of the cultural initruttionprogram.

included here are the perceptions of knowledgeable groups as to the program's

relevance, responsiveness, and Importance; and7the responseof key groups on the

effect-of the program on the school district and the schools. The next section

describes the type and content of cultural instruction -- what was taught, by

whom, and-how often. The third section 'provides more detail on the program's-

impact on the school district, on parents, and on the Indian community. The last

two sectiohtthen-deal with the impact.on students, first as reported by-various

knowledgeable_sources, and later by the students themselves.

Overview of Cultural Pro-rams

Nearly two-thirds (64%) of the Part A projects proVided what they considered to

be a cultural program or a significant set of culturally related activities.

table 8-1 compares projects which do not have a specific cultural program with

those:Which do. In general, those with cultural programs received more funding,

served more children, 9ffered more serviceS, served Children from more tribes,

had a lower density of Indian Children,,and involved larger school districts.'

This is consistent with the distribution of culturil programs by setting: over

three fourths of the metropolitan and urban prbjects offered:prograft, as

compared with 62 percent of rural and only 50% of reservation projects. Thus,

the farther the projects were from a reservation setting, the more likely they

were to offer &Cultural program. 237



TABLE B7t

SELECTED CHARACTERISTICS OF,CULTORAL Yf RSDS NON.COLTORAL PROJECTS

(N n MS)*

Number an Project Located Host Indians Density*** of Total Enrollment Neap Number Neon Amount

of Number of in lletropolltan in Project Belong Indian Students in Dstrict of Project of Funding

Projects Services** or Urban Area to Same Tribe At Least 201 Over 06 Participant's for 1900-81

Cultural

Projects 550 2,60 44% 681 34 111$ 244 155,418

`Non.Cultural

Projects 315 lo96 20% 45% 24% 1 219 1117,009

*The actual pulber of projects was 115 (74 with cultural programs 41 without), Data were weighted to make the findings

statistically representative of all projects,

**The fOur services are cultural instruction, counseling- home.school,coordinition, academic instruction/tutoring,

*Degsity is the qmber of Indian students enrolled in the district divided by total enrollment,
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Within- the group of projects offering cultural programs-
1

ncreasing the

students' knowledge-and awareness of Indian history and culture" and "Increasing

the Indian students' pride in their ethnic heritage" were the most frequently

(69% and 73% respectively) cited-objectives. The most important single goal

cited was "Increasing, cultural awareness" (32%), followed by "Developing and

improving self-esteem as an Indian" (25%), "Increasing value and respect for

Indian or tribal heritage" (11%), and "Passing on the tribal culture "- (15%).

Within these projecXs,.th e was wide support expressed for cultural programs.

Indian tribal/community le ders and schboTdistrict administrators were asked to

rate the importance of the projects for Indian students using a four-point-

scale. Most respondents from both groups in projects with cultural CoMimnents,

rated their programi.as very important,*ith the tribal community leaders at 83

percent and district administrators at 74 percent. Most regular classroom
-

teachers were also supportive but less so. Fifty four percent responded very

important and 36 percent responded moderately, important -to the question "How

important do you think it is for Indian students to participate in activities

.pertaining to Indian cultural heritage?"

In addition, there was broad support from various groups in projects with

cultural programs for- specific instruction or activities-related,to Indian

history and culture:.' most tribal leaders (83%), Parents.of Indian children

(78%), parent committee-members (74%),, school principals (64%.), and teachers

(74%) felt that public schools have a specific responsibility.to teach cultural y

related,topicv. However,- a significant Proportion of the principals (20%) and

the teachers (13%) had. no opiniori regarding this responsibility. Since some

principals (16%) and teachers (14%) indicated they did not think It is a school

responsibility,,the high proportion of no- opinion appears to be.a genuine

:reflection- of their uncertainty on the. issue.

The typical Part.Acultural project off&ed cultural instruction and activities

an average of 2.5 hours per week, 28 weeks per year, for a'tetal of 70-hours per

year. The typical cultural prdgram had been in operation for nearly six years.

lUnless otherwise indicated the data presented in this chapter are based.on the

'subset.* 'of projects offering aspecific .cultural program; that is, 64 percent of- :-

the ,sample of 15 projects- or `74 .projects,
o4



Hest (96%) served students from more than one-tHbe; the average project served

12 different tribes. Consequently, almost all (92%) projects provided both

single and multitribal topics, courses, or activities. Indian student

bilingualism or Indian /Native language dominance played a major role in

determining the nature of the cultural program in only 9 percent, all of which

were located on or near reservations-or in other rural areas.

All cultural projects involved local Indian people in aspects of their cultural

instruction and activities, serving as instructors or assistants in cultural

instruction (99%), identifying cultural needs of students (97%), and developing

cultural programs and activities 195%). Indian community membert or parents were

involved in selecting or recommending textbooks in 52,percent of the projects and

other educational materials in 64 percent of the projects. Parent committee

members had also been consulted about what should and should not be taught in

their diltricts' cultural programs, according to over half of the Indian

community-members (62%) and project-staff members (57%).,

The majority (79%) of cultural projects had been-able to icquird sufficient

cultural materials and resources. tot.carry out their programs adequately., fey

-had.received these from various sources, including-. commercial publishers (83%)i

theAndian community and/or tribe (67%), the school districts (50%),Ithe Indian

Education Resource and Evaluation Center (46%), the SEAs (34%), the Office of

Indian Education (27%), the Bureau of Indian Affairs (20%), and miscellaneous

,other sources (15%). Forty-one percent of the cultural programs al$o received

Materials from other Part A projects.in the form of curriculum materials,

audio-visual materials, aid crafts supplied. and materials.,

Instrudtion and. activities in most (77%) cultural programs took place during the

schoolAay and utilized school facilities. However, activities and instruction

also tookplace after school hours in 74 percent of the cultural projects, so-

most cultural programs offered flexible schedules. The cultural program was

considered a part of the overall school program in over half 1F%) of-the school

districts. 'Cultural program coordinators from:projects with cultural activities

integrated into the regular school program found this to be an effective. approach

primarily because they believed it made the program more effective or successful

(23%), developedpride in Indfan- heritage/positive self -image (20%),alloived



greater participation by students (1

implement program (9%)
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and allowed teachers/aides to better

The staffs also reported that the cultural program was considered part of the

regular school progrg6 much, more frequently in school districts located on or

near reservations (84%), in other rural areas (70%), andainHurban,

non-metropolitan areas (50%) than in districts located in metropolitan areas

(15%).- This suggests-that the concentration of students on or near reservations

or in other rural areas made it-easier to incorporate cultural programs into the

regular school program, whereas their dispersion in metropelitan areas required

an' extracurricular approach.

Forty percent of the cultural programuvere not considered a part of the regular,
-

school_ program. By location, coordinators4of 14 percent of the on or near

_res-- -_nt -f, the urban,_

and 82 percent of the metropolitah projects-said this was the case. The Most

frequently given explanations were: cultural activities were not a part of the

curriculum (34%), studpnts were scattered throughout the school district (23%),

holdingcultural activities after school was the most convenient time (22%), and

cultural activities conflicted with events occurring during the regular school'

day (18%). The coordinators.in 55 percent of these projects-indicated that the

parent committee had requested ihe separation; in 34-percent the decision had

been made by the school administration or staf and the parent committee jointly,

and 11 percent by the school administration or staff.

In the cultural projects which had been integrated into the regular school

program, integration had not limited the instruction or activities offered in 77

percent of the projects. 'Id .the prOjects where integratioh*limited the

program (23%), the primarylimitatiOns:invalved: the selection of activities

limited by the schedulesorlby time (33%), religious topics. which could not be

taught in school (29%), a competition for teacher time or competition with other

programs (15%), only one cultural class allowed at each school (12%), and

Cultural programs that could provide instruction only in,tchool or

district-related objectives (11%). However; most (97Z) project coordinators -

indicated that the schools provided tune to Indian students to attend cultural

activities:
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Indian community members (tribal/community leaders, parent committee members And

parents), school administrators (district-administrators and principals) and

project directors and staffs were asked to rate their satisfaction with their:

local cultural programs. :Nearly half of the district administratives (49%) and

the Principals (47%) were very satisfied and one-third (administrators 35%,

principals 28%) moderately satisfied. Moreover, the principals indicated that

the cultural instruction Provided by their Part A projects was very (59%) or

moderately (25%) valu'le to Indian students. Indian community members'

respnnses were similar. *en asked how satisfied they were that their local/
I

projects were meeting the cultural needs of the Indian students, the majority

(59% or more) of the- tribal leaders, parent committee members and parents were
I I

slightly to very satisfied,"and 40 percent,of the leaders69 percent of the
fj

committee members and 20 percent of parent's were satisfied or very satisfied.

were least knowle -eable:, 29 percent indicating they did not know.

The parent commit members were the most dissatisfied (17%), and the pa-e
I

nts

Il_

.

/

District administratives and principals were asked whether the Indian students

had special educational or culturally related needs addressed neither by their.

Part A projects nor other programs in their distri;ts. While just ,under half

(47i) of the district administrators reported there were some such needs not

being addressed, most 83%) of the principals, who are generally closer to.the

students, did not fee this was the case. The views of the principals generally

agree with those expr aced by project directors, who indicated they were very.

-satisfied (39%) or mciderately satisfied (63%) that the cultural 'needs of Indian

students were being pet.?

Types of Culturallinstruction and Activities

Detailed information was gathered from 72 of the 74 cultural projects to examine

the types of cultural instruction and activities provided through cultural

programs. Data from an Inventory of Instruction on Cultural Heritage were

provided by the project staff from each of the cultural projects and provided the

243
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oitiasis for this description. 2
'Inventoryinventory contained specific questions

covering: (1) what was taught in eight major categories of instruction, which

incorporated up to 27 major topic areas, (2) who served as the instructor in each

area, and (3) how often was instruction provided in each area. The eight major

_categories of instruction are:

1. Crettive arts and crafts;

2. Indian (tribal) history;

3. Indian ftriballcultural heritage (e.g., moral and ethical values,
knoWTedge and preparation of foods, hunting and fishing, traditional
society, current_ and traditional beliefs and ceremonies

4. Tribal governments, (e'.g;i tribal government's role and policies of
.

federal government; current relationships with, and-.responsibility of,
federal government; contemporary tribal issues; study of federal
legislation; Indian tribal- law )-

S. Langua9e_preservation_and_development;

6. Indian literature (e.g., stories, songs, music, legends, poetryIndian

Comparative cultural studies, (e.g., studies among and between tribes,
contributions of Indiais, famous Indians); and

-ecial events,
_ndian Day/Week

.g., Indian awareness, Indian Clubs, field trips,

I Most-(89%) of the cultural projects proiided instruction in six or more of the

eight,categpries and 31 pejrcent, offered topics,frOm all eight. No project.

provided instruction in just one area.

As shown in Table 8-2, nearly all cultural projects,provided instruction or

activities in creative arts and crafts (98%), comparative-cultural studies (94%),

Indian cultural heritage (93%), and Indian literature 589%)-. Nearly all (93%)

also offered special events. Most provided instruction in tribal history (82%)

2The Inventory data were weighted to represent 530, or 61 percent of the
universe of projects in the study sample, or 97 percent of the universe of
projects reporting a cultural component.
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and tribal government (71%), but only 40 percent provide instrucpon in Indian

languages. A somewhat smaller proportion of cultural projects located on or ilea

reservations offered instruction in Indian literature, Indian history, and tribal

government than did projects located elsewhere. However, a higher proportion of

cultural projects on or near reservations (45%) and in other rural areas (51%)

offered Indian language instruction than did projects located in urban,

non-metropolitan (34%) or metropolitan (25%) areas.

TABLE 8-2

TYPES OF CULTURAL INSTRUCTION BY PROJECT LOCATION
(Weighted N*530 )*

Categories.of Cultural
Instruction Total

On/Near
Reservation

_

Rural Urban MeIraFpll a:

Creative arts and crafts 98% 94% 100% 100% 100%
Comparative cultural studies 94 93 96 93 93
Special 93 79 95 100 100

Indian (tribal) cultural
heritage 93 85 95 93 100

Indian literature 89 77 95 84 100-,

Indian (tribal) histo- 82 69 92 73 93

Tribal governments 71 57 72 79 78
Language preservation 40 45 51 34 25

*The total number of cultural projects providing data was 72. The data haye b-en
weighted to make the findings representative of all cultural projects.

The findings concerning the method of present on of cultural instruction, as

presented in Table 8-3, show that almost-all of _he cultural projects provided

some formal instruction in arts and crafts (95%) and comparative cultural studies

(93%). For all categories of cultural instruction, formal teaching was used more

=often than informal discussion.- Of-course, in many. projects the differint topics

within each category were both taught formally and discussed.

24 5
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TABLE 8-3

PRESENTATION OF CULTURAL TOPICS*

Categories of Cultural
Instruction

Creative arts and crafts
Comparative cultural studies
Indian,(tribal) cultural heritage
Indian literature
_Indian (tribal). history
TribAl governments
Langdage preservation

*;Special events ere not included.

N*** Taught Formally Discussed On y

522 95% 5%

497 93 7

494 86- 14

474 75 25

437 71 29
377 56 44
212 63 37

*"Discussed means the projects did not preient the topics in a formal
manner but provided' information informally as the topic arose during class o
discussion

sl

**The total Turber of cultural projects providing data was 72: The data have-
obeen weighted to make the findings representative of all cultural-projects.-

As shown in Table 8-4, special instructors/local resource persons were used. in

over four-fifths (85%, 35% alone and 50% in combi4tion'with.project staff) of

cultural projects providing instruction in arts and crafts-and in well over half_

of the projects providing instruction in comparative-cultural studies (62%),
_ .

Indian cultural heritage (60%), and special events (62%). Use of project -staff

was greater thansuse of special instructors/local resource,persons in all

categories of instruction except arts and crafts. 'A substantial number (16-50%)

of projects used both project staff And spediai instructors/local resource

pertoni to provide cultural instruction in each of-the eight categories, Thus,

since Special_ instructors /local reiouce perstins' were usually local Indian

peoPlei it appears` he projects made signifidant use of. Indian people as

instructors for,the cultural components.
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TABLE 8-4

TYPES OF INSTRUCTORS USED IN CULTURAL INSTRUCTION

Categories of Cultural Instruction

Special Instructors_
Local Resource

Persons-only'
Project

Staff Only Both

Creative arts and crafts 522 35% 15% 50%
Comparative cultural studies 497 16 38 '46
Special events 493 29 38 33

Indian (tribal), cultural her age 494 23 40 37
Indian literature 474. 30 49 20

Indian (tribal) history 437 22 62 16

Tribal- governments - 377 21 '57 22
Languege preservation 212 31 51 18.

*The total number of cultural projects providing data was 72. The data have been
weighted to 'make the findings representative of all cultural projects.

Projects provided instruction in different cultural topics with varying degrees

of regularity.- Projects_were asked to indicate.-the-frequency with which they

taught or provided instruction for each tapic or activity they listed. The

responses- ,shown in Table 8-5, were grouped into three categories:

Least frequent taught or provided once a year (or no more than four hours
per year) up to several times a year.

Moderately frequent - taught or .provided 9-40 hours per year, or one hour
per month up to,s6eral hours per month, or no- more_than 1/2 hour ptr week.

Very frequent - taught or provided 40 or. more hours per year, or. at least 1
hour -per week.

Of the categories of cultural instruction, Indian (tribal) history was the most

commonly taught on a regular basis (57 percent of projects. where_ Was ,

'taught) followed by creative arts and crafts (47%). Not surprisingly. special.

events was the.least frequently offered category of cultural instruction or

activity. The overall mean .frequency-of instruction was moderate to very

-frequeft-for'-each-category except special events.

24
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TABLE 8 -5

FREQUENCY OF CULTURAL TOPICS TAUGHT

Categories_ of Cultural Insiuction N*
Least

Frequent
Moderately
Frequent,

Very
Frequent Mean**

Creative arts and crafts 522 29'L 24% _47% 2.18

Comparative cultural studies 497 25 33 42 2.17.
Special Events 493 59 25 16 1.57

Indian (tribal)= cultural heri age ,494 33 30 37 2.04

Indian literature 474 29 35 36 2.07

Indian (tribal) history 437 14 29 57 2.43
Tribal governments 377 36 26 38 2.02

Language preservation 212 27 31 42 2.13

*The total number of cultural projects providing data was 72. The data
have been weighted to make the findings representative of all cultural projects.

**Rating Scale: 3 = Very.frequent, 2 = Moderately frequent, 1 = Least frequent.

Key: Least frequent:= once up to several times a year.
Moderately frequent = 9-40 hours per year, no more than 1/2 hour per week.
Very frequent = 40 or more hours per year, at least 1 hour per week.

The general satisfaction of Indian community members, school administrators and

project staffs with project efforts in meeting student cultural needs was

reported. Students were also asked to rate the importance of selected cultural

topics. Table .8-6 presents their-ratings broken down by students who were and,

were not involved with the project. Four of the six topics indicatehigh

degree of importance with a mean score of 4 or more at the elementary

These topics (learning about Indians, going to places of 4ecialintereSt, doing-

thins us with other Indians in school, and using materials with Indian relevance)

were elsci most important at the secondary level, although tley were rated

slightly lower. It is of interest that speaking the triballlanguage and having

Indian teachers were rated less important by,both groups.

Finally, Table 8-6 shows that these topics were almost as imor ant to not

involved students as to those who were involved. This tends to confirm the adult

Indian cow .ty view of the importance of cultural instruction.
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TABLE 8-6

. STUDENT PERCEPTIONS OF THE IMPORTANCE OF SELECTED TOPICS
BY GRADE LEVEL AND INVOLVEMENT IN PART A PROJECT ACTIVITIES*

Important

(1)Learning about Indians
or your tribe in
school.

Vel-y

5 4
*

Grades 4-6

Those involved 59% 17% 17%
Those not involved 45 . 18 22

Grades 7 -12

Those involved 37 25 27
Those not involved 28 28 29

(2)Speaking your Indian
or tribal language.

Grades 4-6

Those involved 28 12 21

Those not:involved 21 13 22

Grades 7-12

Those involved - -25 20 27,
Those not-involved 22 18 29

Having teachers
in school who are
Indian.

Grades 4-6

Those involved AZ 15 21

Those not involved
, .

31 15 26

Grades 7-12

Those involved 31 24 24
Those not involved 24. 23 26

4%
7

7

11

16
14

10

14

Not
.Important

1 Mean

4.2
3.9

3.8
3.6

28
33 ,

3.0
, 2.8

12 3.3
17 3.1-

16 3.6
2Q 3.3

11 3.5
12

The actual numbers of students who answered the quest ons were: grades 4 -6 -
Those involvedi:A=2597Those not involved: N=746; Grades 7-12 - ThOte involved:
N =3098, -Those not involVed: N=196;
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WT
TABLE 8-6 cont.)

ImportantImportant

Not

5_ 4 3 2
L

1 Mean

(4)Going to places
and events special to
Indians or your tribe.

Grades 4-6

Those involved 57% 18% 15% 4% 6% 4.2

Those not involved 46 19 19 6 10 3.5

Grades 7-12

Those involve_ 45- 25 19 3.9

Those not involved 33 31 24 3.7

(5)Doing special .

things with other
Indians in school.

Grades 4-6

Those involved 48 22 17 7 4.0

Those not involved 36. 19 23 14 3.5

Grades 7r12

Those involved 37 26 9 3.8

Those not involved 27 27 13 3.6

(6 )Having materials/
books that tell
about Indians pr
your tribe in your
classes in school.

Grades 4-6

Those involved 50 19 v18 7 4.0

Those not involved 40 20 21 11 3.7

Grades 7 -12

Those involved 36 25 10 3.8

Those not involved 28 23 2_ 12 3.6
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Impacts of Cultural Programs on the School District and Indian Csmunit

The impacts' and influences of cultural programs on school districts were assessed

from two perspectives: .whether specific activities started by Part A cultural

projects had become a regular part of the school program, and whether the school-

curriculum materials or other relevant items had changed.

Earlier in the chapter it was reported that 57 percent of.the school districts

considered the cultural program part of the overall school program. In7addition

in nearly half (47%) of the school districts with a Part A culturaeprogram,

-special cultural events, topics, or activities initiated by the Part A project

had become a regular part of the school program: The most frequently mentioned

were:. Indian Day or Indian Cultural Week (18%), arts and crafts (18%), guest

speakers and special presentations (17%), Indian history (17%), and Indian

language (8%). School districts on or near reservations (68%) or in metropolitan

areas (50%) were more likely to incorporate special Cultural activities into the

regular school program than were districts in rural (36%) or urban,

non- metropolitan (34%) areas.

In districts with cultural programs which did not incorporate special cultural

activities into the regular school program (53%), the reasons cited were:

cultural activities would be integrated if Part A funding ended (17%), the school

district was not interested (16%), the school district had not been approached

about such activities (12%), non-Indian stude could not participate (11%), and

lack of funding (9%).
I

According to staff responses, in 44 percent of the districts with cultural

projects, school curriculum revisions had been influenced by the cultural .

'programs. By the districts reporting reVisionsi,named were: indian'history

classes added (27%), cultural activities added-to the curriculum (22%), more time

spent .on Indian-history and culture (15%), arts and crafts classes added (13%),

Parent committee or other Indians consulted for recommendations 111%), and

greater awareness /sensitivity /interest in Indian culture (9%). In ov8i. half

(56%) of the districts with cultural programs, it was reported that the school,

curriculum had not been influenced because: cultural instruction was-a low

priority and was not needed (30%)rcultural instruction was just gaining
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acceptance (18%), the project was hampered by a lack of funds (12%), it was hard

to make an impact upon the state approved curriculum,(7 and there was a lack

of professional staff and a formal curriculum (5%).

This information was corroborated by the responses of-regular classroom

teachers. Nearly half (46%) of the teachers reported that they had made ch6ges

in their curriculum and classroom materials to better reflect Indian history and

cultural heritage. Of the changes that were made, the most frequent were: a

greater emphaiis on the place of American Indians in American history and culture

(36%).,_ the provision of some or more instruction On Indian culture, language, and

Indian place names (21%). These findings are also similar to those reported by

parent Committee chairpersons, where 64 percent of whoM felt there had been

changes over the past three years in what was taught about Indians in the regular

classroom. When-chairpersons who reported that there had been cheiget were asked

about specific impacts, the chairpersons reported some or a 13t of changes in

resource materials (62%), increased discussions on current affairs (55%), and

increased discussion of Indian hittory (52%).

The school district administrators were asked a similar question. They were

,asked whether the Part A projects had led to (1) curriculum revisions that

reflect greater accuracy and sensitivity to Indian cultural and history, and (2)

textpook adoptions that reflect greater accuracy and sensitivity to Indian

culture and history.' Over half (58%) of the district administratives- reported

that there had been curriculum revisions, and 40 percent-reported textbqok.

,adoptions. Asked to comment on their responses, 69 percent (of those who

commented) reported: more materials (books, etc.) concerning Indian culture were

available in the classroom and/or library (29%), a more culturally relevant

program-had been developede.g., more content On, and sensitivity to, Indiancontemn,
Culture and heritage (30%), teachers and other staff were now more involved in

the. selection of curriculum materials (14%); and the staff showed a greater

awareness of, and sensitivity to, Indian heritage, history,.and culture'(10%).

It is important to note that while all sources indicated yignificant positive

changes_had occurred, this was reported by more parents and administrators than

any other group. This is likely due to perspective and project connection:

A550
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-parents and administration were reporting on the project as a whole, whereas the

staffs' and teachers' concerns lie with the day-to-day administration and

classroom level developments.

m.acts of he Cultural program on Indian Students as Re orted b Others

A variety of respondents, including school administrators and principals; project

staffs, Indian tribal/Community leaders, and parent committee members, were asked

about the impact of the cultural program on Indian students:)Overthree-fourths

of both the schbol administratorS (81%) and school,prinCipals (79%) surveyed in

the cultural projects responded that cultural instruction and activities had

increased-Indian students' appreciation of their culture and way of life.

Project staff and parent committee members reported that their pflojectia cultural

programs had been moderately to very successful, with the greatest success tn:

making schools a better place for students (over two- thirds of each group),

enhancing pride and respect for Indians and their culture (almost three-quarters

of each gro0), and helping Indian students improve school perforMance (almost

three-quarters of each group). Of the two, project staffs consistently rated the

projects' success somewhat greater.

Project-staff members. al So. rated the extent to which the projects had helped

students in three specific cultural areas (see Table 8-7). Over 80-percent
.

indicated that the projects had been. of moderate.to a great deal of help in

increasing Indian student knowledge of Indian culture and arts and crafts. On

the other hand, 70 percent reported that Indian students were helped little or

not at all in.learning to -speak Indian languages, a reflectionLf the fact,that'

only 40 percent of the projects provided instruction in this area.

Furthermore, when asked to list the accomplishments of Indian students involved

in the cultural programs, Indian tribal/community leaders gave as their most

frequent responses: students learned more or becamk.more knowledgeable about
.
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TABLE 8-7

HOW MUCH PROJECT HELPED INDIAN STUDENTS IN THREE
CULTURALLY RELATED AREAS AS REPORTED BY PROJECT STAFF

(Weighted,N=1588)*

A Great Not at Did Not
Culturally Related Areas Deal Moderately-- Little All Answer

Increased student knowledge
of Indian culture and history 44% 39% 10% '2% 5%

Improved student Indian
language skills 8 21 49 14

Improved student Indian
crafts and related skills 30 10 3 6

*The total number of respondents was 268 from 74 projects. The'data were
weighted to make%the findings statistically representative of all projects.

-their culture, heritage, history, etc. (31%), students learned arts and crafts

and learned the uses and the meaning. related to the things they make and do

(30% )v.students have developed pride in themselves (27%), and studgnts have Made

cultural presentations, demonstratibns, and displays for- other groups ( 9%).
-4-

_Of the parent coMmitteepembers surveyed,. 83 percent indicated that the local

culturai_prograM -had helped Indian students.` Moreover,. 78 percent Credited

specific skills or gains, most frequently: students have learned aboZit their own

culture and history, or about those of o=z.mer Indians (5A); students have

developed more pride in themselves and their culture (27%), itudents hive learned

more about Indian arts and crafts.(25%).

_

Overall, a majority of all sour eported that the cultural componeneof the

Part A projects had bpd a si:gni ant positive impact on Indian students: over

two-thirds of those questioned indicated it had increased students' apprectation

of Indian _cultur-e and w owl eincrdasetLpridPa

and improved Indian students' academic performance.

254
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Impacts of the Cultura as Reported by Indian Students

--Sixty-seven percent, or 8,459, of as the Indian and Native- students - sur=veyed _

the spring of 1982 attended school districts with Part A projects operating

cultural components. The spring Student Survey Questionnaire contained two parts

with items bearing on the local cultural program. The first of these asked

students to-rate the importance of a series of cultural topics; it represents an

assessment of student interest in these cultural topics and activities and was

discussed earlier.

A second set of questions asked students how much they had learned about a number

of cultural topics. Only students involved in tHe local Part A cultural programs
.

completedlthis part. The results for elementary students, presented in Table

8-8, show that two-thirds or more students felt that they had learned some to a

great deal in each of the fifteen topic areas--listed. Indeed, the overall mean

rating for elementary students was 3.5 on a scale of 1 to 5. While a majority of

secondary students felt they had learned some to a great. deal about the sixteen

topic areas they were asked to rate (see Table 8-9), they generally rated their

learning lower with an overall mean of 2.9, although still indicating they '

learned something about these topic areas. As such, a majority of all students

in cultural programs,felt they had learned some about a wide variety of topics

concerning indian.history, culture, and heritage with elementary students

indicating more often than secondary students that they had learned a great deal.

Students were asked another set of questions to determine how much the Part A

staffs an project activities had helped them. Again, only students involved in

projects completed this part of the questionnaire. As indicated in Table 8-10

the scores tended to be at the high-end of the scale. Also scored were student

ratings of Indian events ( .2/3.1), visits to Indian historical places (3.2/3.0)

and Indian tribal games, etc., (3.2/3.0 and these scores were used in

tabulating overall mean scores by piroject setting as depicted in Table 8-11.

These scores indicate that students felt that project staffs and activities had

'helped them more than some, the midpoint of the scale. Indeed, the overall mean

scores at the elementary level were generally closer to a 4 rating. On this

DEVELDPACKSIT ASSOC4TEEI.
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TABLE

z

HOW MUCH ELEMENTARY STUDENTS IN GRADES 4-6

LEARNED IN THE CULTURAL PROGRAMS

(N=2546)

Cultural Topics

1. Indian history.

2. Indian arts and
crafts

Indian people of
today

Indian stories

Indian people of
the past

5. Indian music

7. Indian dances

8. Uses of animals,
fish and birds

9. Indian foods

10. Uses of plants

. Indian language

12. Indian clothing and
its decoration

13. The Indian family

14. The giving of names
and their importance

How Indian children
were educated

earn a --Erra-WD
Great-`Deal Some

40% 14% 29%

56 14 21

34 15 30

39° 15 29

37 14 -30

34' 11 28

18 12 27

36 14 27

39 14 28

25 12 32

33 11 27

40 14 29

41 13 31

30 16 34

33 17 29

. . Learn Anything Mean*

4 6 4.1

8 13 3.5

7 10 3.7

8 12 3.6

9 18 3.3

8 16 '1.5

8 3.5

7 13 3.6

9 22 3.1

7 13 3.3

6 12 3.6

6 10 3.7

8 12

8 13 3.5.

OVERALL MEAN

e same response ormair was use

scale from 1 = Did not lemm anyth
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TABLE 8-9

H0W MUCH SECONDARY STUDENTS-IN GRADES 7-12
LEARNED-IN-THE-CULTURAL-PRO S-

(N=2830)

Cultural Topics

1. Indian history

2. Indian arts & crafts

3. Indian people

earne a

Great Deal. .

17%

33

today 15

4. Indian st,ries 17

5. Indian people of the
past 22

6. Indian music & dance la

7. Special ceremonies 13

8. Use of animali,
fish, and Wirds 14

Preparatioh and customs
relating to food 14

10. Indian humor. 10

11. Indian language- '13

12. Indian contributions
to the development
of America 12

13. Iridian treaties 11

4. Indian values, and
beliefs / 16

Issues facing Indians
today 16

6. Use of plants as
food and medicine

.Some. . Learn Anything Mean*

17% 39% 12% 15% 3.1

20 .26 9 11 3.6

18 40 12 14 3.1

16 31 15 21 2.9

18 33 12 16 3.2

15 29 14 24 2.9

.14 29 17 27 2.7

15 31 15 26 2.8

17 33 16 20 2.9

13 29- 18 29 2.6

12 26 18 31 2.6

18 36 17 17 2.9

16- 35 17 22 2.8

19 35 14 16 3.0

19 35 13 16 -3.1.

14 27 17 29 2.6

MALL_ EAN_ 2.9

er

scale froh 1 m Did not learn anything to 5 Learned a great deal. =

INC.
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TABLE 8-10

RATINGS-OF HOW MUCH PROJECT STAFF AND ACTIVITIES HELPED
STUDENTS IN SELECTED AREAS BY GRADE LEVEL'

(Elementary Students, N=2570)*
(Secondary Students, N_2885)*

Extent To Which the
Part A Projects
Helped Students to

1. Do and study things
interesting to them

Grades 4-6
Grades 7-12

Enjoy attending
school

Grades 4-6
Grades 7412

Enjoy talking=about
what they have
learned with their
parents or others
at home

Grades 4-6
Grades 7-12

4. Feel that school
teaches things
important to
Indians like
themselves

Grades 4-6
Grades 7-12

Helped a
great deal Some _

Did not
help at all Mean

44% 15% 31% 4% 6% 3.8
19 23 40 12 7 3.4

39 14 32 5 10 3.7
21 22 38 11 9 3.4

' 39- 14 31. 7 9 3.7
18 20- 37 . 13 .12 3.2

35 17 34 7 8 3.6
16 19 40 _14 11 3.2

*Student data were not weighted; thus, the repoi*ted-Ns are actual numbers
of students from whom data werecollected.

2
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TABLE 8-10 Cont.

Extent To Which the
Part A Proj ects Helped
Helped Students great deal Some

Did not
help at all Mean

Know about the kinds
of jobs that Indians
do today

Grades 4-6 33% 15% 32% 8% 13% 3.5
Grades 7-12 17 19 39 13 12 3.2

6 See Indian adults,
doing important jobs

Grades 4-6 40 16 --- 27 7 10 , 3.7
Grades 7-12 21 35 11 12

TABLE 8-11

MEAN SCORES REGARIING THE HELPFULNESS TO STUDENTS
OF THE CULTURAL PROGRAM BY,PROJECT SETTING

Setting

On/near reservation
Rural
Urban
Metropoi i tan

Overall Mean For Overall'Mean For
Elementary Students Secondary Students

N=257(0*
--

_ N=2885)*--_-- ---_-- -

3.63
37
5

55

3.30
3.12
2-96
3.20

*Student data were not weighted; thuS, the reported Ns ,are actual numbers
Of students from whom data were collected.
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scale, the high school students' overall mean scores were a'bit higher than their

ratings of what they learned (Table 8-8). Since the high school student, ratings

tended to cluster around the midpoint (3) of the scale, this greater selection of

higher ratings suggests they felt the projects had had a positi4 effect on them.

In summary, the students generally rated the projects' cultural efforts

positively, with at least a majority indicating they had either learned some or-

been helped some. High school ratings, while lower. than elementary school

ratings, were also positive. Furthermore: Indian arts and crafts, the area most

often expssed as a need by the Indian community, was.,the most positively-rated

activity Since it was also the most frequent project activity, there appears to-

-be substantial consensus on its merit as an area-of positive,olearning..

Summary

Nearly two-thirds (64%) of the Part A projects ad a cultural program, and the

proportion of cultural programs increased with project distance from
. -

reservations. -This appears to reflect a.prgject effort to compensate for

distance fi'om.the,reservations through greater, mphasis on-culture. The primary

goals of cultural programs were to increase cultural awareneis,to develop and

improVe'student self-esteem as Indians, to increase students' value-and respect-

for Indian cultural heritage, and tp.pass on the tribal culture. Most( overat -

three- fourths) tribal leaders and members experienced st1ong iupport for cultbral

-programs, and specific instruction regarding Indian hiitory and'heritage enjoyed

broad support among most (two thirds or more) school administrators'and leaders.

Typical Cultural programS provided instruction -for 2.5 hours per week for 28

weeks ofthe school.year.' Nearly all (96%) cultural projects served student§

from more than one tribe, and almost all (92%) taught single and multitribal

topics.- Virtually all used loeat Indian -people in their cultural programs as
4'

instructors and advisors. The cultural program was consid6red part of the

overall school program in over Half (67Z) of the school districts with such

prOr4is, but in over one-third (43%) it was not. This later group was comprised

primarily of larger projects with lower densities -of Indian children, making

integration into the overall school program somewhat difficult.

260
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Neary all cultural programs provided instruction in creative arts and crafts

(98%), comparative cultural studies (94%), Indian cultural heritage (93%),

Indian heritage (89%).' Nearly all (82%) offered special events, and most

provided instruction in tribal history (82%) and tribal government (71%). Only a

minority (40%) provided instruction in Indian languages. A majority of projects

-provided formal instruction in each of these areas except Indian languages.

Project staffs were used by a majority of projects to provide instruction;

however, a large proportion of projects also used members of the local Indian

community as instructors, especially in creative arts and crafts and in

instruction of Indian cultural heritage and comparative cultUral studies. Indian

-history, creative arts and crafts, and comparative cultural studies were,the

areas most frequently taught.

Most (77%) projects offered the cultural program during the school day using

school facilities, although an almost. equal percentage (74%) also offered after

school programs. Most also indicated they had sufficient materials to carry out

their efforts.

Inmearly half (47%) of the school districts with Part A-supported cultural

programs, special cultural courses, topics, or activities 'started by the Part A

project had been adopted as part of the regular school program. In 44 percent of

the school diStricts, school curricula revisions, such as the addition-of- Indian.

history classes, more time devoted to Indian history, and more arts and crafts,'

classes, had, occurred as a result of the cultural Programs. Nearly half (46%)iof

the teachers reported making changes in their curricula to better, reflect Indian

history and cultural heritage.

The-most frequently expressed needs of students, parents; leaders, and staffs

were Indian history and'arts and crafts. They were also the most frequently

taught subjects and the subjects where students indicated they had learned the

most. Two-thirds or more of school administrators, project staff members, Indian

community/tribal leaders, and parent committee members felt cultural programs had

been successful or had increased Indian students' knowledge and appreciation of

their cultui-e and way of life, increased their pride and respect for culture, and

helped students improve their, academic performance. This view was shared by the

students, as a majority rated the projects' cultural efforts positively,

1
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indicating they had learned some or had been helped some in specific areas.

Again, the highest rated area was arts and crafts. However, in all areas, the

elementary students' ratings were higher than those of high school students.

The weight of these data suggests that the cultural program is responding to the

needs and desires expressed by he Indian community. It appears that the

cultural program, in addition.to assisting students in a variety of ways, is

generally responsive to the indian.community.

--------k-
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-CHAPTER 9:- STUDENT ATTITUDES TOWARD SCHOOL, THEMSELVES,

AND THE INDIAN CULTURE

This chapter focuses on stodeiit attitudes toward school, themselves; and Indian

culture!. As earlier discussed, 54 percent of the -Part A projects directors cited

developing positive student self - concepts as either a primary or secondary

objective of their project, and 92 percent indicated increasing student pride in

their own ethnic heritage was an objective of their project. Indeed, these were

the primary or secondary project objectives cited most frequently by project

directors. (see Table 5-5).

To investigate both_ appropriateness of these objectives and impacts of the Part A

Program may have had in these areas, data were gathered _from a large sample

(9,920; of Indian students in the falland spring of the 198182 school year.

The results of various analyses of those data are presented in this chapter;

_following a brief background discussion of prior studies relating to the

self-concept of%IndiaA students and the relationship between attitudes and

performance in school.
1

Studies Relat-n -Conce Students2

In the past 30 years, self-concept theory-and measurement have received

considerable attention :(witness.the extensiv literature reviews of Wylie, 1961,

and Gecas, -1963). Not surprisingly, several authors have conducted studies

dealing with theself-concept in relation to Indian Students. These studies have

focused on a variety of areas and used several measurement,approaches As a

-result, their findings are not always comparable or,contistent. Some of these

probledis,can be attributed to the fact that there is no consensus on how

1This chapter is structured differently from others in the report. It was felt
that the whole area of attitude measurement = why and how the study did it -
was far too complex and- important. to be only briefly summarized. Thus, the
opening sections of the chapter deal with these questions at some length before
the data are presented and analyzed.

?Adapted from Goldsamt and'Hipps (1980).
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self-concept as a cant uct should be defined. Some writers have attempted to

distinguish terms such as self-concept, self-esteem, and self-acceptance. But

these terms, as Wylie (1961) noted, are "so intertwined and overlapping in the

literature" that it is not meaningful to distinguish among them.

Several past studies have considered how the self-concepts of'indian students

compare_to_those_of_students from_other_44.ciwounds. These comparisons have been

made in two ways.. First, some studies have tested students from both Indian and

other cultural backgrounds and compared the results (Abdel-Mawgood 4 Hatch, 1973;

Havighurst, 1970; Howell, 1978; Heaps & Morrill, 1979; Martin, 1978; Withycombe,

1970; Martig and ie, 1973). The second approach has involved comparing

the mean scores from Indian children on some standardized measure with the

measure's norms (Senior, 1973; Gardner, 1972; Corrigan, 1970; Lefley, 1975).

Overall,' the results from these studies of the self - concepts of Indian children

provide only mixed support for the proposition that Indian students differ from

other students. In some studies, the Indian students were found to have less

favorable self-concepts than either the white students also involved in the study

or the norms established for the self-concept/self-esteem measure being used

(Abdel-Mawgood & Hatch, 1973; Corrigan, 1970; Gardner, 1972; Senior,1973).

Other researchers, however, have found little evidence that Indian students have

more negative self-concepts than other students.

In a study of Paiute and white elementary students, Withycombe (1970) found race

was unrelated to student scores of' self-concept and social statu-t. Havighurst

(1970), in the National Study of American Indian Education, noted that Indians

have about the same level of self-regard as non-Indians at'the same socioeconomic

level. This finding is consistent with data from the later Abdel-Mawgood and

,Hatch"1973 study, which reported that family income and self-concept were

strongly correlated.

Heaps and Morrill (1979) report results that are typical of a third group of

studies. The results provide evidence that, for some studentS or In some 'areas

of self-perception, no differences exist between white .end Indian students, while'

such differences exist in other areas. Using the Tennessee Self-Concept Scale,

Heaps, and Morrill found no significant differences between NaVajo and white high
.

school students on overall self - esteem. Likewise, these students did not differ

1
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on five subscales relating to perceptions of their own behaviors

self-satisfaction, personal worth, value as a family member, and physical self.

At the same time, though, Indians were significantly belOW whites on scales

addressing their personal identities, moral-ethical selves, and `social selves.

They were alSo more defensive in social set'ings.

In an extensive review of the literature on Indian self-image, Trimble (1983)

concluded that "most-of the research [found] that American Indian populations had

negative self-images or personality structures and that [the] situation would not

change in the future" (p. 9). However, Trimble also found studies claiming that

certain sampled Indian youth perceived themselves no"differently than did any

other population of American youth. Some Indian youth did perceive 'themselves

negatively, as some studies had claimed,. but to no greater extent than'one would

expect to find in any population.

To gain further insight into the apparent discrepancies in the literature on

self-image of Indians, Trimble surveyed some 700 American Indians from five

separate communities. He concluded -that "the results of the self-perception

portion of the survey show that the average American Indian does not think

negatively about him or herself. Contrary to popOlar opinion and to the findings

of many researcherS,_the American Indian self-image is moderately positive [and]

suggest that [they] perceive themselves as no less worthy than does any other

group in the - United States" (p. 25).

Some studies have also found that the relationship betwen race and self-concept

is a function of a student's age or grade level. However, these same patterns

are inconsistent across studies. Martin (1978) reported self-esteem data from

Indian and white students in Oklahoma. Using the Coopersmith Self-Esteem Scale,

he found no differences in self-esteem among fourth graders in his samples.

However, at the eighth -,and twelfth grade levels, Indian students scored

Significantly below whites on self-esteem. I

The interaction of race and grade/age in relationship to self-esteem that Martin

reported is consistent with data from other studies which have'ihown.that Indian

students in earlier grades have more'positive views of self than their older

classmates.
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Indian .Student Self - Conceit and Education

For the past few decades, educators and behavioral scientists alike have presumed

a linkage between educational success and achievement, and self-perception.

However, not all of the data obtained support the assumed relationship.

Representing one position, Purkey (1970) maintains that the "body of contemporarY

resear4h points insistently to the relationship between self-esteeM-and academic

achievement, [and) the self-concept can no longer b6 ignored- by parents and

teachers" (pp. 5-6). At the other end of the- issue, sociologist Morris Rosenberg

(1979) argues that "how well one does in an academic area has more to do with

what he feels his ability is in that subject area as opposed to how he feels

about his overall self" (p. 7). Echoing the same position, Filts (1972) adds

"when the target population scores low on both self-concept-and-aehievement --,

measures it is tempting to Infer a relationship between the two, but such

.inferences are dangerous and unwarranted. Many other factors ... may affect the

self- concept, achievement-or both" (p. 25).

In.pointing out the rationale for and'value of the Indian Education Act of 1972,

researchers, congressional represeotatives, and certain resource persons

emphasized the importance of the relationship between self-image and educational

acheivement among Indian youth. The rationale was not without substnce. Many

-people from surveyed Indian communities provided testimony to the effect that

Indian youth did not perceive themselves- positively. However, these'points of

view are not fully supported by the literature, as mentioned earlier.

In spite of the presence-of more positively-oriented research findings, many,

local school districts have maintained that Indian education programs needed to
, 7

focus on improving the apparent negative self-perceptions of-Indian children._

Furthermore, many school administrations have'continued to claim that improving

self-image is a goal closely related to that of increasing school performance

In fact, poor student attitudes toward school, toward themselves, and toward

their native' cultures are frequintly cited as causes for low educational

attainment of Indian students, their high rate of school dropout, and their low

college enrollMent and graduation rates. These poor attitudes, in turn, are

usually seen as the result of deficiencies in the ways the nation's school

IY- t ems-educateIndian -students-v---- ---

6
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Because of the presumed association between poor student attitudes and low--

attainment, and between poor attitudes and the school system, a majority of Part

A projects provide activities or services which have as their goal the

'improvement of these student attitudes. However, since attitudes tend to be

formed on the basis of a variety of different factors, most-part A projects

address this problem through a number'of different activities-and services.- In

the present study, 94 percent of all projects responding had either a primary or

secondary objective associated with improvement of Indian students'

self-concept. This was also one of the two most frequently mentioned primary

goals of cultural instruction among the 64 percent of projects with a cultural

instruction component. In addition, 92 percent of all projects surveyed were

striving to improve students' pride in their ethnic heritage,- 86 percent Indian

students_knowledge_and _awareness.of their history and culture,- 86 percent

students'` attitude toward school, and 40 percent students' knowledge and use of

Indian/Native languages. Projects frequently cited the improvement of student

attitudes as an objective of their cultural activities; their guidance/career

counseling services; their home-school liaison- activities, and,'in some cases,

their academic/tutorial services.

In view of the importance attributed to and effort expended on the improvement of

student attitudes by loCal projects, the present study gave particular.attention

to the suitability of assessing these attitudes and changes therein. Often,

project activities directed toward these outcomes are quite-intensive, although

othersoare diffuse or. indirect.
3

In some projects, the effects ofprevious-

years' efforts may have been great enough to minimize the chances of successfully

measuring shifts or additional project effects within the single year of this
,

study. Then, too, attitudes are considered extremely difficult to change over a

relatively short time frame -such as a Single school year (Aronson, 1972, cited in

'5every, 1974). Overall, however, the stated objectives and the nature of the

activities in many projects made it-quite proper to assess the level'of student

attitudes, whether their attitudes had improved during the school year, and

whether they were associated with project expoSUre.'

3Examples of such activities include providing classes,-field'trips, or group
___presehtations_in the area_ofilndian culture and history; providing role models
through special teachers, Utors,- or attier Indian staff; and providing intensive

counseling in academic and vocational areas.267
.4.13SOCIAI*8. INC.



-2

Overview

This Chapter summarizes the findings obtained from measuring Indian student

attitudes. Specifically, data.were collected from over 12,000 American Indian

and Alaska Native students in the fourth through twelfth grades in the fall or

spring of the 1981-82 school year. As such, it representS the largest study of

Indian student attitudes to date, being much more comprehensive:than- the National

Study of American Indian Education which was based on 2,422 students and Other'

data sources (Havighurst, 1970). The data for the P retant study were analyzed=

for each period separately, and then across time periods and dimensions. The

items and scales were administered twice to determine if students' mean attitude

scale ratings shifted over the school yeir, and were asociated with participation

in project, activities. Table 9-1 indicateS.the number of Studenti who supplied

attitudinal information in the fall and/or spring.

TABLE 9-1

NUMBERS OF STUDENTS SUPPLYING ATTITUDINAL INFORMATION B YPE AND GRADE RANGE

Number of Students
by GradeRange

Type of Information 4-6 7212. Totals

Student questionnaires. fa 1 5,328 8,149 13,477

Student questionnaires - spring 5,173 7,366 .12,539

Both fall and spring 4,255 5,665 9,920

Attitude -Sale lleTelopment Activities

The development of the attitude soles began with the preparation of a literature

review on the instrument selection, measurement, and conceptual issues involved

in assessing Indian-students' self-concept (Goldsamt and Hipps, 1980). Attitude
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scale items were then selected or adapted to fit specific relevant dimensions of -

interest. These attitudinal dimensions `included: self- esteem, attitude toward

school, academic self-concept, and ethnic pride and identification. 'The source

of relevant and sound items was an issue in that the conflicting findings on

Indian student self - regard may have been due-to the heterogeneous nature of 0-ase

studies, which represent differing tribes having differing cultural values and

behavioral norms.

it was thus extremely important to consider the appropriateness of any test

instrument. Several instruments have been used with Indian students to measure

thei . of self-regard; of these, the Tennessee Self-Concept Scale and

Coopf ,Aith Self-Esteem Inventory have been most widely used. Howeer, as

several- writert-6ave noted, "standardized" measures-such as-the Coopersmith

the Aers-Harris Scale were validated and normed with non-Indian populations.

Hence their underlying assumptionsatout the components of self-esteem or

self - concept may not be valid for Indian students.

Cress (1974) tested Oglala Sioux adoleScen s to validate the use of the

Coopersmith Self-Esteem in4entory based on obtained relationships between

self-esteem scores: behavioral estimates of self- esteem,. peer popularity, and

academic achievement. Mowever, the predicted relationships were not obtained,

suggesting that the measuredid,not provide a valid indicator of self-esteem

among adolescents from! this Indian group. According to Cress, the Self-Esteem

Inventory is based on white,' middle-class values (competition, achievement,

material prosperity, peer popularity, and academic success), not shared by the

Sioux culture, which emphasizes. bravery, generosity, and individual autonomy.

Such value conflicts were also noted by Lefley (1975), who used the Coopersmith

-Behavior Rating-Form-in her study-ofiliccosukee-chAldrem- and found-that- the-

Form's indicators of low se festeem are approved behaviors in Miccosukee culture.

Although these issues have been raised most directly in relationship ta-

Coopersmith's Inventory of self-esteemok.they are applicable to other measures of

=self-retard, since a number of self-theorists have givenlittle'attention to how

cultural values influence self-concept, or how varying cultbral norm% affect

263
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self-concept. Indeed, the Cress (1974) and Lefley (1975) studies discussed above

suggest that Anglo and Indian cultures vary in their perceptions of positive

self-regard.

Items concerning the academic self-concept domain used in the study were selected

with great care. They came from Abdel-Mawgood and Hatch (1972) and reflected the

work of 8rookover. Measures of global self-esteem came from the widely used work

of Morris Rosenberg (Rosenberg and Simmons, 1972; Rosenberg, 1965). Other

attitude toward school and self-concept items_ came from a highly modified version

of the Coopersmith Self - Esteem Inventory, adapted from the Pennsylvania

Department of Education's educational quality assessment battery (1980; Kohr,

.1982)and_the_self_Tperception scales prepared_byjrimbie (Trimble, 1977 1983

Core study staff, together with a resource team, also prepared items to tap

specific topics such as cultural identification and pride.

In addition to identifying items that measured specific dimensions or topic

areas,,theresearch team was also concerned with the cultural relevance of the

items and-age-grade levels of the respondents. Thus, after-the items were

identified, they were extensively reviewed for ambiguity, acquiescence, social

desirability, response format, appropriateness of age 'level, and cultural

relevance; -Although the study team recognized the broad cultural differences

existing among Indians and attempted to design scales Which would minimize-

cultural bias as much as possible,- sources of error impoSed by semantics,and

cultural differences may.still have been present.

Durjn this development process, the items werereviewed by over 20 Indian

educators, representing_mapy tribes- in various parts ofthe U.S., and inclUd ng

professors, lbcal project directors, and teachers. Also solicited, and used

throughout the development of the instrument and student data collection

procedures were the comments and suggestions of the members of the study

Technical Advisory Panel. After refining,-rewording, and eliminating dimensions

and items, the'scales were pretested on a small sample .of elementary and

secondary schoolIndian/Native students. Item analyses were performed to

determine the response alternative distributional characteristics of items, scale

internal consistency reliAbilities, correlations among items and scales, and the

factorial structure of dimensions and items. 2 I 0
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TABLE 9-2

NUMBER OF ITEMS USED TO MEASURE ATTITUDINAL .DIMENSIONS INCLUDED IN THE
STUDENT QUESTIONNAIRE FALL AND SPRING VERSIONS (GRADES 4 -6 AND 7-12)

Dimension Measured
ipo order intended)

1. Attitude toward school

2. Value of education

3. Academic self-concept

4. Global self-esteem

5. Self-derogation

6, Self-esteem,

7. School fairness

8. IndianlAlaWe Native
identification with
ethnic heritage*

9. Indian student preference
for instructional settings**

TOTALS: 9 Dimensions

Number of Itmes in
the Grades 4-6 Form

9

3

4

6

2

4

7

5

40 items

Number of Items in
the Grades 7-12 Form

9

5

8

2

6

2

10

57 ems

*A shorter version of this composite index appeared in fall student
questionnaires,

Not included in fall student questionnaire

The final dimensions which were retained.are presented in Table 9-2. For each

dl

dime

rG
composite scores were formed by adding individual item responses and

divi-,:= by the number of valid responses; the same items were used in both tbe=

fall and.tpri-nversions.

Two s udentquestionnaires were developed with these dimensions. The grades 4-6

form is'a sicaled-doWn and adapted-when-necessary version of the grades 7-12

form. It measures the same subdimensions, and contains many of the same items,

DEVELOPMENT Ae8O.S, INC.



-242-

to permit cross-s ion trend comparisons of patterns of shift in these

dimensions across upper elementary (4-6), middle (7-9) and high school (10-12)

grade ranges.

To confirm the quality of the items and how well they measured the desired

dimensions, the internal consistency reliabilities and factorial structure of

each dimension werpseparately examined for the fall and spring data bases.- By

doing so, four items in each student questionnaire (grades 4 -5 and 7-12) were

excluded from further use, since they had inadequate psychometric properties.

They either did not vary sufficiently or highly correlated with stronger

indicators of particular dimensions.

Multivariate Analyses of the Student Questionnaire Items

In order to test further the scales which were developed, correlational and

factor analyses were carried out. The results of these analyses, together with -

basic statistics that describe the characteristics of the scales, are presented

below.

(a) Item factor anal results

Item factor analyses were performed for both the fall and spring data sets

for both grade ranges. Items from the spring versions of the elementary

and-secondary queitionnaires were included in a factor analysis designed

to produce a factor matrix with maximum generalizability. -Principal

components factoring followed by an,orthogonal (varimax) rotation produced

the final factor matrix. Only the results from the spring data set are

reported here,, because they are comparable, to those -found for the fall

data and they include cultural identification items not included in the

fall version of the questionnaire.

fi

The elemehtary grade range questionnaire items produced six distinct

factors thatire described below:

Attitude o ard school: consisted of variables depicting some positive
school ,- school, activities,_and_teacher caring=

27
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Academic selfconce . included orientations of school-related
performances and self - appraisal.

Value of education: consisted of items that speak generally to the
importante Ofeducatlon and learning.

Self-esteem: consisted of personal assessments where respondents
expressed opinions. about themselves-in reference-to others.

Self7derolation; consisted of variables having to do with some negative
Self-Attribution.

_Cultural_ pride: consisted of items tapping some aspect of the Indian
CultOre and pride about one's tribe.

The items that loaded on the six factors were quite consistent with the

-dimensions identified and established during the development of the

questionnaire. In this vein, then, the factor analytic results verified

and confirmed the deciSions made concerning what items and scales to

retain, and thereby established confidence in the scale reliabilities.

The spring version of the questionnaire contained a separate set of

culturally related items. Initially, it was, thought that these items

would provide information concerning their perceived importance to-
y

respondents participating in local programs.' However, a more detailed

inspection led to the conclusion that they might form separate dimensions

of their own and might also be correlated with other related items not

originally included in__ t scale.

These items, together with other items measuring cultural pride,-were

analyzed by factor analytic methods. patterns were

,produced. Sven formed the dominant first factor and clustered around a

theme dealing with identification and ethnic hei-itage. .five items loaded

on an instructional dimeniion. Two other items formed a relatively weak

third factor that emphasized an ethnic integration- segregation domain."

The third was dropped from-further considerition.due to its measurement

weakness, but the other two were added to the original six so that the

elementary age group items tap a total of eight fundamental dimensions.

A factor analysis of the secondary grade range items yielded seven factort:
r
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Attitude toward schodl: contained items, that appear to emphasize
teacher oehavierl-schbol activities, and a positive orientation
toward school. The structure of this factor closely resem bles the
first factor in the elementary group data set.

Cultural pride: consisted of items that emphasize pride in tribal
Iffilcition, learning about Indians and one's tribe, and the
importance with which one's tribe is held.

e Self-esteem: contained an orientation towards doing things well,
. _ ___=iiiriliTiraction and positive attitudes,. and haYing_goo_d_qualities.

It resembles the fourth factor of the elementary group factor analysis.

Value of education: contained items that emphasize interest in
classes and learning, doing well, staying in school, and the
difference school makes in one's life. The factor resembles the our-
item factor with the same theme in the elementary group data set.'

Academic_ self -con: composed of items tapping some aspect of one's
performance in sc oo

School fairness: appeared to tap a school rules and school climate
dimension.

Self-derogation: composed- f wanting more respect and feelings of
USeleStness. In content, it resembles the fifth fact& in the
elementary group data set.-

Consistent with the conclusions drawn for the- elementary group ac or'

.dimensions, the secondary group items also appear to-follow the patterns

identified and'diveloped during-the questionnaire development phase- of the.

project. The factorial structures of the items lend credibility to the.

domain identified for assessment,and; therefore, substantiate the

internal consistency and homogeneity of the items used.as scales.

Based on the results yielded by,,the factor analyses, it was decided to

form separate scales and use them in subsequeot,analyses- The nature Of

each scale for each age-group appears to meet minimal criteria for scale

construction. Abe factor loading for each item and-scale-exceed .30, and

the intercorrelations - between scales were.low-enough Ao'Suggesta minimum

of overap between constructs` measured by, these scild.(See Tables 9-3

and 9-4 for these intercorrelatioos.)

An -analysis of other cultural identification items was also performed on

he grade -7-12 group--data-set--- The analysis-yielded-three-distinct
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factors, the third quite weak, and closely resembled those factors

produced from comparable items in the elementary group. The two factors

which were retained are:

Identification with ethnic herita-e: items load highest on this
factor reflecting history o tri-e and culture, learning about
language and Indians, going to school with other Indians, and pride in
tribal affiliation.

o Instruction: items loading highest on this factor deal with school
Activities in which Indians participate, including the kind of
cfassroom and teachers used for instruction.

As indicated above, merging the two-types (self and cultural) of factor

analyses yielded nine distinct factors appearing in fall ,Ind spring

instruments. The strength of the loadings on each of the factort led

investigators to form separate scales based exclusively on the distinct

patterns.

Composite_ Scale_Results

Items on each scale were then subjected to conventional analyses. Tables

9-3 and 9-4 present the intercorrelations of the attitude scales for the

fall elementary and secondary group data sets, respectively. The fall

time period was used to obtain "puhr" (or less potentially affected by
)

program participation) estimates of the intercorrelation between

dimensions or composite scale scores. While the correlations between

certain scales are moderately positive, most of the scale's appear to be

somewhat distinctive. That is, the intercorrelations are sufficiently low

at each grade range.. Somewhat different types of dimensions seem to exist

and do -not warrant, for example, pooling two ornoreScale scores to form

some "composite" dimension.

Table 9-5 presents the intercorrelations of the fall composite with the

corresponding spring score for those students who were administered both

instrUffients. Standardized -item alpha internal consistency reliabilities_

are also contained in Table 9-5 for the same dimensions so that two types

of reliability estimates can be made for each scale. That is, the
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TABLE 9-3

INTERCORRELATIONSa OF FALL ATTITUDE SCALES: GRADES 4-6 =4886)1)

Dimension 1

Attitude toward (1.00)
school

2. Value of education .38

_3. Academic self-concept. .45

4. Global self?esteemc .29

5. Self-derogation-
c

.09

6. Self-esteemc .31

7. Cultural prided .13

(1.00)

. .24

.20

.05

.22

.06

(1.00)

.40

.18

.39

..09

(1.00)

.59

.91

.11

(1.00)

.20

.01

(1.00)

.13 (1.00)

aCorrelations greater than .02 are statistically significant at p...01 with
an N of 5000.

b Intercorrelations are based .on students who had scores on all dimensions, so
that relationships could be more readily compared.

C 7Correlations between global self-esteem, and self-derogation and self-esteem
scales are high, because self-derogation=and self-esteem are subscales of
the global scale and contain the same items. The _direction of negatively
worded items, such as self - derogation items, has been reversed for scaling
purposes; hence the positive correlations of polar concepts.

dRepresents the initially conceptualized dimension and corresponding items.

Note: the value of (1.00) along the diagonal represents a correlation of a
scale score with itself.
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TABLE 9-4

INTERCORRELATIONSa OF FALL ATTITUDE SCALES: GRADES 7-12 (W547)

Dimension 1 2 3 4 5 6 7

Attitude toward
school

.00)

2. Value of education .58 (1.00)

3. Academic self-concept .28 .38 (1.00)

4. School fairness .29 .33 .17 .00)

5. Global self-esteemb .24 .29 .47 .19 .0d)

6. Self-derogationb -.07 -.03, .04 .10 .49' (1.00)

7. Self-esteemb .31 .35 .52 .17 .90 .08 .00)

8. Cultural prides .08 .15 .07- -.07 .07 -.16 .16 (1.00)

aCorrelatiOns greater than .03 are significant at p.< .01 with an N of 7000.
intercorrelations are based onhstudents who had Scores on all dimensions, so that
relationships could be more readily compared.

bCorrelations between global self-esteenand self-derogation and self-esteem scales
are high,'because self-derogation and self-esteem are subscales of the global scale
and contain the same items. The direction of negatively worded items, such as
self-derogation items, has been reversed for scaling purposes; hence the positive
correlation of polar concepts.

cRepresents the initially-conceptualized dimension and corresponding items.

Note: The -value of (1.00) along the diagonal represents a correlation of a scale
score with itself.
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TABLE 9-5'

FALL-SPRING ATTITUDE SCALL RELIABILITIES AND INTERCORRELAilONS BY GRADE RANGE

. _

GRADES_44

Standard Estimated

Alpha Test-Retest Fall-Spring

Scale N Reliab.c Reliab.0 1(102981)

Attitude toward school 5,039 .72 .63 . .48

Value of education 5,235 .46 .37 .28

Academic self-contapt 5)172 .62 .53 .47

School fairness ... * *

Global self-esteem 5,218 .51 .42 .40

Self-derogation 5,199 '.51 .42 .29

Self-esteem 5,161 .47 .38 .40

Iden1fIcat1onw1thb

ethl)ic heritage 5,159 .75 .66

CultUral pride/in

structional .setting

preferences 5,140 .56 447

GRADES 7-1

Standard Estimated

Alpha Test-Retest Fall-Sprini

N Re1iab Rellab. N24014

7,853 .79 .70 .59

8,050 .76 .67 .60

8,034 .73 .64 .67

7,988 .64 .55 .42

8,005 .68 .59 ;54

7,937 .39 .30 .37

8 018 .76 .67 .53

7,31 .83 .74

7,271 .85 .76

*

a Intercorrelations are based on students having f,ares on all dimensions, so that relationships could be more readily

compared. All intercorreladons in this table are statistically significant at p< .01.

bRepresents the cultural dimensions developed from factor analyses and corresponding gems,

c Standardized item alpha internal consistency reliabilities are reported for fall data for school and self-related

scales, and for spring data for cultural identilication/pride scales, which Ii-Their two-factor forM, were not J.

ministered in the fall.

1Based on subtracting a-correction factor of .09 from the alpha reliabilith as recommended by Murray (1983).

*No items on th prosion administered to this grade or during that time of the school year,, 279
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fall-spring intercorrelations present an approximation of a stability or

test-retest reliability coefficient. However, since thefall_and spring

data were gathered a numben of months apart and at opposite ends of the

school year, the intercorrelations are likely to be affected by any

effects of part A activities which may have, for example, shifted

students' self-concepts and attitudes toward, school. This shift is

desirable, since it indicates program participation effects and impacts.

Thus, for the Global SelfrEsteem scale, the standardized item alpha

reliability for students in grades 7-12 was .88, and the stability

reliability coefficient was .54, indicating some tendency for this

attitudinal dimenSion to be measured in a stable way over time. In other

studies, Silber and Tippett (1955) obtained a test-retest correlation of

.85 over i two-week period (although their sample size was 28). Reynolds

--(1982)-found a coefficient _alpha=level of-85 using_,callege_undergraduateL____

students, whereas McCarthy and Hoge (1982) obtained an alpha level of .74

among the seventh, ninth, and eleventh grade students.-, Trimble (1977)

used a sample of 792 Indians and obtained global self-esteem testretest

coefficients ranging from .70-to .82.

In general, considering: (1) the earlier findings that items intended to

tap A particular dimension actually did so (judging from the factor

analysis results) and (2) the underlying issues whictitaffect measurement=

of Indian students' perceptions of themselves and their school-

experiences, the level of internal consistency and stability found across

these 2ttitudinal scales is fairly respectable. However, they are lower

than fully desirable (i.e., havin- alpha levels of .80 or above) and,

therefore, the results must be treated with-Cution.

Elementary grade level reliabilities, particularly, tend to fall in this
-\

latter category. This is a matter experienced by other studies such as

the Sustaining Effects Study of Title I children. In that study they

administered the commercial instrument "Survey of School Attitudes" to

3,100 students across the grades 1 through .6 (Hemenway et al., 1978).

Al clugrade_mere_betweem_

.85 and .87, the correspondinglall-spring intercorrelations for each

grade across the grades had aJmdian value of .45, or slightly lower -than
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the present study's test-retest'levels of the grade 4-6 Attitude Toward

School scale score. For grades 46, both studies had identical values of

.48. Thus, these reliability levels may be reasonable, given the

realities of. assessing attitudes which are not yet stable in elementary

school children.

The- reliabilities at the grade 7-12 level are higher than for the grade

4-6 instrument, also reflecting the greater number of items used to

measure virtually every.dimension. However, given the fact that other

studies have obtained higher reliabilities than the present one, findings

based. on some of the scales should be interpreted with caution, as was-

done here. Hence, greater emphasis has been placed on the relative levels

of attitudinal scores than on whether or not they tended to reliably shift

over the time span of a single school yar.

Oroanization of Findings

Results in this chapter are presented at several levels. The percentages of

Indian students who completed the items comprising each dimension are given for

the elementary and secondary grade ranges for the fall and spring time periods.

These analyses are presented for each time period separately (i.e., as

cross-sectional comparisons) so that overall student attitudes at two distinct

points in the school year can be examined. Group mean attitude scale scores are

then presented, both .overall and in terms of meaningful differences found when

.using- particular program variables is cross-break factors. Finally, the

relationship of attitudes to academic performance is presented.

Summary .Student Responses to Individual Items4

In general, the fall-spring attitude data.from secondary school students appear

to resemble those of the elementary,school group. Both groups began the year

with relatively positive ratings of themselves and school, and gave- similarly

4To the extent possible, the wording of individual items used in the
instruments has been retained in this chapter
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positive ratings in the spring of the year. Because of their initial levels, the

fall ratings left little room for improvement or positive change, and shifts in

response patterns from fall to spring were minimal for both groups. This seems

to suggest that school activities and experiences had no negative effect on

attitudes expressed in the fall, but rather that Indian youth in the schools

sampled had positive attitudes towards themselves, their culture and trfbes, and

their educational experiences:

The results from the fall- data collection for grades 4-6 indicate a fairly high

percentage of positive responses for most items on the attitude scales. For

example,. 93 percent of the students agreed that their teachers oared about

learning. Similarly, 92 percent felt that school helped a good deal in what they

did in later life, and stated they wanted to be above average or among the best

in school.

It appears that at the start of the year, the elementary school students held

some strong opinions about themselves. Slightly more than three-fourths felt

they did things well when they did them (76%), were proud of their school work

(78%), were good at learning (77%), and they could do many things well in school

(79%). About 80 percent liked themselvesi were happy about, who they were, and

were very proud of their tribal heritage.

The elementary students did, however, express some mixed opinions about school.

Thirty-five percent said that teachers did not care what Indian students thought,

= 31 percent-felt that school rules were unfair to them, 36 percent found it hard

to talk with teachers, and 29 percent found school a waste of time. About

one-third were only marginally interested in their classes, and 61 percent would 4,c

rather attend a school:where there are mostly Indians.

The spring data from the elementary level group resulted in patterns comparable

to that of the fall data set. A careful inspection revealed little variation or

shifts in the response patterns. Overall, what shifts occurred appear to be a

few percentage points toward the positive dimensions of the scales. While here

we ht--5111frg-In-tWflegattV6-1TtraTtalim;-thtse-aTS-0 anianted to only a

few percentage points. Speciffcally,- the shifts seem to tap some tendency for

students to tire of school during the spring. A relatively few respondents,

perhaps after experiencing a difficult year, shifted their opinions to indicate
9
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that school was not like a big family and that school rules were unfair to

Indians.

The spring version of the elementary school level questionnaire contained an

additional set of items intended to capture students' feelings about several

educational matters. Responses to the items indicate that 72 percent felt that

learning about- Indians in school was important; the same percentage said visiting

places special to Indians was important; 74 percent said doing special things

with other Indians was important; and 68 percent said having Indian-related

materials in the school was important. Two-thirds of the students also indicated

they liked the idea of a special classroom for teaching and giving help to Indian

students.

Fall responses obtained from the secondary School level students closely

resembled the patterns generated by the elementary school youth, and reflect a

moderately positive perspective toward school, self, and cultural areas.

Concerning school-related matters, 81 percent of the students liked most of their

teachers and 78 percent said there were interesting activities in.school. Only

20 percent felt school rules were unfair to Indians, 79 percent said they felt

gOod about going to their school, and 81 percent said that Indians in their

school were not under, too much pressure. However, 51 Percent felt that the

teachers did not care what Indian students thought.

Almost three-quarters (72%) of the students in grades 7-12 indicated they enjoyed

school and. were interested in classes. Eighty-five percent also felt that-
.

learning was important and that school could make a i411!ference in one's life.

contrast, though, 70 percent expressed the opinion that the most important pa

of one's education came from real experience rather. than school learning.

Like the elementary school sample, the 7-12 grade group felt strongly about

education and the importance of learning. Eighty -nine percent felt that doing

well in school would help later-in life, and 75 percent wanted to be above

Cdr ornwth_e_laeit School

Of the 7-12th grade sample, 89 percent said they were proud to be members of

their tribes, 84 percent of the students liked to learn new things about their

tribes, and 69 percent would like their tribal` languages taught in school.
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However, there were mixed opinion: about talking with others about their

respective tribes; only 50 percent liked to tell other people about their

trigs. About 58 percent of the students also would like to attend schools where

there are mostly Indian's, and 60 percent tend to become annoyed at the ways

teachers and,classmates sometimes talk about Indians.

In addition, as had the elementary school students at the start of the year, the

secondary school students expressed rather positive feelings about themselves.

Eightseven percent of the respondents felt that when they did something they

did it well, and the same percentage said they were able to do things as well as

others. Eighty-two percent said they were good at learning, and 85 percent said

they were able to do many things well in school. On the whole, 82 percent were

satisfied with themselves, and 83_percentsaid they held positive attitudes

toward themselves i On the other hand, 72 percent said they wished they could

have more respect for themelves, and 60 percent said they felt useless at times.

InspectioN of the questionnaires completed by the secondary school students in

the spring revealed response patterns that were very similar to the fall data-

set. Most of the item-level shifts toward either direction of the scales were

minimal and involved only a percentage point or two. In the fall, for example,

12-percent expressed the desire to di*op out of school, whereas in the spring this

declined slightly to 11 percent, suggesting that the students' experiences in

.school were having no detrimental effect on student attitudes. Given that at

least six months had transpired between the data collection periods, the spring

results'in general show quite consistent response patterns. Numerous

school-specific activities might have caused some pronounced shifts in attitudes,

but such was. not the case. Thus, _the spring results also support the findings

that the students consider the educational experience worthwhile and valuable,

and continue to perceive themselves in a positive_ manner.

Scale Score Differences Between Fall and in

Table 9 -6 presents means agd standard deviations drrived from scoring the

individual items. The columns of Table 9-6 show the descriptive statistics for

both §rade level groups and for both data collection periods. Of importance to

the impact evaluation isthe general finding thatscale averages tend to be on

the more positive end of the continuum (the lower the scores the more positive

PRel Dzvzz.oprwrav ASSOCITElL INC.
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TABLE 9-6

ATTITUDE SCALE AVERAGES
*

Scald

.School Related Activities

Attitude toward school

Value of education

Academic self-concept

School fairness

Self Related Attitudes

Global self-esteem

Self-derogation

1. -ssteem

Culture Identification and Pride

Identification with
ethnic heritage

Instructional,

. 2.08(.59)
N 5172

N

Elementary

Fall Sp- n-

Mean S.D.

1.82(.47)
5313

1.57(.60)
5235

1.47(.
5218

1.42(.40)
5199

1.49(.39)
N 5161

Mean S.D.

2.09(.56)
5165

1.56(.68)
5107

2.09(.61)
5162

1.47
5156

1.41 (.40)
5135

1.50(.39)
5158

2.07(.80)
5159

M3(.91)
5140

Secondary

Fall Spring

Mean S.D. Mean S.D.

2.86(.65)
78 53

1.76(.54)

8050

2.26(.53)
8034

1.99(.67)
7988

2.25(.51)
7336

1.76(.52)
7324

2.27(.53)
7318

2.00(.67)
7239

.382.14 37 2.13
8005 7275

2.76(.64 ) 2.74(.62)
7937 7220

1.93(.44) 1.92(.43)
8018 7284

2.35(.84)-
7316

2.46(.87)
7271

*These means are scaled such that 1 is the positive end -(high esteem) of the scale and
4 is the negative end (lo esteem). For the identification and pride scales
(icales,8 and 9) the rarrge is expanded to 1 to 5 (scaled in the same direction), whi
is reflected in the greater mean values.

,**Not administered during the fall, or part of that grade range instrument

285

123.



-255-

the perspective). Average values for the first seven scales range from 1.41

(spring, elementary: self-derogation) to 2.86 (fall, secondary: attitude toward

school). Differences between average scale scores are rather small, ranging from

no difference to a shift of .61.

Averages for the culture identification and pride scales are higher than those in

-ther-sc- fact,-theme -scales_have__Live choice_ aiternatives,_ me more than

the other scales. Hence, while the culture and pride scale scores appear high,.

they are actually quite consistent with the patterns of the other scales.

It should be pointed out that fall scale avei-ages for both grade ranges of

students are-moderately high.. From fall to spring, any program-related shifts inu

mean values would have had little room to expand, since a score of 1 is the

highest that could be expressed. (ObviouSTY, mean shifts could have occurred

towards the-negative end.) Nonetheless, very,slight shifts in mean values,
, -

coupled with the large samples, can produce significant shifts in a statistical

(though not necessarily an educationally meaningful) sense.

Student Attitudes and Program_ Exposure

The discussion above deals with all Indian students as a group. However, the

student attitade data were also examined in the context of exposure to the Part A

Program. Tables 9-7 and 9 -8 present the spring time period of attitude scale

data for Part A participants, non-participants, and those whose participation

status was unclear. The spring time period was used because it reflects -a school -

year of'particiOation in Part A activities and can, therefore, be-used to compare

attitudes of non-participating students at the same point in time. Participation

and non-participation were determined through responses to a set of questions on

another section of the spring Student Questionnaire.5 For the elementary grade

group, about 25 percent of the respondents indicated they did not participate in

5Students were asked if they participated in specific activities available
through thir-'-11115-1F-tirpros, or we-
assisted by Part A staff (names of specific staff were provided to the

students). Response options were Yes, No, or Don't Know. There were also
internal consistency checks in the questionnaire regarding participation.
Studerts in the "unsure" category either responded Don't Know or failed a

consistency check. .286
D- ASSOCIATES. INC.
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TABLE 9-7

GRADE 4-6 STUDENT ATTITUDES (SPRING SCORES) CONTRASTED FOR PARTICIPANTS
AND NON-PARTICIPANTS IN PART A ACTIVITIES*

Scale
Part A Part A Non-
Partic an s Participants Unsure Probab' it

ean eanean

Attitude toward 'school

Value of education

Academic self- concept

-Related Attitudes
GlobaiS-11-festeem

Self- derogation mean

Self-esteem mean

Culture Identification
identiTidarion

Instructional

2.061--- -14( 55) :06(.51)
3590 1252 323

1.57(.59) 1.55(.58) 1.53(.53) n.s.
N 3549 1236 322

2.09(.61) 2.10(.61) 2.05( 56) n.s.
N 3587 122 323

1.47(.32) e5(.31) 1.45(.32) n.s.
N 3580 1 V.54 322

1.42(.40) 1.39 (.40) 1.42(.41) n.s.
N 3565 1248 322

1.50(.39) 1.50(.39) 1.47(.40) n.s.
N 3582 1254 322

1.99(.75) 2.30(.90) 2.07 78) .001

3582 1254 '323

2.55(.88) 2.84(.95) 2.77 (.89) .001

3577 1240 323

*Represents the __eingAime period orattituAv scaie-data-for-Part-A-pai-ticipant
.
non-participants, and those whose participation status was uncertain.

Note: These means are scaled such that 1 is the positive end (high- esteT) of the
scale and 4 is' the negative end (low esteem). For the identification and
pride stales (scales 7 to 9) the range is expanded to'l to 5 (scales in the
same 'direction), wh=ich is. reflected in the greater mean values.

25,
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TABLE 9-8

GRADE 7 -12 STUDENT ATTITUDES (SPRING SCORES), CONTRASTED FOR PARTICIPANTS
AND NON-PARTICIPANTS IN PART A ACTIVITIES*

Scile
Title'IV Title IV Non-

School-Related Attitudes

Attitude toward school

Value of education

Academic self-concept

School fairness

Self-Related Attitudes
Global--selYeteem

Self-derogation

Self-esteem

Culture Identification
Identification

Instructional

_Participan s Participants e Probabiii
Mean (5 1.) Mean I = 'tan

2.22 (.52)
N 4594

1.75 (.52)
N 4586

2.27 (.53)
N 4581

2.04 (_.69)

N 4540

2.13 (.38)
4548

2.75'662)
N 4520

1.92 (.44)
N 4556

2.26. (.79)
N 4588

2.36 (.82)
N 4563

__2.28.._(.53) 2.30 (.50)
327 2415

1.80 (.57) 1.77 (.51)
324 2414

2.34 (.52) 2.25 (.51)
324 2413

'2.09 (.66) 1.96 (.63)
319 2380

2,18
323

2.12 (.36)'
2404

" 78 (.64) 2.73 (.61)
Ji9 2381

1.98 (.45) 1%92 (.41)
323 2405

2.40 (..82) 2.50 (.89)
325 2403

2.53 ( _6) 2.54 (.92)
324 2384

.001

n.s.

.01

.001

.03

n.s.

.05

.001

.001

*Represents the spring wave attitude scale data for Part A participaqs,
non - participants, and those whose participation status is uncertain.,

I

Note: These means are scaled such that 1 is the most positive '(high esteem) and
4 is the most negative (low ester . For thi identifiation and pride
scales (scales 8 to 10) the range is. expanded to 1 to 5 (scaled fn the
same direction), which As reflected in the greater mean values.

ASSOCIATZEJ
=



-25

the school's program; for about 6 percent it was uncertain. For. thel-12- group,

only 4 percent indicated they did, not participate in Part A .activities-. However,

for'close tonne -third it was uncertain whether they had participated.

An inipection of the spring scale-mians for both.grade groups shows that those

who wticipated.in Part A prograins had-slightly more positive scd?es'than-n6n-
.

participants. -They 'held slightly more positive attitudes toward self, schopl, and

.
the instructional proce.ss than did the others. The data for participants, non-

participants, and those who were unsure were treated with a one-way analysis oft

variance technique `to determine the sionifieance of any differences among the

groups. For the 4-6 grade group, 'differences on only-three of the nine scale

means were statistically significant, while.six' were not. These scales were

attitude toward school and thd two scales' comprising the cultural identification

--dimension. However, thesescales may reflect programmatic erijphases during the

year- 0,

For the '7-.12 grade group,' differences on'seven of the sine scale-means were

statistically significant. The value of educatial and.self-derogation scales,

were the two that failed to yield significant differences. Since these data weeh

frowthe spring,data collection wave, it.is conceivable that participation irk

project activities, coupled with school attendance, affected some.student,

attitudes. That is, while the mean:differences are.ciuite-'small'Andgenerally'

tend to be pasitive, these data suggeSt'that projett participation may produce

slightly more pOsitive'attitudes,*espacially for the 7-12 grade,0ouli.: This
El..,

necessarily has to,be a tentative statement in view pfscale'reliabilities and

various.disign Considerations. ',HoweVer, the number of statistically significant.

findings is.pe- suasive. S

To further explore these data, mian.,,differences from fall to spring were..computed

:and/treated-with a-one 7way analysiS of variance technique Difference -SCores

were'ObtaineCbY raCtingeach- student's 'spring scores -from;
,.. ,

student*. yall: values,.. 'Thus, 4- positive difference indicates an

improVement'in atti

o compute thesedifferencescor

asi off individual` studenfpii#
the spring data bases were merged on the

cation .puMbers:plaCedoneach-Nueitionnaire?

IFIMVIErgrisiffILIM.
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'As shown, in Tales 9-9-and 9-10,.the change scores indicate that student

attitudes declined slightly from fall to springtather than improved. For the

4-6-''grade students, 12 bf the 18 mean differences (when - considering participant

status) were negative.'. However, only the mean:differences far attitude toward.,

school were statistically significantu, For the 7 -12 grade group, about half'(11

of 21) of the mean differencei were also negative. For-this group, only the

attitude toward school and ecadernfC self-concept scales yield;c1 significant. mean

differences. across participation grOups. For each ofthe.three scales yielding
A

significant mean differempevamong groups from fall to soring,.-therparticipant

group showed a smaller decline in scores than did the,non-partiCipant group.') In

131ther Words, 06 these three-sialet, the attitudes of PartApikiclpaptsdeclined-:

less than non-participants-.: Here, too, interpretation of this finding needs

cautious in view of scale reliabilties and consequent,regressiontoward the

ineth effects over

The negative mean differences shownon Tables 9-9,apd.9-10 would tOpear to'

contradict the results presented in Tables 9-7 and c'-7.Howeyer, what may have

occurred, and what the scale scores could'be detect.)1, is a general disinterest

in schgol that may appear among-students during-the spring. The significant mean'

diffeence values on the attitude toward school dimension_tend to-support this.-

Students in thd Part koro ects appear to express a less negative attitude thpn
.. ,

i:do their Coupterpartsw_it e other-tWo participation categories. Among the.7-12
, .

,grpde:group, too, the significance of the mean differences for the;academic

self7concept items tris to faVor tiese-in the Part A p"rojects.0 They show a

significantly smaller decline in- attitudes than found among those who-did-not

participate.

§140.eht Attitudes and Effects of Program Ob ed Ives and Services

In applying for Part A funds, school- distr tts'identify Rr6gram and educational

.needs, as well as the Program goals and services to be net intheirisettings.,

-Not all Part A projects emphasize the, same goals or provide comparable services.,

As a consequence, variation. im project objective and services. may differentially

.impact student attitudes, esPecially attitudes directly related to unique -.

services. It then followt, for eXaniple, that if a prdject_emphasizes'Eultu



160-

TABLE 979'

AVERAGE ATTITUDE CHANGE SCORES BY PART A'EXPOSURE FOR
GRADES 4- (STUDENTS wip BOTH-FALL AND SPRING SCORES).*

Scale
Chool-Rela ed-A uses

Attitude-toward school-
difference

Value of education
difference

Academic self - concept
difference

Self4elatell,Attitudes
selfes ee

diffe-ence

Self- derogation difference

elf-esteem ,difference

Part A Part .A Non-

ci nts-Participants Unsure Probability
Taman ,AL)--Mean S.D.)

(.541 -.20

2977 989 265

.02 (.72) - :01.(.67) -.03

2896 960 260

-.01 .65) - 05. 61 -.07

.2900 965 259

-.01 .01' -.01.

2968` '985 264

.00 (.49) .01 (:47 -.01
-2952 '' 979 264

-.01 (.44) .01 (.42) -d01

_2936 262

(.52) .001

(.64): n.s

(39) n.s.

n.s.

(.47) n.s.

(.44 ) n.s.

*Difference scoreslwere computed for all the students who bed bOthfall and_
spring score. Means of these_ differences are-reported as changes--Sprin

.

scales ,are subtracted from fall baseline scoreS. Because scaleS are scored slick,:

th0-:1 is high esteem,..a.positive difference indicates an imProvement-and-a
. .

negative.differenceindidatet-a eclin in attitude
. . .

i.-
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TABLE 9-10-

AVERAGE ATTITUDE CHANGR'StORES BY PART A EXPOSURE FOR
GRADES 7- 12- (STUDENTS WITH BOTH,FALL AND SPRING SCORES

Part A = Part A Non-
Scale Partici-an Partici Ants Unsure Probabili

ate et ean ean

Attitude 'toward school
.

-.p (.47) f.05 (.44) -. -.07 (.45).
difference

3542. 245 1831

Value of educe
difference

Academic self-concept
difference

-.Of (-47), 7,01i ((.47) .45). n.s.

3514.; . 240. 1822

le01 (.:44) (k.'4

3510 240 )826

School f irness ;differente- -.0l ``(.75) -.03 (.68) .01-

3450 234 , . :1183,

GlObal self - esteem
difference

.02 (.37) -Al (.39) .02'

239:' 808

-.01.,(.75) -.06 86) n.
234 1781 .

'.01A.43) .of
3484 -239 1812'

3473

Silfderogar On difference .04 .72)-

- - fir 3416.

Self-esteeM difference

ifference scot- were computed for all the-students .Who had both. fall and:
'snrin5 scores.' Aeans of these_differences'are report 'phae4et.-.10Ing'.
scales are subtracted from-fall-bateline-scores Be e-sdales7arescoped-such--:
that 1 lsiligh esteei, a positive dtfference-indicat n :improvement .and.a
negative difference indicates=a-declirie- in Attitude.-
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e effective; cultural attitudes - should be most

3rafiect's objective'is to improve academics and its

-ea, academjc-related attitudes shouldtbe much

between project emphasis:in terms,ofobjettives and

udint attitudes, four objectives were selected. -These were

10rifqied by project directors -Z see Chapter 4),_ that appear to

relate. to cOreU.Jnoidg attitudvmea,sures.. Specifically,,-those selected

$eetained to improwlgient In academic tkill;, attitude- toward School, cultural

awaeeness or knowled4e,'"and self-concept.- Four sfrvices-werealso selected on

the basis of their relevance for.assessing'existing attitude-data;.these were

'cultural activities, counseling and guidaiwe services , ,home - school coordThation

ter4itt, and tutorial activities:

The relationship between'proJect objectives on spring student attitudes for bo

grade groups were examinit-,-Only fof 16 comparisons of the 41-6 grade scale
_

.
. - .

means and 1t7 -of 18 Comparisons-of the secondary. grade scale Means were found to
eti,

be sfgnificant-when analyzed by t-tests.-In the elementary group data set, the

direet1 of significant means reflected en- inconsistent and difficult(to

interpret pattern:- For example, Mean self-esteem-and cultural 4dentificatiori_

scale scores were highest when cultureadaqemic. objectives were-not present, and cultu

identification was most- positive,whervimProving_attitude-toWard,school.w4Aot a

.projedt -Objectiv'e. students' were

.mostipoSitive*hem_projeCtS:c9ntidered,enhanCeMentof scheol-!.7itftOdes their
.,

objectivew-'
-

The direction of scale differences orl',Students grades .1.-12,-

was-AisoAnconsistent..and-pfficult,to,,inierpret.-InTrojec softithoutacadom

obJectivet-,:attitodeS:toi4rd; schooll:fairnesi,,-41obil,Se -e_ iind_,culthra

identlf-kation:wereMost-Pesitive.- Where-schootittitudeiNerCoroMoted

objectives,- global self - esteem i--- tribal and aci 1t:ural Ihttrtid

had higher_'mea r scores.; -; However,' wh re, school attitudes`were-notstated-as,1

project objectives, attitudestoward,school value

fairnessatfiltudes Uncle positive.
--iiCOnteiiii6Sarene ere_.

of ,educ and school'
iliatinokf Sz-,'

e- CUlltur a Zari



findings for secondary school yofith.were more consistentivittryreviobs findings.

Jhe statisticaN),(significant-mean scale values were highest ,for projects with

culture - and - Self objectives for lich4161-related attitudes and global selfreSteem

(and self - esteem).. Tribal identification- was alio highest for the projects with a
.

culture emphasis. 'While the-elementary
,

school findings were somewhat
. .

inconsistent, the, secondary results shoW a_ddinite pattern: culture. aild.self

--objettiVes'appear. to Promete.ihe,developMent of themost positive levels of

attitude toward school and:self.

It must be noted that the previously desceibed analyser.were unable to control

or.many factors. No- informatiOn wiecollected on the quality of the services,

the effectiveness of staffs and personnel in providing' services, or the
. .

responsiveness and ,level of partiqjpatiOn of students All , of these facter,
_ .

,

among others, could directly influehte'stydent attitedes. .Thui, whether the
. _

findings are due- to loond needs 'assesSment Procedures-leading Prdietts to 'have .. ,

adtivities where there are problems (see:Chapter 5), negative reactions to

. project activities, simply the workings of-chance or various other4oisiblp

explanations is riotnot car from the data.

Results from the analysis' are listed below. OzIly the scales-with sign

mean differences are, reported. Also, after the scales, in Parentheses,

probability values and the .direction of the means for thkive-condition

witileet the service) are reported. Here, too:' a, scattered pattern o

onships was fdund.

Attitudes and Student Characteristics.

The relationsWip between student attitudes and stunts* SeXt gr'Ade, leve

at-admit .performanCeWas-'also inveStigated- dale, seore averages and

;correlations were -examined and ceiNitrested -for these variables. Analyses comprise
-

data collected, during the fall, and spring andand data Merg d for' the- fal frspring

respondents,.

AttitUde stale- responses were analyzed actor ding ,p the sex -of the reVenden

''Mean; attitude.. scale, Scores by Sex2-indicate that 'females scored .mere :pot itively In

hall the' school-related Scales ai=both grade levels, with the except4o6, of the
. _ - %

, . ,, ii- -',..:;
. r .



spring, elementary sampl e- for; Academic ,self- concept F Self-related_ attitudes;

males and fetnaleS for -gradtis 4 -6 differed only on spring global self-esteem and
, V: .

Selt-derogation; with mdles scoring more pos.itively--`. However, for grades 7-12,
4

-malts .scored,more positively on all the scales. Frainales scdred more positively

on Cultural identification and instructional scales

Mean scale Scores-were also com pared across itlade 67 evel. Within the elementary

sample differences by grade were found for all the school-related attitudei.

These attitudes were most positive for- grade 4.acrcass all scales. No differences

were .found for self-related attitudes, except for the spring self-astearn scale,

whiCh was most positive at grade 6 All t4cultur-e identification scales' for

grades 4-6 were most positive ,at grade 4.

,

11/Jthin 'the fall secondary group sample, -mean differ -ences were found for all

scales. The self-esteem scales 'and, the school fat -mess scale became ,increasingly

positive with grade level. For the ottier schoil-dated scales, a curVilinear

relatibnship was noted, with scores being roost positive at the seventh grade,

then becoming 'less, positiie until, the upper grades (11 and 12), at that .point
again becomihg- increasingly'more positiye.-

...
.. In particular, academic self-concept -sc es,reflect_ed--a mere, positive

,.

.self-aoncePt4for eacli*Of the-gradis 9- .This pattern: is fully.conSittent with
. A-.-

Reynolds -(19,62). who used theT40-item. Acad,..irnic self Concept Scale.. (alpha

rel iabil i ty .tif -, , 971 ) With 200 updergraduate.'.01.1egel'-:studentandlfounir- these ..
,.. ,. .: .. .

with
e f .

colleges
-, . , e, , . e . . ,f 1 _ .

scores-to tdiretty correlate wi.th'-. the_ year -of. 'tchbaling"....
.../ -a

With respect to globarself-testeem, the grade 7-12 scale deueloPed by Rosenberg
.

§ and widely:used,in the literature,- the level= scores directly improved:
from grade 7 to grade, 12. The men of 2.20 in, grad 7 which. indicates. a

moderately positive iivel of'ielf-esteem, improved with "grade.leVel so that-__a

rade .12;. the. Teen sdore.was',203-andi'therifore; ever_More:-posftfvris

evel. Ail 'means were based on between 924 and 1 7 723 .inifian_Students. Stand

deviations were.almOit self;.
e e , .E ,

esteem appears to improve grade -level, is ful,Ty consistent with McCarthir.an:

Hoge 7:(1982),- who also used-Abe ildsenberg, Self -Esteem .scate- with -alinost'=2 iood

'parochial sc-poal- itndepti 1. percent nority) 1 the seventh, ninth, and



.-265-

eleventA grdes. These students were admiuistered =ale in each o _tro
years, The statistically significant findings indacatred awn improvement
self-esteem -across the three 'trades, and in each of the two ears. The=e
findings.fr=m the Literature are indiC,ative, although not concrusiver of the

',possibility that self-gsteerri tends to improve with year 02 schooling awl
educationai experience.-

,

For the seceondary spring sample similar curvilinear patern was foundil for the
scpool-illaled -and pride scales. The same pattern o'f increasieg se f-e=teernWitiC,
-grade 'level al so existed the esteem scales.

Attitudes -tmld Acid

Finally, a cries of bivariate correlation coefficients were computed tcww
.determine Jar certain types of attitudinal Measures were 6tgnificantly rft-latid to
reading and_ mathematics test scores. Table 9-11 indicate= that low, alt tiough

.

statistical-My significant, relationships were found betweftin students` -.titude
toward scheczil,- their perdived value of education; :their 'ftidadernic se.lt,.=ioncept,
their globaWl: self-esteeM,And each of 'the dependent; meastirei. These

. _

reratiOnshi=s held for students in gradet 6 and in grades 7-12.

c Performance

The stronget rel atiOnships were 'obtained when .correla tingtir
with rtadsin and mathematics scores/ as might be expected. iRelationship zt

\
gracle-r-ange were higher, than at the 4-6 level... ..Tne ombtained,correl,a.

readine'and mathematits- scores with either academic self ..-=-0ncep or g1

self-esteem were lower than those found in ether studies (evick't
and Carlson -T982; . Hansford and Hattie, 1.982), rFor exampTga, the let

ta4alys-Ms'irstudy cOMpufed an, "average" correlation of swell` - concept. -abi\.;1 ty

h perforramance/achievement of .r * .42 (5 D of . that correlation 22) acid \ 22

with self-ea (S.D. .17). However; the present findrei wig that reading- and
Mathematics achievement were,rnore related to .academic self"---concaOt than

self - esteem is fully consistent .With the causal modeling agreproaches- used by Bryne

and Carlson to obtain:the lame results, using C4nadian secwcandany school

-. students. Wile only ittitudinallMeasureTivhich was not sign ntly r 7-ed
eading or nmatheiat ts scores sias:students' -identification = with being lnoodi an. .



TABLF..Bpil

CORRELATIONS -i BEN ATTIT6OINAL MEASURES AND
fAD D-MATHEKATICS OUTFOMES BY GRADE .RANGE

Attitude Measure

Grades 4-6
(W12972202

Reading: Matho.

Attitude:toward school.
f

Value of education

Indian identification and pride

ACademic self-concept

Global self-esteem

Mathematics

G ades 7-
_0=2454-2559)

Reading' ,'Math

.083 Asg .057 :111

e.151 .112 .1994. .210:

:-.0044, .030 .021* ".015

.190 .200 354

.095 :JOB .204 .172.

:.607.

*Not statistically 5 gnificant (p.001)0111-otherrcorrelitiont pre anted here
are statistically significant.

Notes:' (1) Attitude measures were created fOr'each,student by summing aseries --

of fourrpoint rating scale i ems,in which 1 Very much-agr and
4 =Very much disagree,- and dividing by.the number of items o_which-
the student responded. BecaUse of the direction of scriOn attitude
test score correlations have%a negative sign which hss been dv0Pped

*_ in this. chapter.

Correlations .are based on slightly varying sample
!-

Academic self.concept and global, self-esteem CdPrelated .192 foi
Gra4es 4-6 and .501 for Grades 7412.
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. ... _ .
Related to this, these and other recent studies-(Cal,syn and Kenny, 1977; Revicki, 0
19EV32;-Byrrie and Carlson, 1982)114%4Ased causal Modeling approaches to ,show that

_.academic -achievement, is more likely to predict academic - self - concept or global
Sel-Ifesteem, than are selfconcePt* he5scares _to predict' academic performance. The

tiliaming -6 ilid".meisurements of academic achievement (spring )9.80) and - self-concept .
, ,(fill in the present study supports the causal conclusions of those -earlier.

.s-tizziclie tVos'itive academic self-ccacepts in Indian studentS appear to be the'
reult of efforts to improve academic performance, and they are prbbably .not the
43..w.ose for im'provement.

ximar

As discussed in Chapter. 2, during d gn of the evaluation there was
oorivisiderable- debate regarding the -Propriateness of 'tryings.'to assess project

. .

sshas of instrumentation, ddsign, and the time
retmuireato assess attitude change "Slue ail--.-sUbjects7of deliberation. -.So too was
them question of. whether or not the prey ption:of relatively' poor attitudes. on

.dn- student attitudes.

Cheese' part of Indian children was IvaPrinte4, and thus-whether or not it was
.

reasonable to expect-Projects to r7ijakbotat a ,positiVe than

the end, -it was decided to {collect data from.students regeding their-
tAtnudes toward school, overall self.concept, -and themselves as Indians or

AlemAa Natives. More projett diriCit9rSi reported' having :the objective of
imizproving student self-concept_ than inriotker :cited prpject objective,' and
Thral=i roving. attitudes toward school and Indian heritage were 31110 he. most

/esequently cited ohjectives as

Cormseotlently, considerable .ti
se -M--- table attitude- scales, and

grades 4-12 in the fall and t

rces _were- devoted- to -then dove

g associated. data frotii Indian
;he- :198182 school year.

opment of
udents

Tti data from the apprpximate 1 diian students surveyedshow that
marity of both elementary and seconder -3r schooLstudents had relatively good

aititudea toward school, themselveS4iml Indian culture in the fall..of 1981. Th
- ,

dada alio-show that there was -.little Owl if icant cnange -in ?these attitudes aver
_

course of the 198i -i2 schOol 'yeah -Intensive analysei c4" the data- indicate



that -scores of Part kproject participants declinecness frumdim fall to spring than

non - participants, and that more positive attitudes llong.sourne diMensions are more

highly associated with certain programmatic vartabl8thin with others.' HoWever,

overall,-the impact- oriented analyses provided_ _no clear resiults.and,-therefore,.

for the mast. part no SignifiCent-difierences,betweevolip5i, ,Other analyser also
did not establish a clear relationship between programmatic variables.and

attitude'Scate results The extent of Part XproJettlmpaeldts on student

attitudes. consists of a mixed picture, although onewOch itmdicatis that some

moderately positive effects. on, student attitugesmapaveHom=Currith



CI 10: KNOWL tl106E AND AsNvuiotis CURRENT PUBLIC HIGH SCHOOL STUDENTS

WITH RESPECT TO' POST-SECONDARY ACADEMIC OPPOR TUNITIES

A

,

The ddcume n anim-Ad testimony leading to, passage .of the Indian Educa

highlightedtheconceLern over, the relatively low number of Indians
.

and

Natives going on to college or other forms of post-secondary education. TI
kt,

support ferundergraoldUate and graduate 'Programs was included in the Act. In

additidn to11111, Inowdian students bave been eligible f4e.manylederally-supported

pdst-SecdqdrYPdgm-ams over:the past decide. Part A Program rOulatiqps do not

'explicitly cite as neme'rmissible activities designed to increase thespost-secondary
VI, 7. ,

1
. ,

acadeMic knowledge amuut aspiration levels of high. school,studenti: Nonetheless,
.

,

these are areas of comoncern to many project staff, And associated impacts appear

on- Act.

aska

reason able pegnect from counseling,' attendance, orptherproject activities.
.

.,Cbnequently, as pArit of the 'spring data collection,'Indian students= in grades'

10=12' were asked a semeries of questions about ,their knowledge' of postsecondary

academic gportunitiem4 and whether theydesired to obtain.post-secondarY
.

schooling! There Wencre a total of 2,800 Indian students'An grades.10-12.Whd,

completed toktudenn-V/qUestionnaire, and approxiMately 95.pei.cent completed-the

items deallogwith pomost-secoMiary knowledge and'asPirationS:-

There, were three neal o areas of question; concerning post-Secondary acad

knowledge el as ions. Students were asked:

. .

ttthe'school had talked to thed about goihg.to school after
ewd.if'anyon had encouraged them:to goron*to sc60;

'Whether they new 'a ot:colleges and vocational schoo4i, tchOlarsh ps for
IndifistOdentttss-and=-specialscnooIsor progricns forIndien.studen'ts;:And

. . ,

h MrtheY *mould like to continue their/education after hfgh7Stfty i- __and_
,

if 'where.

The re lts 011;eSe. Ahree,AreaS arepresented:Separatelybelo-

.17109AL'afi



Interaction chgol Staff,

. r '
Students.were first, asked if anyOne in the school had talked to thin about

colleges, universities, or vocetional/techfiical schools where they might go)afte-

finishing high Scho61. Three-quarters (75%) of the students reported that they

had had such conversations. Table 10-1 shows the percentages of all responding

students who reported conversations with various types of school officials. ,

TABLE 10-13

PERCENTAGES OF STUDENTS REPORTING CONVERSATIONS WITH VARIOUS
TYPES OF SCHOOL OFFICIALS ABOUT POST-SECONDARY SCHOOLS

(ki, 2759)

TipeofSchool Official
Percentage-o
All Students

Guidance-counselors 52%

Teachers 36

Xndian,educati Staff 22

Principals or assistant-principals
Others 14

students could report conversations-with more than one type of school
official, the percentages total to. more 1Eftart,100%.

The data indicate that students-are most likely to talk to guidance' counselori

and teachers about post-secondary opportunities. Almost a quarter of the ->--

respondin§ students, however, indicated that they hadlhad conversations about

pdst-secondar: opportunities with Indian Education project staff.

In order to gain additional information on the impact of the Part A Program,

students were divided (based on a series of screening questions) into those who

had definitely had contact with the program, those who might have had contact

with the program,1 and those with no contact with the progrim during the

1981-82 sthool year Table 10-2 shows that, students who had contact with Part A

1These students' responses regarding program participation-were ambiguous,
snggesting that at most their contact was quite limited.

301
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were more likely to have discussed. post-secondary opportunities with school

Officialt than those who had not had such contact.2

TABLE 10-2

CONVERSATIONS ABOUT POST-SECONDARY SCHOOLS BASED ON
CONTACTS WITH THE PART A PROGRAM

Conversations About
Post-Secondary Schools

Contact With the Part A- Program

les
(N7-701)

Perha s No
(NT33)

p

Yes 79% 70% -65%
No 21 30 35

Total 100% 100% -100%

30.13, df = 2, p < .001.

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 mire likely to have had such conversations

than male students, and students in higher grades-were more likely to have had

conversations than studenti in lower- grades (see Table

TABLE 10-3

CONVERSATIONS ABOUT POST-SECONDARY OPPORTUNITIES BY GRADE AND SEX

Conversatidns About
Post-Secondary Schools

Yes
No

\Total

Male Students
Grade

10 11 12

(N=486)(N=46)(N7.344)

61% 72% 87%
39 28 13

100% 100% 100%

Female -Students
grade

10 11. 12'
(N545) (N =531)

68% 76% 92%
32 24 8

100% 100% 100%

7g6)

= 11.3 p <.001, X2 (Grade) 142.64, df 2, p c .001

2Findings presented throughout'treft chapter are based on statistically
significant'betWeen-group differences ani,chi-square tests of such differences.

xv ASSOCLA2708.
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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 10,600-50,000) were more likely than

students in non-reservation rural areas to haVe discussed post-secondary

opportunities with School officials. -(The percentages of positive.response=isere
2

77%, 76%, 74%, and 70%- respectively, with X 11.30, df = 3, p..05.)

Another question asked of students- was whether anyone in the school had

encouraged them to go 'to a college, university,- or vocational/tdchnical school

after graduating from high school; Approximately 70 percent of Indian students

responded that they had been so encouraged. When asked what kind of school had

.been redommended, 45 percent of all responding students said that, they had been",

encouraged to attend a college-dr university, 16 percent. laid that they had been

encouraged to attend a vocational school, 5 percent said that no particular type

of school hadbeen mentioned, and 1 percent said they hid been encouraged to

attend some -other kind of school. Exposure to the Part'A Program. appears to have

-increased the likelihood that attendance at a post-secondary school-Was

encouraged.' As Table 10 -4 indicates, 10 perce-i more of those students who had

contact with the Program3han those who did not have contact (i.e., 72% -vs-62%)

-were enCouraged to attend a post-secondary school.

TABLE 10-4

ENCOURAGEMENT OF POST-SECONDARY EDUCATION BY LEVEL OF

CONTACT WITH,THE PART-A PROGRAM

Encouragement for
Post-Secondary Education Yes -1 Per-ha No

(N1344) '(N723)

Yes 72% 66% 62%

No 28" : 34 38--=
Total 100% '160% 100%

_.Contract With the Part Pro r

= 15.44, df = 2, .001.
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The extent to which students reported that they had been encouraged to attend

post-secondary school was also strongly relatedto the grade and sex of the

student. Female. students were more likely than male students to-report that they

had beenbeen encouraged, and students in higherAredes were more likely to relport

such encouragement than students in lower grades (see Table 10-5). Perhaps not

surprisingly, males were morelikely than females to be encouraged to attend
lr

vocational schools (21% versus 12% of all students),. while females were more
oR

likely than males to be-encouraged to attend colleges or universities (52% versus

37%).

ENCOURAGE ME

TABLE 10-

T OF POST - SECONDARY EDUCATION BY ADE AND SEX

. EncourageMent for
-Post- Secondary Schools

Mall Students
Grade

'IC', 11 12
)(N2438)(N36)

Female Students
. Grade

10 11 12
( 7519)(N7514)-(N 7781)

Yes 58% 63% 77% 67% 71% 87%'

No 42 37 23 33 . 29 13"

Total 10' 100% 100% 100%

X2. (Sex) = 22.08, df =1, .001 X2 (Grade) = p 4 .001

Knowledge of _Post-Secondary Opportunities

The second area of questions asked of Indian students concerned their knowledge

of post-secondary academic opportunities. In particular, they were asked if they

knew:

Where to go if they wanted to find out more about universities, colleges,
or vocational/technical schools;

) About any grants or scholarships that Indian students money to go to.

a college or university;
e e

Where to go if they wanted to liarn-more about grants or scholarships for--
, Indian students;

3021
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4) About Any colleges, universities, or vocational/technical schools in the
United-States that are mostly for Indian students; and

About any collegei or universities in the United States that have programs
specifitally for Indian students.

In 01 five questions, students' were' to name a specific source of

information, grant, or-post-secondary school. The number of Indian studenti

who indicated that they had knowledge in each of the five areas is illustrated in

Table 10-6. C

TABLE 10-6

KNOWLEDGE OF PO --SECONDARY OPPORTUNITIES
(402743)

Area of Knowledge

Where to go for information on schools:
Grants or scholarships for'Indian students
Where to go for information on grants
Schools that are mostly for Indian students
Schools with special programs for -Indian students

Mean number of areas indicated

Percentage of Students,

67%
32
39

1.9

-Whether AvivLoudents had had contact with the Par:.A-pro ect had a significant

impact on knowledge of post-secondary opportunities. Table 10-7 shows that fore

each of the five knowledge areas, students who had contact with the Part A

project were more likely to have knowledge than students withbut contact.

There-were also a number of student and project characteristics which were

related to the extent of knowledge of post-secondary opportunities. ,Students in
A

higher grades had considerably more knowledge than did students in lower gilades,

and"females had more knowledge than males.- Table 10-8 shows the mean number of

areas about which students reported they had knowledge, by grade and by sex.

iii
f

3Responses were coded such that a plausible response to thef011ow-up-request
for specific information-was required in order for a student's response
to the mainAuestion te.be-coutit in :the analysis as A-yalid-answer.

0
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TABLE .10-7

KNOWLEDGE OF POST-SECONDARY OPPORTUNITIES BY-LEVEL OF
CONTACT WITH THk PART A PROGRAM

(percentage of students indicating knowledge)

Area of Knowle4ge

Where to go for information on schoolsa
Grants or scholarships for Indian student'sb
Where to go -for information on grantsd
Schools that are mostly for Indian studentsd
Schools with special programs for Indian studen

Mean number of areas indicated

,--

Cont4ct
Part A Program

Yes ttlep ss No
( N7.7503 ) TIFTUM C N7T3

70% 64% .57%
36 27 31 if
44 33 27
37 ' 26 32
24 14 18

2.1 1.6 1.6

a x2 = 17.94, df 2, p C .001- b X2 = 21.84," df .2, p <.001
c x2 - 41.22, df . 2, p : .001 d x2 40.98, df 2, p <.001
e x2 = 35.41, df = 2, p <: .001

TABLE 10-8

KNOWLEDGE OF POST-SECONDARY OPfORTUNITIES BY GRADE AND BY SEX,
(mean number 0/ areas reported)

Sex
G de

12,10
N.102 (N=739)

Male Students' 1.4 1,7 2.4
Female Students 1.6 1.9 2.7

F (Sex) . 16.64, df . 1/2740, p < .001r
F (Grade) = 117.46, df 2/2740, p <:.001
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In terms of projec =characteristics, the data indicate that students attending

schools on or near reservations had more knowledge of academic opRprtunities than

did students in other geographic settings. Students in schooli on or near

TreservatiOns reported know dge.in an average of 2.1 of the five 'areas, while

j\
;

studenti in other settine reported knowledge in an average of 1.7 of-the areas

(F m 12.00, df -7 3/2742, p A .001).. Students on or near reservations were more
, .

likely to report knowledge on availability of scholarships, the presence of

special schools fdr Indins, and the presence of special Prograrms for Indians.

,There were,no significant differences in terns of knowledge concerning where to

go to learn more about post,secondaryochools, or where to go. to learn more about

scholarships.

There was a difference in level of knowledge of post-secondary opportunities

based on the presence or absence of a counseling component in the Part A

project. Students in projects with a counseling component (59 projects) reported

knowledge in an average of 2.0 of the five areas, while students in projetts

without a counseli6g eomponent (55.projects)reported knowledge in an average of

1.8 areas (F = 12.30, df 1/2733, p< .001). The'differe%ies between groups

were significant in the areas of where to go for information on grants, schools

that are mostly for Indian students, and. schools with special programs for-Indian

students. There were no significant differences in the areas of where to go for

information on post-secondary schools, and grants or scholarships for Indian

students.

As iretions FOr POst-Seconda Educe-ion

The third area of questions asked of Indian students concerned their aspirations

for post-secondary education. Students were asked If they would like to continue

their education'-after high school and, specifically, if they would like to-attend

ayocational/technical school and/or a college or university.' Nine out of WI

Jndian students (90%) reported that they had post-secondary academic aspirations,

with 32 percent of those specifying that they would like to attend a vOcationall

technital school, and 53:percent specifying that they would like to attend a

college or university.



Aspirations for post-secondary education were'more prevalent amen thcs students

with contact with the Part A projects than for students without contac As 27

Table 10-9 indicates, st ents with contact with Part A projects were more likely

to desire to -o to a college or university, but were not more likely to desire to

go to a vocational/ echnica1 school.

TABLE 10-9

ASPIRATIONS FOR POST-SECONDARY 'EDUCATION BY LEVEL OF
_ CONTACT WITH THE PART A PROGRAM--

',percentage of students)

Aspirations fot- attending.

Some form of post- secondary schools
A vocational/technical schoolb
A college or university

Contact With the
Part A Program

Yes Perna s No
(NzT80) NT28)
92% 7%
31 36 30
56 . 49 52

X2 = 7.67, df 2, p < .05
X2 = 15.97, df = 2, p< .001

2 u 8.04, df = 2, p 05.

Post-secondary aspira.ions also were related to certain student- haracteristics.

As:Table 10-10 shOws, female 50dents were more likely than male students to, want

to go to a college or Uniyerlity, wh e male students were more likely to want to

go onto a vocational/technical schooldr .Aspirations or.vocational/technical

-training also increased from grade 10 to grade 12, while aspirations for

.attending a-college or university decreased. These changes may indicate that',

there is an increasing vocational orientation as students approach graduation%

The other student Characteristic' which was related to post-seCondarY aspirations

was achievement on standardized tests. Table 10 =1i summarizes the mean

I

4Achlevement test scores from spring 1981 were available for 1,418
tenth to twelfth grade students eke completed the questions on post-secondary
knowledge and aspirations in sprind 1982. See Chapter 4 for a discussion of tbe
procedures used in obtaining and.analyzing these test score data.
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TABLE 10 -10

--SECONDARY EDUegTION BY GRADE AND
(percentage of students)

Y SEX

Aspirations endtng.

Some farm of ,post-secondary
schoola c -

A vocational/technical schoolb
A college or universityC.

Miles
Gracie

12
N.470)(N.447) (t043)

Females
--

Grade ,

10 --TT 12
(N7537) (H7,3'20 )(47.793)

87% 87% 92% 92%-- 94% 92%

36 7 39
51 44

-42 22 30' 31
45 61 , '57'. 58 ,

kg (Sex) = 21.06, df = 1, pc7.001 X2 Grade) = 0.99, df = n.s.
b X2 (Sex) . 28.41, df pf.001 X2 Grade) . 14.79, df =
c x 2 (Sex) 66.95, df 1, 0<.001 k2 Grade = 6.32, df = 27,,p<Z.05

k TABLE 10-11

MEAN STAARDI2ED READING AND MATHEMATICS SCORES
BY -TYPE OF POST-SECONDARY ASPIRATIONS

Aspirations to attend .

Some form of post-secondary school
Yes
No

A vocational/technical school
Yes
No

college or university
Yes ,

No

a F . 4.00, df 1, p
F = 5.56, d-

MeanReadin
Scorel
(N7-)

Mean lMaff
Scored

47.6 48.2a
4.5.0 44.8

46.1 47.1
48.2

49.1k 49.1C
44.9 45.6

.05 b F= 5.30,0df 1, p C .05

.05 d These scores Are presented
in T-score format.
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Standardized OT = 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 students without college aspirations. 4owever,

there -were no significant differences in test scores between those who aspired to--

vocational/technical schools and those who did not,

Post-secogdary aspirations alsi were related to certain project.. characteristics.
N

As.Table la-12 shows, students in projects. on or near reservations or in.other'.

rural areas were more likely to desire to attend vocationalitechnical,schools,

Ihile students in projects in metropolitan areas were more likely to desire to

attend.a college or university. Finally, the relationships b'etween 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.) %sere also examined, but the results did not provide clear

explanatisms of the basic findings.

TABLE 10-12

PO5T7SECO D -1 ASPIRATIONS OF STUDENTS BY GEOGRAPHIC LOCATION OF PROJECT

(percentage of students)

Aspiration to attend.
On or Near Other Rural Urban Metropolitan
a Reservation Area Area Area

Some formbf,post-secondary

(111435-Y N=654) 14;291) -1144330)-

schoola

kvocational/technical
schoolb

92%

36

87%

32

86%

26

92%

24

A college or universi 53 52 47 64

a X2 = 24.26, dr:
c X3 = i8.93, df

P < .061
p c A01

b A? 25.62, d p A4 .001



/7. -280-

Summary

A majority of Indian students have talked to school officials about

post-secondarylacademic opportunities, have been en-_uraged:to attend

post-secondary school, and would like to attend such-a school. Indian students- :.
.

.

also have moderate levels of knoWledge concerning post-secondary.opportunities.;

The Part A Program appears to be a/stimulus to,--poSt-secondaryeducation.

Students whe had contact with the program in the 1981-82 school year reported
.

. .

more knowledge.of post-secondary opportunities, and indicated,highqr levels df

ost-4, wondarY academic aspiratibr5,than those who did not have that contact.
\

Indian female students were more likely than Indian male students to wan% to go
c .!m

wantto colle. =, while Indian male students were more iftely to want fogo to

gg=iC
,

vocat'donalit::hnicat school. The 'location of the schOol was also relate .ito

students" knowledgelif Rot- secondary opportunities and aspira ionS for-
-. .

postsecondary study.
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CHAPTER 11: PARENTINVOLVEME4T WITH THE. SCHOOL AND SCHOOL RELATIONS

WITH THE,INDIAB COMMUNITY

Many members of the Indian community view changes in parental Attitudes and

relations tdioard public schools'and toward the.formal schooling Of their children

as one of the most important areas of Part A Prdgram impact. Traditionally,.

Indian children were-educated by their parents and community members, but with

tj loss of their - independence came a decline in involvethent in,their-childrens'

education.. From the time children began to attend Bureau of Indian Affairs-

operated schools in the latter part of the_nineteenth century until recent years,

Indian parents Have had few,- if,46y, structured opportunities to influence school

decision-making. In fact, for many years, children were intentionally separated

physically from the influences of their framilies Parents_ had,no contact wittf-.

,their children for long periodslf/Itime, and the children were- counseled to turn

away from the customs and traditions of their parents. Only recently have the

opportunities-for Indian par=ent involvement been.renewed.

In 1972, ,with the passage of the Indth Education Actpublic schools-that

qualified were given the opportunity to apply for-funds to-support "programs

specifically designed to meet the-special educational needs of Indian children.

Further provisions of this action_ equired that'these.public school programs be

AevelOped:

In open consultation with parents of,lod n c ldren, teacherii-and*where.,
applicable, secondary school students including public hearings at Which
such persons have a ftill opportunity to understand7the program, and

AF"

With the participation and'apOi-oval-of a committee:compoted of and selected
by parents of children participating in the 'prograM ..., teachers, and,-

where applicable,secondary school students of which at least-half the
members shall be.parents.1

1P.L. 92-318; 86 Stat. UT.

_!=1=MS,
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The Indian Education Act also contains a provision which requires that the funded.

programs ill'be operated and evaluated in consultation with and the

involvement of,.parents of the children and representative of thearea to be

served, including the committee"'previously established:- Finally, a Subsequent

amendmenpte the Act expands:the definition of °parent" to include legal

guardians or others who stand in loco parentis,- including foster parents and

-Trindparents with whom-Indian children may reside.

This chapter provides a descriOtion of. Indian parenta) involvement in Part A

projects and their,respective schools and school districts. It begins with a )

focus on the Part-Atparent committee, b --dens tovesent findings regarding

IndiarrparerCal involvement generally, and concludes with a:discussion of factors'

which affect parents! general satisfactiom with their Part A project. .'Both

descriptive and impact oriented findings are presented osing%data froipt variety'

,of sources. The main sources,of data on which the repOrted findings are based

arc- parent committee chairpersons, other active committee members (2.6 per

project)., a probability sample of Indian parents'-(mean of'13.4 per project),

project directors and'staffs, and reviews during the site visits of parent

committee minutes or records.

4

Role the aren Committee-in Part A Pro ects

The Indian Education Act, as amended, clearly defines the make-up and

responsibility of Part A'project'Oarent committees. It requires the use of an

advisory board conSisting of parents, legal guardians,*teaChers',-jnd secondary

school students, with the-sttpulation that at least half of the group be Indian--

These requiret4nisrespond directly to Many years of testimony and reports to

Con re is attesting to '1!ealiertatiori of Indian parents from public .schools and

their lack of involvement in the schooling of their-,thildren.

Me committee has authority which goes beyond that described, for advisdry groups

in many other- - federal programs. The Part A project parent committee has a legal

mandate which requires schools- receiving funds under the abspices of the Indian

.
..,, 4

.
.

-.

,
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Education Act to consult with its members and seek their apprcval of applidations

submitted for funds, to which they are entitled by their levels of Indian

enrollment. Additionally, the committee's consultation, along that of other

community members, is required in connection with the operation-and.evaluation of

the project. Policies and prodedures which provige for this are required-to be

included in each local project application.

Each Part A project, then, mustestabliSh a parent committee. That committee by

regulation, must: (1).participate in theneeds.assessment, dello, operation,

and evaluation of the project; (2)-review and approve in writing the project

application; (3) advise the school district on policies and procedures regarding

thehiring'.of'project staff; and -(4) make recommendations concerning applicantS

for project staff positions.

ComMttee:Membershjp

Table 11-1 snows the distribution of Part A projects by the size of their parent:

.committees. Overall, parent committees had a mean membership of 10 members. Of
.

these members, almost all (87%) were lndiO, Most members were parents (71%)0

anewomeW(70%). Some were i4hchers (12i), tchOol district staff (11%), and high

school/Students (14%).--All projects met Part A membership guidelines re4Uiring

-that/Over half of parent committee members be Indians and over'half parents.-:

/Most (77%).members of the parent committee attend meetings regularly; in

addition, a mean of 4-.5 non-cpmmittee Members (such as school administrators and

-project staff) attend each meeting. It waS'also-reported-that school district

administrators not directly employed by the eart4rproject attended every parent

:Committee meeting in 27 perdent of the _projects.' Such administrators attended

meetings most of the time in iftother19-percent of 'projects. Part A regulations

require that parent committee, members. be elected by parents of Indian students,

teachers, and Indian secondary school students, if there are anyinrolled in the

sthool,district. The specific election procedures are not described in the

314
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TABLE 11-1

SIZE OF PART A PRO ECY PARENT COMMITTEES (1981-82 SCHOOL YEAR
(Weighted N=865)*

Number of Members

4 or fewer
5 - 6
7 - 8
9 - 10
11 - 12
13 - 15
16 - 20
21 or more

Percentage
of Projects

7%
20
2(1

21
13

11

6

MEAN 10.2

The actual number of respindents was 114. These data have been weighted to
make the findings'statistically representativ.oi all projects.

.

regulations. As shown in Table 11-2, committee members are elected by parents at

58 percent of the Part A prof cts, and by a community group at 17 percent. At 7

percent of the projects, par nts are selected by a combination of three methods

(parent election, community group election,. .and local chapter selection). At 16

percent of the projects, parents join, the committee by volunteering; and at the

other 2 percent of the projects, parents are appointed by local schoolofficials

(1%) of tribal /chapter readers (1%). These result seem-to indicate that in 18

percent of the.projects, the regulation requiring the election of members is not

.followed._ In these projects, parent committee 'embers Orfhlarily volunteir to

serve. It fs not known whether these volunteers are "drafted" or urged by the

'Indian community to serve; where, this occurs they may be considered to be

"elected." However, since more members are Indian, the self-selection or

election` of volunteering would appear-to be generally in keeping with the intent
---_ .

of the Act, if technically a violation'of the regulations.
____

itripopsourr,
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TABLE 11-2

METHODS BY WHICH PARENT COMMITTEES ARE CHOSEN
AS REPORTED BY PARENT COMMITTEE CHAIRPERSONS

(Weighted Nr865)*

Selection Method** Percentage of Prblec

Election by.parents
Election by torimpnity group
Membersvolunteer
Combination of three methods
election, community group e
and local chapter selection

Other

TOTAL

(parent
eotion

58%
17

16

100

*The actuir&Wi7FFiiiiiiiidents was 'ate were we ghee to make the
findings statistically representative of all projects.

*Parent committee members were asked-to choose one selection method from a list
or to specify their method of selection;

A reviewpf parent committee records during the fall'site visits indicated that a

mean of 9 parent, committee meetings had been held during the previous 12 Months.
, .

Nearly-all (89%) projects kept a record of the names -of specific people att -ending

each meeting. A full set of minutes of parent committee Meetings.were-,available=

in most (79i) of the projects, and a partial set in mest-ofthe remaining

projects (19%). Project records provided evidence thatmost,(90%),01 the parent

committees had reviewed the Part A application and most (93%) had formally

=approved the application. Project records also indicated that nearly twa-thirds.

.(65%) of the parentcommittees had met with'the school board or senior district

staff on' at least one occasion.

The data also showAhat over half (62%) of parent committees are involved with

the Part A project exclusively. Another one-quarter (26%) of the committees are

a17:involved with the ..19ftnson_0!Malley -(JOM) Act program. The remaining

.committees are involved with various combinations of JOM, Chapter I, and other

program activities along with the Part A project.



Committee Activities

With respect tosthe Part A prOject, chairpersons were asked o'indicate the

extent to. which -the- committees were involvedin various activities.. Results

are shown on Table 11-3% The areas of greatest involvement were in deciding

goals, budgets, project activities, and in communicating with patents.

TABLE 11-3
c

PARENT COMMITTEE INVOLVEMENT IN PART.A PROJECT ACTIVITIES
AS REPORTED 8i PARENT COMMITTEE CHAIRPERSONS

(Weighted N=865)*

Activity
. Mean
Rating**

Percentm of Projects
k Lot of Some
Involvement Involvement Involvement.

Deciding on goals of project 2.7 75% 23%

Deciding on project budgets- 2.7 73 23, 4

Decidini-'on project activities 26 66 27
I.,

6

Communicating with parents 2.6 61 35 4

Selecting project employees 2.4 56 32 13

blicfzing the project 2.4 49 45 6

Evaluating project activities 2.4 . 47 41 12

Communicatln ith outside
groups 2.2 36 52 12

Selecting classroom materi is 2.0 33 42 25'

Making cultural presentatjons 2.0 34- 38 28

_

*The actual numberof respondents was 114f data were weighted to make the
findings statistically representative of all projects.

. r

Mating-stale used : 3 m A lot;'2 m Some; 1 No invoSement.



Chairpersons-were also asked to indicate -- which methodstheir parent committee's-

had used to get Indian parents -and community members more involved with the. Part

A project. `Results show that the methods most frequently used were messages sent

home with parents (69%), local newspapers, radlip,'and TV messages (61%), public

meetings t51%), home visits (19%), personal contacts with community groups. and

leaders (48%), project newsletters (38%), dinners, carnivals, and other

attractions (37%), phone calls (21%), word-Of-mouth (13X), and surveys and needs

assessments involving p"lents (10%).- When asked how effective thete approaches

were in getting peopla/involvep, 31:percent of Chairpersons indicated they were

very effective; 55 percent said,they were somewhat effective; and 15 percent said-

they were not effective. As a follow-up to these questions,chairpersons were

asked to list howparents could be Motivated to get more involved with the Part A

project. The most frequent responses were that project staff- should-do.more

personal contacting of parents (33X), food should be provided. at meetings and

special events (17%), and. parents should be educated in. their responsibilities

toward, and the needs,-,of, students (12%).
§W 4.

Almost all (96%) project directors reported that their projects' parent

committees were involved in monitoring ind-ealuating the Part A Project.. When

askedC*1-itt the types of involvements, project directors said they consisted

most frequently-of_reteiVing monthly or quarterly reports fromthe Project;

discussions at parent committee meetings, and visiting classes and observing

-activities. Thirty-eight pekent of-projectAirectors said parent committees

were very involved in monitoring and evaluations; 44 perdentsaid committees were
. --

moderately involved; 14 percent said they were slightly involvedi'and 4 percent

said they:were not involved%

Frequently, parent commi ttees assist the project by securing parent and community

support. Over three-quarters (79%) of the projeFt direptors said that the parent

comMittee had made a difference in getting members of the Indian community or

tribe to support the project. Over half (57%) -of these directors reported that

the committee members particularly helped in.disseminating information and making

the community aware of the projecA and 49 percent said the coMmittee members

helped by interacting informally with member's of the community in order to get

parents and others involved.



Finally, when asked if the parent committee- needed more-training to be more

effective, 50 percent of project directors said that some members needed

training, and-30 percent said all members did. The most frequently mentioned

types of training needed concerned rules and regulations, roles and functions of

the parent committee,,parliamentary procedures, and goals and objectives of Part

A.

Impact o :Parent Committees

Potentially, parent committees have imp cts beyond their Part A projects and
4 e

their stafft. Over two-fifths (45%) of the project diredtors reported that the

parent committee had submitted rec ations to the school district

administration or school board. In those projects submitting recomaendations 5

percentibf the project directors reported the recommendationswere adopted as

recommended, =30 percent reported they were adopted with modifiCations, 4 percent

reported they were adopted for later review, and 8 percent reparted,thatno

actions had been taken -on parent- committee recommendations. The areas of most

frequent recommendations were use of project persoirt, approval of proj'ect

proposals, project plans and objectives, and genera .:hopl programs for and

policies towardIndlans.

In addition, parent committees often benefit their own membert Parent committee
?

_

chairpersons were asked the open-ended question: "What useful'
/:
tkills, Knowledge

and/or experience have you gained as a :result of being a member of the Parent.

committee" Their responses included a,number of different hkIlls'and areas of

knowledge and experience. Most freq4ently (51%Y mentioned wasA lncreased ability

to function in the school and in the community. Anoth--r frequent-130%) response

was an increase in organizational and program skills, f cl/Od4ng'budgetingi

proposal development, needs assessments, and communica skills. The. third

most-frequent-(28%) response ws an increased ability to elp children with

-schOol, through a better awareness'of student needs and arity witt;

eddcational materials.

.Besides collecting data.on knowledge, and experience gained0 committee:,
. .

chairpersons, current committee -Members were asked: iehether'& no after leavin

the e-parehl correlittee, `any +former members had-become engaged'inFeach of the

--spec caactivi #+ 1 Yfi 61e AsA- eirible,sh =0x:forme



-289-

committee members are reported to have gone on the become active in other aspects

of their local school districts or tribes. -Although the information is Second

hand and it is possible that only,a few active former members in a project could

confound the results, these responses from active parents are judged. to provide a

reasonably accurate indication that parents have gone on from Part A committees

toother involvements in their schools.'

TABLE 11-4

-PERCENT OF CURRENT MEMBERS REPORTING
EXTENT TO-WHICH FORMER=PARENT COMMITTEE MEMBERS HAVE BECOME

ACTIVE IN THE FORMAL EDUCATION PROCESS
(Weighted N=608)

-Percent of Committee Members Responding
That-Former Members Have, Taken- Specific

Area of_Activity Met in the Formal Education' Process*

Became- member of another pargnt
advisory group (PTA, Title VII, etc.)

Hired as teacher s aide

TcamoHa school volunteer

Became a member of the Tribal Education
Committee

Been hired as a teacher
,e

Been hired as a school.cown elor

Served as member of school board

Rant for school board

Been hired as a librarian

Been hired as school administrator

63%

58

52

34

22.

21

8

15

--8

*For-each item, responden swere liven the choice, "Yet, "No, "Don't knoW"

to` the question. Aftir- leaving the Parent -Committee; have any former membert
-becometengaged'in, [any of the activiti_S listed in-Table 11-14].

'Note: DA-to multiple responsis,,,percentagestotaTmore'than'100%.
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General Parent Involvement

On a somewhat different Plane, Part A projects are concerned about the general

involvement of Indian parents in local schools and the-formal education of Indian.-

children. Thus, members of the parent committ

7

iwere asked to indicate the

extent to which Indian parentt in their school, istricts are involved in.their

children's education. Thedita show that 8 percent of the committee members said.

most parents are very involved; 55 percent indicatedmost parents are somewhat

iniiilVed, and 37 percent indicated most parents are not very involved. Table

11 -5 summarizes the responses from the 37 percent of the parent committee members

to the followup questiah:r "In your opinion, what are the most imporlant reasons

why Indian parents do not become_ more involved in their children's education?"

The most frequently cited reasons were that their children do not want them to

participate (93%), that the school discourages participation (93%), and that

Parents have no tire (84%), or have too'many other attivities,(82%).. Project

staffs were asked a similar question concerning parentAn4olvement. Th6ir most

frequent answers were parents believe education is the-job of the school (46%);

paredts have other children at home to care for (42%), and parents do nut knoW

what kinds of thingsthey-can'do for the school or project (40%).

All committee members were then asked if, they thought Arents over the past

three years, had become more involved in their children's education,as a result

of the Indian education project. The parents were specifically asked about five

areas and given an opportunity to list other areas as well. As shown in Table

116, the results:indicate that parents,havetalken a greater interTt in what the

school is doihg; and Wave been involved to a greater extent in attending school

activities.

Teachers were also asked whether parents had 6ecome more involved in their-

ichildren's educatieh in the past three years. The data show that 60 percent of

teachers indicated that parents had become -more involved. Ofthese, 417 percent

said there was more contact between parents and students regarding-student,

erogriss-and behavior, 71 peicent said there were more parent-teacher meetings;

.55 percent sii there were more Indian par-Ports at.PTA meetings and school .

funitions; an 26 percent said th were more Indians elected tg,school board

ees.-

axamau=aazs.s.,..mieseasn.-.1:Frx
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TABLE 11-5

REASONS SUPPLIED BY PARENT' COMMITTEE MEMBERS FOR INDIAN PARENTS'-

NOT BEING MORE INVOLVED IN THEIR CHILDREN'S EDUCATION*
(Weighted N=786 ) **

Reason*

Children dan't want them to participate
School dficourages participation
Parents have no time
ParentS have too many other- activities
Parents have poor verbal communication skills

Percentage of Committee Members

Parents work long hours
Parents feel participation would be a waste of time
School has no tradition of Indian parent involvement
Parents feel intimidated.
Parents have transportation problems
Par nts believe education is the job of. the school
Parents have other children to care for
Parents lack interest-

93%
93
84
82
77
74
73
70
69
62
59
51
49

*Parent committee members were asked to indicate on a three point scale how
involved Indian parents were in their children's educationt not very
involved, somewhat involved,-or very involved. Only thote parents (37%) who
responded "not'very involved".or "somewhat involved" were asked to indicate

why Indian parents do not become more involved.

e actual number of respondents was 264. These data have been weighted to

make the findings statistically representative of.all projects.

**Parents were asked to indicate which of 13 reasons were the most important
reasons why Indian parents did not becomemore involved tn-their children's
education. .More than one reason could be chosen, thus percentages total more

than 100%.
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TABLE 11 -6

AREAS OF INCREASED INVOLVEMENT BY PARENTS OVER- THE LAST THREE YEARS
AS INDICATED BY PARENT COMMITTEE MEMBERS

(Weighted

Area of Involvement
Mean

Ratin

erceh o opt e ie s
IA Tot mare
involvement by

arents

ewha e
involvement by

a ents

No more
involvement
b iaren

Parents are more interested
in what school is doing 2.2 31% 54%. 15%

'Parents attend more of their
children's school activities 2.1 32 46 22

Parents talk to teachers
about their children mere
often 2.0 25 47

Relationship between scAool
and community improved 2.0 24 5D 27

Parents help students more
with school work 1.9 17 56 27

I

#

*Rating Scale: .3 = A lot more; 2 = Somewhat more; 1 = No more involvement,-

**The actual number of respondents was 290. These data have been weighted to
,make the findings statistically representativeof all projects.
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Principals also indicated that the Part A project had increased the interest and

involvement of Indian parents. The data show that 23 percent of principals said

that the project increased parents' interest and involvement in their children's

education a great deal; SO perCent said interest and involvement was increased a

moderate amount; 21 percent said a little; and 6 percent said not at all.

Similarly, 16 percent ofprincipalslaid the projeCr-had increased interest and

involvement in. the activities of the school a great deal; 49 percent said a

moderate amount; 26.percent said a-little; and 9 percent said not at all. Data

also show that 14 perCent of- project staff felt the projectMa8 been very

suqessful in getting parents involved in the project. Another 51 percent said

the project had beenmoderatelytixcessfOl, and 34 percent said-Abe project was

only slightli.successful or:not successful at all._

School district administrators were also asked about the involvement of Indian

parents.. These data show that-24 perFept of administrators felt the Fart A-
_

:project increased parent involvement to a great extent; 72 percent felt parent

olvement was increased to ome extent, and only 3 percent felt that parent

involvement was increased to little or no extent.

In addition to mfmbers of the parent committee, parents of the students who were

surveyed were also interviewed. .These parents were asked if they were ever

involved in the project4as a staff member, volunteer, or advisor, or as a member

of the parent committee; and 34 percent of the parentt'indicated they had been

involved. Results show that 23 percent had been involved as a staff member,

volunteer, or advisor. Twenty-one percent had served as members of the parent

committee. For those who had been involved in one or more-f these ways (34%),

almost half served as a volunteer, in the project. Other frequent modes of

involvement were: telling others about the project (40%), helping decide what he

project would teach or do (38%), providing comments on the project at a public

hearing (33%), conducting a needs assessment (31%), Monitori-g,and evaluating the

project (29%), helping choose staff members (22%), and serving as aspeaker or

demonstrating a skill for Indian students (19%). Of those who they were not

involved, 44 percent said they did not have the time; 17 percent said they did'

not know they could get involved; and 14% said that no one-'-aiked them or that

they were not aware of the project or parent committee.;
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Project staff members were.asked the extent to.which Indian parents had assisted

their Part A projects. These data, shown,in Table 11-7, indicate that staffs

felt the greatest assistance was in. staff selection. This contradicts the
,

parents' view.

TABLE 11-7

PROJECT STAFF RATINGS OF THE EXTENT TO WHICH INDIAN P TS
ASSISTED THE PROJECTBY AREA OF ASSISTANCE

e_ghe.
- ,

Area of Assistance N*
an

Rating **
o -t__ o 'ate} aren ssistance

A Great
Deal Moderately Little None

Staff selection . -49% 22% 14% 15%

1 Attending parent committee
1_

meetings 2164 341
1

26 47, 22 4

General project planning 2102 2.9- 32 36 20 12

Project Monitoring/
evaluation 1987 2,7 28 23 =19

Serving as-Ooject
volunteers 2012 2.4 21, 23 35 \21)
Curriculum development 1921 2.'3 16 26 32 25_

Serving as speakers, ..
demonstrators, presenters 1966 2.2 16 20 '37 -, 27

Materials selection 1928 2. 15 24 -27 , 35

Material evelopment . 1877 .. 1l 24 31

*The actual number of respondentt-was 1_ Not all staff reSpOnded to each
item, as refledteij in the'weigbtedIN. e data have teen weighted to make
the firldings statistically, repreenta v- of all projects 'Staff members.

**Rating scale: 4 *A great deal; 3 derately; 2 *:A little; l e None'

Communidatiod Between Projects and -Par nts

-Parents

ArPrOjact

-24A

ere asked to _indicate the wads they had become acquainted with the Part -3

_A number of parents gaxeMprta.than_one,responSe. Overone-thiru
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(38%) said they had received a letter from the project director or project sfa

26 percent said they had read about the project in the school or project

newsletter; 22 percentsaid:they had learned about it thrcJgh members of the

parent committee or other parentS; and 19 percent said they had received a phone

call from the project director'or staff. Project staffs indicated that Indian

parents most often contacted the project through telephone calls to project staff

0(60) and/or to the school (63%). Notably, 21 percent of the staff members said

that parents rarely initiated any contact with the project.

Relative-to the wa'ys project staffs contacted Indian parents, 72 percent ©f the

'staff members said they -did this-through messages sent home with students. Other

ways staff members contactedhparents were through the parent comittee (56

percent of the staff) and by telephone calls td parents (55%). The most

-effective ways to contact parents, according to staffs', were by personal visits

to homes (41%) and by teTephone calls (35%). With respect to keeping parents

informed, 32 percent of the project staff members said the project-had been very

successful; 56% said moderately successful; and only 13 percent said sligh y

successful or not successfUl-at all.

Factors Which Affect Parents' General Satisfaction with Part A fro act

The data were further analy;ed to determine what factors affeCt parents,: general

satisfactfpn with the-Indian education project. -A cadsal model was developed to

specifyhow factors were linked together. The Model proposed that the level of

parents' general-satisfaction with the project wasiinfluenced by

interrelationships with six causal factors': The six factors were

Extent of communication, from the project.to the parents;

Extent of parent Participatilon in the project;

Extent of parent committee involvement in .the project;

Extent of-sensitivity of school-personnel toward Indians;

Extent to which parents perceived that the cultUral needs of the Indian
students_Were being met by the project; and

Extent to which parents perceived that the project:helped to improve the
AnoNaystudentsLacademiti,erfOrmance in'school.

AssocuTir.8;;
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The data collected during interviews with 1,388 parents of Indian children -,,

provided the necessary information for all factors, except for data on the extent

of parent committee involvement in the project,-which was derived from project

director's questionnaires.

Each causal factor was assumed0t0 have a direct effect o the levelof parents!

general satisfactionsatisfaction with the project, and the six causaffactors were connected

together in a conceptual udhaie beginning with the extent of communication and

continuing in the order listed above. The causal model specified that any given

factor was influenced by those factors preceding it in the chain. Thus, At was

expected that parent participation was inflgencedhy communications, parent

committee involvement was influenced by both communications and-parent

participation, and so on.

The model (and ,its underlying conceptual basis) was tested using path analysis

techniques, a form of multiple linear regression, which provide a measure of

relative strength for each of the direct effects or relationships between a

factor, and all factors preceding it -in,the chain. this approach the

direction of the effect (which factor prediCts another). can be assessed while

standardized'pathor regresSion coefficients are used to indicate the relative

strength of-the effedt from each precediN caul a factor on thefactor being

predicted.
2

The detailed results df the path analysis indicate that parents'. . .,general i;

satisfaction with projects was influenced most strongly by theirperceptioh,o)

the extent to which their children's cultural needs were being met..- That

2For further details on the uti its of path analysis in educational applications
and its mathematical rationale, see: Wolf le, LAI. Strategies of, path analyiis.
`American Educational Research Journal, 1980, 17, 183-209or Johnson, T.J.
Buckholdt,-D.R. & Ferritor, D.E. Causal modeling in educational and social

ro ram evaluation. Paper presented at-the -AnnuaT-Meefing of-the-American

ucat Tone esearch Assosiation, 1975.

327

,-.W:).B44,1= MaSCOISTIRMEAffilftffM..--."
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path coefficient (or direct effect of .664)- ,between the factor representing

the extent to which cultural needs were met .and general satisfaction was much

larger than any of the other path coefficients derived from using the other

causal factor's in the analysis. The next-most important causal factor in

determining parents' general satisfaction was how much the project communicated

with parents having a path coefficient of .178. Communications also indirectly

increased the parents' general satisfaction, since communication principally,-

caused or-irarelated to. the parents' perceptions that the project served, to meet

theAultural needs of American Indian students (.468). Communication also

indirectly affected general satisfaction, through its relationship. with the

cultural needs (indirect effect of .316). The effort of .a project to obmmunicate

with Parents was found tobe,the most important causal factor in influenCing the

level of the parents' perception that the cultural needs of Indian students were

being. met. And this in-turn-had the strongest effect on influencing the level of

general satisfaction with the project. Importantly,. the path analysis results

_showed that project efforts to communicate with parents strongly influenced

parents' participation in project activities (direct effect of :700).

The extent to which cultural needswere.perceived to be met was the strongest

factor influencing parents' perception of the extent to which the project.waS

helping Indian:students to improve their academic performance-(.326). gowever,

project help in improving academic performamat had only the fourth-largest path

coefficient and thus had relativelY:less importance in influencing parents'

general satisfaCtion with the project. For-interested readers, a fuller

presentation of the pattern of direct and indirect-effects.for each of the causal

factors used'in this analysis is contained in Appendix 3.

Analysis of the interview data.collected from the parents of Indian students -

indicated that communications from the project to the parents was a-key factor

3Findings are presented here in terms of "direct effects" and "indirect.
effects," which equal the "total effect." The "total effect" between blot
factors therefore consists of the portion of change in a variable transmitted
directl from the causal factor to, the resulting dependent factor, and th
port on transmitted indirectly40 the resulting dependent factor through
factors between them in.the,cohcptdal chain

EVELOP1OMM
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influencing parent participation in project activities. The analysis further

revealed that the parents' perception of the extant to Which'the cultural deeds

of Indian students'are beir;g met is the single most important factor in

influencilig their judgment of the performance of the- project.

Summary.

This chapter provided data on the extent and manner of parental involvement in

Fart A prograMS:L According to Part A regulations, each project must establish a

parent committee which must: (1) participate in the needs assessment, design,

operation, and evaluation of the project; (2) review and approve the project

application; (3) advise the school district on policy and procedures r9garding

the hiring of project staff; and (4) make recommendations concerning applications

for project staff positions;

-Data ndicate that-parent,comm ittees had a mean membership of-10-members. of

which a mean of 'here Indian, and a mean of 7 were women. Members were elected

solely by par s at 58 percent of the projects. Well gver half (62%) of the.

parentcommitteel_were involved with the Part A project exclusively, with the

remainder being involved also with other educational programs. 'As required by

Part A regulations, most (82%).committee members-were elected, but a signific4n_

,minority (16%) were volunteers.
4

I

The committees were quite active, holding a mean of 9 meetings in the last year,-

and most (77%) members attend regularly. The -areas in which committees were most

heavibiinvolved were decisions on project goals, proJectabudgetsce a---' project-

activities, -and in commurdcating with parents. Most (93%)'had forcr f appro-izd

the Part A'application and 96 percent were involved in monitoring an

evaluation. The data also show that several project directors indicated
)

that

6mmend4tiens-of the parent= committee had a great deal or a:moderate amount of

impict-en.sChool policy-makers'. Only 28 percent of project directors said the

committees had little or no impact. Importantly,, over three-quarters of project

directors felt that the parent. committee had Made a-difference in getting members

of the Indian community or tribe to support the project.
_
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The most important reasons given by parent committee members 'for Indian parents

not becoming more involved in the project or in school were that their children

do not want them to participate, the school discourages participation, and

parents haven() time or have too many other activities. However, as'a-result of

the project, committee members report parents have taken a greater interest in

the school and have beCome involved to a greater extent in 'attending school

activities. Data from teachers and principals support these findings.

f

Parent committee members also indicated 'they themselves had benefitted from

committee participation, most frequently indicating that they had developed more

ability to function in the school and community (51%), specific skill acquisition

-(30%), and increased ability to help their Children in school-(75%): Some also

IndicAtdforMer committee members had gone on to other involvement with the

schOol,-Ibut the actual number was unclear.

_With -F-A-§ to participa ion, the results were more mixed, with 37

percent of the parent committee members indicating parents were not very involved

and 34 percent of the staff indicating the project was.only slightly successful

ininvolving parents'is'a whole. However, the committee generally-indicated that

the project had stimulated some or a lot more involvement 4y parents: in their

interest (85%),.Attendance at functions (78%), communication'withteachers (73%

relationship with school (74Z) and helping their childreh with school, work

(73%).- PrinciOals(73%), staff (65%), and-teachers 0%) generally agreed with

this.

Parents also indicated A-significant Amount ( of involvement-with the project

as a staff member, volunteer, advisor, or committee membAr. This was

corraborated, by staff ratings of parent assistance to the project where parent

assistance was rated a great deal or moderate by two - thirds or more of the staff

in.the areas of staff selecting parent commi ee and general priiiject planning.

Finally, path analysis causal modeling techniques were used to assess what

factors affected parents' general=satisfaction.with the project. Results

indicate that satisfattion was-most:strongly influenceebyparents' perceptions

of the extent to which their children's cultural needs were being met. The next



-300-

w
most important factor affecting satisfaction wm-the extent of communication from

the project to the parents"- The analysi.also indicated that communication was a

key factor infltieking Arent participation in project activities.

In summary, parent committee involvement appears quite high and parent

involvement while considerably less, was also substantial. The parents and

school personnel were ableto i e impacts on individuals. and their schools.

Further, it appears that'satisfav'tion with the project is strongly influenced by

.specific'project activities in the area of comOUnication.
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CHAPTER 12: IMPACTS OF THE_PART A PROGRAM ON SCHOOL DISTRICTS

This chapter examines the extent to which Part A projects have'affected school

'districts with respect to the education received by Indian children. In other

chapters, the immediate impacts of the Program on Indian students and their-

parents are described. The long term.success of the Part A Program, however, may

depend upon changes in the_conditioni under which Indian students are-.educated,

and, consequently, in the willingness of educational institutions to change those

conditions. Thus, this chapter explores several potential impacts on those

school districts affected by the Part A Program.

It should be emphasized that these are largely-unintended (or perhaps more

accurately, not explictly stated) impacts of Part A projects. During the

evaluation's design'stage, the Director of the Indian Education Program within

-theDepartment_of_Education_madp it clear that-he_believed the mostAmportant

results of the Part A Program would be systemiC and attitudinal changes in local

education agencies. From this perspective, which was communicated to many local

projects, relatively short-teril gains associated with individual students were

secondary to changing the basic character of local education agencies which

.served large numbers of Indian students. Thus, while changes in curricula and

instructional materials, employment of Indian professional staff, and-the overa

climate or attitude of local-school distrlcts toward Indians were rarely an

explicit project opjective, frequently they were consciously intended-goals of

key program staff A Therefore, they are a legitimate and important dimension of

an evaluation. of Part A Program effects.

Thus, the data in this chapter examine:

Curriculum and instructional materials;
o Attitudes of the schools and Community toward Indians;
Employment of Indians in public schools; and

I Continuation of Part A activities_ in absence of federal funds.

The data in this chapter are-based on interviews from the overall sample of 1.15

- projects. The interview sources include strict administrators, principals,

teachers, project-staffs, parent committee mbers, And parents.

CLATZEJ.1NrAlk
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Curriculum and Instructional Materials

American Indians often have been either neglected or inaccurately portrayed in

traditional textbooks and other curricultim materials. An important part of many

Part A projects, particularly those with cultural programs,has been to develop

and encourage the use of materials that present an accurate and sensitive view of

the history and culture of Indians and Alaska Natives. In this- regard, study

findings4hoW that most tribal leaders (86%), parents of Indian children (90%),

school .pincipais (79%), and teachers ,(72%) supported the pruvision of specific.

instruction or activities regarding Indian history and culture!.

The manner and extent to which the Part A Program has influenced public school

curriculum can be examined at three levels: changes in district -wide curricula,

changes in materials used within individual schools, and changes in the materials

and instructional practices used within classrooms by teachers. At each of the

115 school-districts visited, a senior Tevel administrator knoidledgeabliribout

the Part A Program and its affects was interviewed; they were superintendents,

assistant superintendents, or federal program coordinators. Of these

administrators, 56 percent reported curriculum revisions, attributable to the

Part A Program, that reflected Indian history and culture with greater accuracy

and sensitivity. The data show that 82 percent of districts with large Indian

enrollments (at least 220 Indian students) reported such curi-iculum revisions,

while only 46 percent of districts with small numbers of Indian students (less

than 220) reported revisions. Also, according to administrators, 66 percent of

districts in metropolitan areas reported curriculum revisions, while only 60

percent of rural area districts, 52 percent of urban area districts,-and 49,

percent of districts on .or near reservations reported curriculum revisions.

Similarly, 47 percent of the administrators reported adopting more accurate and

sensitive textbooks as a result of the Part A Program. No differences among

districts were found by size of Indian enrollment. However, 55 percent of

districts on or near reservations reported adopting more accurate and sensitive

textbooks, while only 32 percent-of.rural districts, 42 percent_of metropolitan

districts, and 47 percent of urban districts did so

Thesefeports'from 4istrict= administrators were generally consistent with the

information provided by-memberS ofthe Indian community: Considering that

141=districts- theLtoJitbookt ri,curritulumAiteriar-
"
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there is local discretion are selected by professional educators,.with little

public involvement, it is noteworthy that 23 percent of the tribal or community

leaders m'd 29 percent of the parent committee members surveyed reported that

an coamunity7membersAlad=beeninvolved_jit teucthonk_salecighe
aortion dt,tribal or community leaders (40%) and parent committee.members

(39%) reported that Indian community members. had a role in the selection or

review of other curriculum materials. Of the parent committee- members who

reported-Indian invOThement in materials selection or review, 90 percent

attributed Indiakinvolvementin textbook selection o ev in heir district

totthe. Part A projeCts, and- 96-percent attributed Ind an invoIvemen in, the

selection of other curriculum materials, to Part A.

,

At each of the districts-visited, principals of schools with Indian students in

the Part A Program were surveyed to assess any changes in curriculum and

instruction as a result of the Part A -Program. A total of 450 principals_were

their curricula, and 70 percent reported that the Program had increased or.

improved their Indian-related resource materials. Cultural or historical

materials developed-or provided by the Part A projeCts were reported to be used

by some teachers in 58 percent of the schools. Most of the schools that used

Part A materials used the* in social studies (86%), arts and crafts (77%), and

history courses (73%), although nearly half-of these schools a7so\used the

materials in literatUre (490 and reading (46%).classes. In addii* to

developing useful materials,- the Part -A projects, as reported by principals*-
, t

involved local Indian people or project staffs in their elasies In'59.percent of

the schools.-

At each of the 450aschoois surveyed, a sample of 1;307 teachers employed-at le4st

three years by the school district and who had at least two Indian

students in their classes, was surveyed. These teachers were asked to report on,

the effects of the Part A Program on the insructional practices amd curricula
ir

within their classrooms. Two-fifths (41%) of the teachers reported having made

changes in their teaching approaches to accommodate Indian students. As shown in

7Table-121i-the-most7frequeht-changes.loAnstructional practices..-.wereH

incorporating- indianhistoryintnHregUlar instruction (3-6 -, percent of those

reported -making changes)-and 019.11,JnOlan-ttudents-:-moreAndiviOU41attention



TABLE 12-1

RS OF CHANGES MADE IN TEACHING APPROACH TO ACCOMMODATE INDIAN STUDENTS
(N=520}

Percentage of Teachers*
Who Reported They

Type of Change 4,1ade Changes--;

Instruction in. Indimbistory and culture incorporated
into regular-instruction. . _ 35%

More attention given to individual Indian students 24
More sensitivity shown. to Indian history and culture 14

Instruction tailored to eadh cultural group 13
More emphasis placed on "basic" academic skills 6

Separate instruction provided on Indian'history and culture 6
Comparisons of Western aid Indian. cultures emphasized 2

N

*Percentages are of those teachers (41%) who:answered "yes" to the general
,question_"Over the past three years, have you made any changes in your .

teaching approach to accommodate Indian_ students?" and who also specified
the type of change made:'

' (24%). In addition, nearly one-halt (47% ). of all, teachers interviewed reported'

making changes in curriculum or classroom materials to better reflect Indian

history and cultural heritage. One-third (32%) of the teacher's also repor:ted_

that Part A project materials Were used in their classrooms. Changes in

instructional practices and curricula were reportectmore frequently by teachers

in districts with higher Indian student density (above 20%),.and higher Indian

enruilments (220 or more Indian students), thin in districts with lower Indian
Ar

student density or enrollment.

Teacheri were also asked if they discussed specific classroom matters, p;'oblems,

and needs with the Part .A project staffs. The percentage of teachers who said

they discussed each topic is presented in Table 12-2. The most frequently
= f

discussed topics were individdal Indian ,student problems (82 percent of the

teachers), Indian student attendance (75%), and tutoring needs (68%).
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TABLE 12-2

TOPICS DISCUSSED BY TEACHERS WITH PART A PROJECT STAFF
(N=936)

J2ercentage of
To ics Discussed Teachers*

Individual Indian studetit prOblems 82%
Indian student attendance 75
tutoring needs-of Indian students 68-
Indian-student achievement in basic academic skills 65
Special-needsof Indian students 53,

Recommendations for books or,other materials about Indians 42
Medical meeds of Indian studitpts . '35,

-Changes in educational standrds for-.Indian students 28

*The percentages listed apply to those 936 teachers who-responded to the above
-items; 371 teachers failed to complete this questionnaire item.

than-100
T--

-In summary, the Part A Program seems to have had some affect on school Curricula,

textbooks and classroom Materials, and teaching, especially in those-disiriCts.

with large Indian student enrollment. Curriculum changes or :textbook adoptions.

werereported by adMinistrators in approximately half of the districts. Most

principals indicated thatthe Part A Program had improved Indian--'related

curriculum and materials in their schools; -two- fifths of the teachers. reported

making changes in their teaching approach oaCcomMod dian Students-.

Attitudes of e School nd Community Toward Indians

The Attitudes held by sThoo1 personnel and the community toward ethnic minorities

can have an important impact on,the quality of education received by minority )

children. Research has shown, for dxampleOkt teacher attitudes and behavior

can affect learning in the classrooms .1 In this section; indicatidns of

1See, for example, Brophy, J.E. Teacherbehavior and its effects. Journal

of Teacher Education 1979, 71(6), 733750.
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current attitudes of .the community and school- personnel toward. Indian children

and their education are examined and the effectiveness of the Part A 'Program:in

changing attitudes in the'schools is explored.

Current Attitudes Toward Indians and Their Education. Parent Committee members

were asked whether the attitude or sensitivity of the non7indian community,

school admintstrrs and school staff toward Indian students had been a problem

in the schools in their district. Their responses eresuaarized in:Table 12-3.

TABLE 12-3

PARENT COMMITTEE VIEWS ON ATTITUDES AND SENSITIVITY OF THE
NON-INDIAN .COMMUNITY, SCHOOL ADMINISTRATORS, AND

SCHOOL STAFF TOWARD INDIAN STUDENTS
(N=638)*

Greups_Rated

[School district. administrator

Counselors
School board
Other school staff
Elementary school teachers
Principals
High School/Jr. High teachers
Non-Indian community

4

No
Problem

83%
83
83
81
80,
80
70
67

Somewhat
of A' -. A Major-
Problem Problem Mean

16% 2%
14 2
15 2

18-

20- '1
15 6
28 2

30 = 4

10$
1.18
1.19
1.20_
1.22

1.32-
1.3T

Overall 78 19 1.24

*Results wereweighted to make the findings statistically representative of a
projects. An average Of 638 out of 865 (weighted) parent commitee members
responded tothe items; thus the results Werwbased OporithOse- (74%) whd.:
responded.

**Raings were based-on a three-point Likert scale:.
1 = NO problem;-2 = Somewhat' -of a problem; and a major problem.
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The majority (78%) of parent committee members thought there were no problems

with the attitude or sensitivity of the groups listed. There are, however, two

statistics which Stand out: 34 percent said the attitudes and sensitivity of the

non-Indian-community toward Indian students-was somewhat a problem or a maj4

problem,
2 and 30 percent also thought high school and junior high school

teacher attitudes and sensitivity towards Indian students were somewhat of a

problem or a major problem in their schools.

Indian -or tribal community leaders were also asked whether or not the attitudes

or sensitivity of the school' administration toward Indian students were a problem

in their schaiol district.- Fifty-nine percent indicated there were no problems;

28 percent said there was somewhat. of -a problem; and 13 percent said there were

major problems. They were also asked Whether or not the sensitivity or attitudes

of school principals or other school--staf membes wire a proble0. Fifty -three

percent indicated there were:no:problems; 37 percent said there were some

.probleMs; and 10 percent said there Were major problems. Thus, a larger

percentage of Indian or tribal community leaders than parent committee members

said attitudes toward Indian students were a problem.

Man ratings.of attitudes toward Indian children and their education, as rated in

spring 1982 by the Pat A project director, projedi staff, parent committee

Members, and a leader of the .local- Indian community at each of the 115 projects

visited, are Presented in Table 12-4. The respondents were asked to rate the

attitudes of several types of school employees, the-sChool board, and the

non-Indian community toward-Indians and their education, on a five point Likert

-scale ranging froM one(VerY negative) to five (Very positive).3 7

l'rciject staffs were askedthersame question displayed-in Table 12-3. Gimilar
=results were obtained in that 21 percent of the project staff members thought
the sensitivity of the non-Indian community and 22 percent thOught the
sensitivity of high school and junior high teachers was somewhat ore problem,
or4-mrajoriproblem.

I.
3Respondents rated the attitudes of school personnel and the comMunity toward:
Andians in general, special educational programs for Indian students, and the
Part A ProgeAm- These ratingsw,ene averaged for an overall score representing

attitudes toward Indians'and-tht _ education.

°
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TABLE 12-4

COMPOSITE .RATINGS OF THE ATTITUDES OF THE EDUCATION COMMUNITY
TOWARD INDIANS, THE INDIAN EDUCATION PROJECT, AND FEDERAL FUNDING

OF EDUCATIONAL PROGRAMS FOR INDIANS AS JUDGED BY COMMUNITY
LEADERS,-PARENT COMMITTEES, PROJECT STAFF AND PROJECT DIRECTORS*

Respondents

Community
(Triba')
Leaders**

Parent
Committee
Members**

Project
Staffs

Project
_Directors

Groups Rated cy-102) (W.290) (N&413) (N=114)

School district
administration 3.57 4.04 4.24 =4.53

Principals 3;78 4.04 4.31 4.36
School beard 3.68 3.75 4.02 4.02
Secondary teachers 3.68 3.75 4.02 4.02

Elementary teachers 4.07 4.08 4.29 4.38
Counselors 3.88 4.18 4.39 4.43

Other school staff 3.91 3.82 4.16, 4.23
Non-Indian community 2.86 3.12 3.42 3.51

*Ratings were based on a five point Likert scale: 1 = Very negative, 2 =
Moderately negative, 3 = Indifferent, 4 - Moderately positive, and-5 = Very -
positive.

**Results were we hted to make the findings statistically representative of
projects.

As demonstrated in Table 12-4, the attitudes of 'school personnel and the.school

board were generally. judged to be moderately positive or better. By. tontratt,.

the attitudes of the ron-Indian comity were generally judged at a leVel

approaching indifference. Persons within the school systeMlvere thus seena's.

having attitudes that:could be of benefit to Indian children in their educational

experiences, whereas the non-Indian community was seen as displaying no special-__

concern or even hostility toward Indian-children-and their education. When these
=

were analyzed in terms of Indian student density, size of Indian itudent
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enrollment, anckschool district location, only relatively minor differences were

found.
4

A comparison of ratings across respondent groups indicates that the ratings given

by the Indian:community/tribal leaders-and parent committee members are generally

parallel, and are loWer than those by the project staffs and project directors.

-These-differencls'are generally not large and may simply reflect their.position

-Outside or independent of the school system.. Parents were-asked an abbreviated

-version of the question Summarized-in Table 124.:-They were asked to rate the

attitude of prcipals, teachers, counselors, and other school staff toward

Indian students in general on a three-point Likert scale: 1 Generally

insensitive; 2 Don't ,care one way or the other; and 3 Generally sensitive.

The means calCulated from the parent responses (N=984) ranged from 2.60 for

teachers to 2.75 for counselors (Principals were 2.61, and other staff were

'2.69). Thus parents, overall, rated school personnel positively with respect to

-Iteir perceptions of the attitude of these individuals toward Indian children.

The Ipfluence of the-Part A Program on Current Attitudes_ Toward Indians no Their

Education. No adequate measure of.school/community attitudes toward Indians. and

their education, at the start of the Part A Program, was available-at the school

distritts-visited; and study resources did not permit the analyses of,secondary

source material necessary to develop such pre-project measures. To .obtainA

rough indication of the influence of Part A on current attitudes,

J

4These comparisons were made using;the ratings by parent committee members.
Analyses by school strict location showed the mean rating of school personnel

and the non-Indian community in other-rural areas to be higher than the
overall mean, whereas comparable ratings were found for the other school

district, locations (on or near reservation, urban non-mitropolitan, and

metropolitan). When districts varying in Indian student density were compared,

school personnel and the non-Indian community in districts with the lowest

density (.01% to 5%) received the lowest ratings. However, none of-the overall

mean ratings far districts in different locations or Indian student density
categories varied by more than 0.32'from the overall rating of 3.19 for the

non-Indian community or 4.12 for school personnel. Ratings also did not vary

significantly with the,size of Indian student enrollment.
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diverse respondents were asked whether, in the last three /ears, the Part A

Projects had changed the attitudes of school personnel and the non - Indian

community; pareni'committee members, project staffs, project directors, and

feaders in the Indian comunity were probed. Project directbrs and staffs were

slightly more prone and Indian community leaders slightly less prone than were

parenti to indicate Part__A-grOjects had influenced school or community attitudes.

Parent committee members were-likely to have provided the most valid responses,

since they are Indians who are directly affected-by the attitudes, are quite

familiar with Part A projects, yet have;no'employment7related biases.-. Of the

parent committee members surveyed, slightly over half (53%) indicated that the

Part A projects had changed the attitudes held by other:groups. Over
three-fifths of the parent committee members from distriCts on or near

reservations (61%) or in metropolitan areas- (69%) responded positively, while

fewer than half from urban areas (48%) or other rural areas (37%) did so.

Changes in attitudes due to Part A were also reported more often in districts

having a relatively low Indian student denity; only 28 percent of parent--.

committee members in the districts with the highest Indian studentdensity (70

percent or more of students are Indian) indicated a change in attitudes due to

Part A, whereas this-was true Of 69 percent of parent committee members in

districts where the proportion of Indian's to other students was -quite low (

percent or less

Further ex -ination.revealed that well over- half of the parent coninittee members

felt that the PartA project promoted more consultation between Indians and the-
,

school administration and more meetings between Indian parentsand-teachers;,made',

tribal leaders more informed and Indians more welcome at school; and encouraged -,-

more parent and student involvement in the. schools nd increased - Indian parent

support of -the school system-as,a whole (see .Table =s)`.

5A sample of two to three active members of the Part A parent committee,
typically committee officers,-was selected as respondents; data were obtained
from 290 parent committee members overall.

-A-Mr.ROWMAMMPA=X.1
DEVZIA3PICENT
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TABLE 12-5

CHANGES IN SCHOOL DISTRICTS RESULTING FROM PART A PROJECTS
(AS REPORTED_BY PARENT COMMITTEE)

(N =290)*

Change Reported
Mean
Rating**

Percentage of
Parent Committee'Members

Yes,
A lot

Yes,
Somewhat

No
Change

Indian community feels more welcome
at school

2.18 31% 56% 13%

Indian leaders more informed of
school diStrict activities
involving Indians

2.15 37 41 22

Indian parents more supportive of
the school system.,

Indians consulted more by
school administrators

2.15

2.13

31

35

53

42

16

22

Wian students and parents more
involved in schools

2.01 23 64 13

Teachers meet more frequently with Indtan 2.00 27 46 27
parents

*The data were weighted to make the findings statistically representative of
parent corn tee found in all-projects.

*Charms were rated on a,three -point=scale: 1=No-eha9je; 2=Yes, somewhat; -and
3*Yes, a lot.

Principal's in the schools served by'Part A projects also provided information
.

regarding whether the project had influenced attitudes. Specifically, principals

were asked whether or-not the projects hicFaffected the relationships between

-,Indian students and non-Indian students in their schools.. Forty -nine percent of

the principilSAN*450).indicated no change; 1 gercent's'airelationi had

d4teriorated; 36 percent said relationships had improved somewhat; and 14 percent

reported relationships had greatly *proved.'

In short, the indications are that the Part A projects have hqd some influence-on

school attitudes regarding Indians and their- education within many school

districts, but little or no influence within many others. Slightly more than

half of the-parent commit ers contacted reported that their -Part7A



prOjects had changed. attitudes in their districts, and a substantial percentage

-reported some or,a lot of change with respect,to various indicators of the

relations between the Indian community and schools.

Employment of ans Public Schools

Although not explicitly intended, another potentially indirect but important

impact of the Part A Program is the increased employment of Indians in public

school diSti.icts. Changes in the level of employment of American Indians in

pub* schools, whether related to Part A or- not, is a topic of- considerable

interest to -the Indian community and to policymakers in the Department of ,

Education and Congress. To investigate, the leVels and trends in employment,-

analyses were made using.national-level data published by the U.S. Equal

Employment Opportunities Commission (EEOC), as well 'as local-level data-on

national sample of Part A school districts selected for this study.

e.

All school dittricts are required by the EEOC to maintain upto-date figures on

the employment of minorities. National estimates of employment levels are made

by EEOC in its annual survey
6
by combining a census.of employment in larger

__districts (defined as having more than 1,800 students or 100 full=time equivalent

(FTE) eMplOyees] with `sighted data from smaller districts fewer than 1,800

students or 100 FTE empl ees). Such digtricts are sampled annuallyai varying

rates'according tb their size; thus, the specific districts included in this

sample-change from year to year.

The national -level data, examined first, are presented in Table 12-6'. t'is

important to note that these results reflect thr hiring of Indians by all pdblic

6The annual employment surveys of EEOCare enti .ed Minc
Public£ Elementary and Secondary Schools.

ities and Women

7The.employment figures, presented here cover the years 1975-79, with the
exception-of 1977. The 1979. report is the most recent annual survey
.published. The 1977 survey Was-not-completed. The surveys done by EEOC in
1973 ancL1974Hwere not used in this study because the definitions of "AmeriCa
Indian' and "Hispanic" used during these two years were changed in 1975; 1973
is-the first year for.which Any national datA _ere available.

3



TABLE 12-6

NUMBER OF AMERICAN INDIANS/ALASKA NATIVES EMPLOYED
IN'PUBLIC SCHOOLS BY OCCUPATION

(1975-1979)

Total N

Change from previous year

Percentage of all public
school employees

Teachers

Change from previous year

Percentage of all public
school teachers

Teacher Aides

Change from previous year

Percentage of all public
school teacher aides

Administrators

Change from,previous year

Percentage of all public
school administrators

Princl'als

Change from previous year

Percentage of all 'public
school principals

verage
1975 1976 1978 1979 1975 -1979

12,722

(0.4%)

4,611

14,428

+1,706

(0.4%)

4,693

15,170

+742

(0.5%)

5,291

12,670

-2,500

(0.4%)

4,276

13,760

-14

(0.4%)

4,718

+82 +598 -1,015 -112

(0.2%) (0.2%) (0.3%) (0.2%) (0.2%)

2,516 3,321 3,095 2,398 2,833

_= +805 -226 -697 -118

(1.1%) ) (1.4%) (1.0%) (1 )

162- 229 208 227 207

-- +67 -21 +19 +22

------,

(0.4%) (0.5%) (0.5%) (0.5%) (0 5%)

237 308 270 236 225

+71 -38 -34

(O. (0.4%) (0.4%) (0.4%) (0.4%)

Source: Annua' sports issued by the Equal Employment Opportunity Commission,
efti' :ed Minorities and Women.in Public Elementar:- and Secondary School

__-.3111ZL.=
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school districti, not just those receiving Part A funds. Based upon these

results, the national employment picture from 1975 to 1979 for Indians in the ,

publicschools can:be summarized as follows:

Indians were underrepresented in most educational professions; the
proportion of Indians employed within public school districts as a
proportion of all employees was much'smaller (0.4%) than the proportion of
Indians in the total student enrollment (0.8 %) (NCES 1981);

o Few'Indian administrators or principals were employed in the public schools;
however; Indian administrators and principals represent a larger percentage-
of all administrators and principals than Indian' teachers represent of al.l
teachers;'and

Although the overall number of Indians, Indian teachers, and teacher aides
generally increased from 1975 to .1978, an apparent. drovin these numbers
between 1978 and 1979 brought the employment levels of Indians overall, and
of indian-t achers and teacher aides specifically, to slightly below the
1975 level.

The analysis of national-level data revealed no apparent change in the late 1970s

in the levels of employment of Indians in public schools. A more direct

examination of the effects of the Part A Program on employment was made,by

accessing employment data for the school districts in the study sample, all of

which receive Part A funds. These data were collected from EEOC files for the

,year=s 1973 to 1979, and from school records for 1981. Analyses were made of

employment trends from 1973 to 1981.9 Actual levels of employment levels in

-1981 were also analyzed. Teachers and aides were the focus-of these analyses

because they have the greatest contact with children for instructional pu rposes

and are generally the most numerous of the.different.typet,of school employee.

Because of gaps in the EEOC data and in records maintained in local- school

8No explanation is given in the EEOC report for the decrease in numbers
'1978 to 1979.

- .9In analyzing the trend data, four data points from the years 1973 to 1981
were established for each district 'so that a general trend of employment
practices for each district-could be approximated. These data points included
1973 (or.1974, if 1973 data were unavailable), 1975, the year with the highest
total of teachers and aides between 1975 and 1978, and 1981.



districts, it was possible to follow trends based on four yearly data points for

only 65 of the 115 Pbtential districts.1°

-Overall, the study's survey of project records showed that in 24 (37%) of the 65

school districts there was an-upward trend. in the employment of Indians in that

they had at least three more Indian teachers and teacher aides in 1981 than in

1973.= By contrast, 17 percent of these districts employed no Indian teachers or

aides at all. In the remaining districts, 11 percent showed a decline (at least

three fewer Indian teachers and aides in 1981 than in 1973), 22 percent showed an

,upward, then downward trend, and 13 percent employed a roughly equal number of

Indian teachers and aidet throughout the 1973 -81 period. In the 24 districts

with an upward trend, the increased employment in absolute numbers of Indian

teiChers-andLaides-was generally modest.

Data concerning the number of Indian teachers and teacher aides employed in 1981

by local school districts were available for 104 of the 115 districts included in

the Part A impact evaluation sample (see Table 12-7). Overall, districts

reported employing a-Median of two Indian teachers and two Indian teacher

aides.
11

Over one-fourth (29%) of the districts employed no Indian teachers dr

aides. The median. number of Indian iron- teaching professional staff (e.g.

principals, guidance counselors) working in the districts in 1981 was .4, or an

average of less than one half person per district in the sample. Also, 57-

percent of those districts reported no Indian reaching professionals.

An assessout: was also made of the ratig.of Indian .teachers and Aides to Indian

students. Excluding the 29 percent of districts with no Indian teachers or

aides, there was a median of 1.8 Indian teachers-per 100 Indian students, and a

median of 2.0 Indian teacher aides per 100 Indian students. The ratios would

have even been lower if the districts with no Indian teachers or aides were.

included.. _These data contrast with.the national ratios of 4.8 teachers per 100
. ,

=

10Data for tO districts were incomplete Since smaller school districts are
sampledbyEEOCitheir annual survey of employment-in the public schools,

11Medians'Are reported throughout this section because of extremely skewed.
distributions. The range was 0-440 teachers and 0=149 aides.

346
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students for grades K-6, and 5.9 teachers_ per 100 students for grades 7-12 (NCES

1980). The ratios indicate that, whereas teachers are generally available as

role models to all- students, Indian teachers are less frequently available as

role models to_Indlan 7Jui%dren.

TABLE 12-7

INDIAN TEACHERS AND TEACHER AIDES EMPLOYED BY PART A SCHOOL DISTRICTS
IN 1981 BY LOCATION*

Other
On or Near Rural Urban, ncn- Metro-
Reservation Areas Metropolitan politan Overall

Median number
of teachers*

Median number of
teacher aides*

Median number
of total
instructors*

5.5

1.6 2.3 1.7 5.5 1.9

3.4 1.1 0,6 1.7 2.1

2.1 7.1 45

*Data are from 104 of the 115 school districts included in the evaluation.

Low Indian student "density," a median of 8-percent.in the districts in the

sample, must be considered when interpreting the student-teacher ratios and

employment levels. In practical. terms, this low density, means that-Adian

children are typically a distinct racial and cultural minority within their

districts and classrooms. When this is considered together with the small

numbers of Indian teachert employed in most districts, Indian children- typically

are -in a class consisting- primarily of non - Indian children -and- a -non-Indian

teacher.

In summary, the Part A Program appears to have had little impact on Indian

employment levels. Of districts receiving Part A funds, about one-third

increased their employment of Indians from 1973 to 1981; in some districts,

employment of Indians declined. It should be noted, however, that increased

employment of Indians in the public schools is neither a stated objective of the

7
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Part A Program, nor was incited by any of the School districts visited as a

formal objective of their local projects.

Continuation of Part A Activities sence of Federal Funds

Although Part A was not established as a program to develop' school district

capacities for serving Indian students,
12

it was decided that obtaining some

indication of the likelihood that local districts would continue Part A

.activities in the absence of federal funds would be useful. Thus, in the fall of

1981, district administrators at the visited sites were asked: "If, for any

reason, your Indian education project were to .lose its funding, would your school,
,

district continue any part of-the project by funding it Out-of its own financial

resources?" The respondents were superintendents and assistant Superintendents

who were knowledgeable about Part A project activities. Forty-two percent (42%)--

of the administrators responded "no," their district would not continue project

activities with its own resources: Part A project directors were .asked the same

question, and the majority. (62%) of them indicated they did not think their

district would continue project activities without special funding. No

differences on- this_ question were found by project location. HoweVer, when the

data were analyzed by grant size, it was found that none of the directors of the

smaller projects (under $10,000) said.that project activities would continue. 06

-the other hand, directors of two-thirdS.(67%) of the projects receiving grants

Pipmen $50,000 - $100,000 said Activities would continue.

Across all projects, the 38 percent of diitrict administrators-whb said they did

expect some continuation would occur were also asked what components of the

project they thodght would- be sustained. Of thete administratori;27:percent

said it would be tutoring or :academic components, 17 percent said counseling and,

career. enhancement, 13:_percent.said_they would kiSp..claSsroom_aideS and_other

staff/Members, 11 percent said they would attempt to incorporate. the whole

program or as much as-possible, and 17 percent simpTY'said they would try to

provide some funding. Only 15 percent said they would keep special culturally

l2Rather,' it was conceived as a service program; diStricts have_never been
asked for a commitment to someday assume fiscal responsibility for Part A-
sponsored activities.

1
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related activities, although Part A project directors were more optimist it in

this regard (26% indicated they thought cultural arts and crafts activities, fop

example, would be Continued).

Sumiry

Although not stated as objectives of the .Part A Program or of individual

projects, an investigation was made of the extent to which the Program may have
_t

influenced school curricula and classroom teaching, the attitudes of School

personnel, and the employment of Indians byOublic school. In roughly half of

the school districts, senior a "nistrators reported curriculum revisions and/or..

textbook adoptions that reflect d Indian history and culture with greater

accuracy and sensitivity that occurred due to their Part A projects.

Principals in most'(82%) of the urveyid schools reported that the Part A Program

had improved their schools' curs u a, and 58 percent reported that Part A,

proje4 materials were used by some teachers_ within their schools.

many teachers indicated changes had:occurred. Over two-fifths (41%) of the

,regular classroom teachers surveyed reported changing their approaches to

accomthodate Indian students, most-frequently by incorporating Indian history into

regular instruction and giving students moreindividual attention. Most teachers

also consulted,With Part A project staffs in a variety of areas concerning Indian

students and their education.. In sum, the Part A Program appears to have

influenced classeopm instruction for Indian students in-many-school districts,

even though this was not an explicit4phjective of the.Program._

The.analyses ofattitudes toward Indians and their education, lt:reported by

parent' committee members,ilndian Community leaders, project directors, and
.

.project staffs, indicate school personnel have moderately positive attitude;

towardindianS-And-tfteie edUdatiOn, While the:nonindian community-is-generally,

indifferent. Many of these eespondenti indicated further-that the Part A Program

had improved the attitudes of school personel and the non-Indian community toward

Indians and their education. Over half of the parent committee members felt that

this was the case and an even larger majority reported the Part A-prOjects in

their districts improved the relationship between the Indian community and. the

schools. 348
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With respect to the employment of Indians, the Program seems to have had little

or no effect. Few Indians were iMployed-6, public school districts as

administrators, teachers, or aides in the mid- 1970s, and no changes seem ) have

occurred by 1981. Neither the analyses of national -level datd nor that from the

projects visited suggest an impact on public school employment due to the Part A

Program. While the number of Indians employed increased in some districts, there

were decreases in others. Overall, there was no substantial change.

The Part A Program, it appears, hat had some modest impacts on classtooM-leVel

curricula and teaching practices affecting Indian students and on the attitudes

and relations of public schools with respect to Indian students and their

,community; the indications are that some influence in these areas has been felt

in most school districts. As far as continuation of-activities is concerned in

the absence of federal funds, responses of district administrators and project

directors were mixed. It Appears that some activities would contjnue,,although

the great majority would be-dropped.



CHAPTER 13:, ROJECTS FUNDED BY PART A

When considering federally-funded educational programs, the tendency is to think

of large projects serving hundreds of students and costing tens of tho69ands of

dollars. However, as p'reviously discussed, the Pai-t A Program largely consists

of relatively small projects, with the median,projtct budget in the 1981-82

school year being $26,450. Well below the median, there is a group of Part A

projects hick might be considered "Very small;" and they were the focus of a

substudy w ch is summarized in this chapter. ForAhis study, the "very small

projects were defined as serving fewer than 30 tudents and operating on $5,000

or less er year in federal funds. Relatively little has been known about,the

characteristics of such projects and the kinds of impact which they can have.

This substudy began with a review of _available data on the 1,085 public school

districts which received Funds in FY 80 under Part A of the rndian Education Act

which revealed 98 projects which met the .study definition of very small

projects. Of these, 29 projects had been operating continuously for three or

more years,in the 1981-82 school year, and thus were established well enough to

Permit a reasonable assessment of their activities.

The data collection forAhis study of very small projects consisted of three

stages. First, a review was made of the applications made by the-29 Projects to

the Indian Education Program for Part A.funding over the past three years. In

addition,-the narrative portions of the applications were reviewed both for

conteXtual information on the community and school environment, and for

indiCatidns of the extent to which-the project had been accomplishing its

objectives in previous years.

The seCond stage in the data collection p odess-contisted of telephone- interviews

conducted with the local- project administrators and the parent committee

chairpersons atrach of the 29 Pojects. Despiterepeated attempts, it was

impossible to contact anyone willing to discuss the project at two of the sites.

351
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.During the interviews, the respondents were asked to provide descri- ve and

impact information on their projects, and in each case where an impact was

reported, the interviewee was requested to send documentary evidence, such as

evaluations, grade reports,- or other materials, to confirm the impact.

The third stage in the data collection consisted of site visits to selected very

small projects in order to verify the reported project impacts. During this

examination, particular attention was paid to indications of types of impacts

which could not easily be verified through docUments. These-included, for

example, impacts on school climate, community and/or parent involvement, and

curriculum, since these would most appropriately be verified through first-hand

observation. The number of projects which could be visited was, however,

constrained by the resources available for these visits. Only three_of-the very

small project were visited, each by a single data collector for one to two days.

As indicated earlier, 29 projects met the very small projects .criteria. In Table

13-1, the specific numbers of students served and the funding levels for school

year 1981-82 for each project are given based on project applications.

The applications were also examined to identify-the objectives of projects and

the activities proposed to accomplish these objectives. It was found that

A)roject objectives and the proposed activities to address these objectivei

focused, in almost all of the cases, on only one or two service areas. That'is,

90.percent of the projects focused their efforts on only'-one or two of the five

areas explicitly permitted by Part A legislation andregulation (i.e., cultural

instruction, academic tutoring, expenditures.for_school-related_supplies,

counseling, and home-school liaison).and in 14 (48%) of the 29 cases, the

projects elected to fodus their efforts on only ones A breakdown of the services.

reported by each project in their applications 'is. given in Table'13-2.

The overwhelming majority of projects cited some form of cultural instruction'or

activity as a primary focus oft their project (21 of the 29 projects). Ten

projects included academic tutoring.in English or--mathematics among their

objectives, and only eight projects had the prov9itrirpof school- related expenses

as an objecti v With respect to counseling andHlhome-school liaison, the

CILITi0;
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TABLE 13-1

SCHOOL YEAR 1981-82 GRANT AMOUNT AND NUMBER OF INDIAN STUDENTS FOR
PART A VERY SMALL PROJECTS FUNDED FOR THREE CONSECUTIVE .

YEARS (1979, 1980 -and 1981)

Funding for School Year
Pro'ect 1981-82 to nearest $500

toper o --went=
Served in School

Year 1981-82

12 00

:-. 40 29 .

2 500 _ 14

,_ __
8. 4,00 0 20

1,00CF
,111 -4-

11. 360.00
_

i

=
t

7_, 5CRT

i6. ,_
5 500

_

17. 31000 .

4 off_
19. 4 000

44,1 00 22
_

1 oot) 8
-600 16
_1,1

.

ineilifiNIIMIMINNIIMIMINeltiglAMAIIMMIMIMIIIMIMMIII
'II

In school year 1981 -82, four projects exceeded the very *small projects
criteria. Since In prior yearS they met the criteria and they were still
quite small, they continued to be included in the substudy.
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TABLE 13-2

TARGETED SERVICE AREAS CITED IN SCHOOLYEAR 1981-82 APPLICATIONS
OF VERY SMALL PART A PROJECTS FUNDED FOR
THREE CONSECUTIVE YEARS (1979, 1980, 1981)

jratalltill I E

Cultural
choo

Tutorinv Related Ex. enses Counselin.
Home- c 1

Liaison
I ..

x

11111t41111
11111EfIlli

.

x

x
x x

Iiillrallil x

11111121111 x

11111V21111 x

11111111111
11111M1111
MIMI=
1111101111
=REPINE
IIICHEM141

x
.

x
11111M1111
1111111221111

x

2O. x

, x

2S. .

_

TT---------8 4 4



:information ©n Table 13-2 is somewhat misleading. The table accurately reflects

the number, of projects which had counseling and home-school liaison components;

as a formal objective, but it does.notaccurately reflect,the number of projects

'which 'actually provide counseling or home-school liaison services. Comments

provided in various, narrative sections of the applications and in accompanying

materials indicate that many of the projects_ provide sueservices informally,

-either through routine interactions between project staff and- students -and

parents.or through the parent committee.

Regarding project budgets and resources, 19 projects included some staff as a

budget item but only.five projects budgeted foc administrative staff. In each

of the other 24 projects, project administration was carried out at no cost to

the project either.* the chairperson of the parert committee, a school

principal, the superintendent, or another minter of the school district staff.'

The remaining budgeted staff timementfriWtutors, resource people and other

instructional personnel. In the vast majority of cases, these indoividuals were

paid only part-time, or -on a day-by-day consultantipasis. he fact that ten of

the 29 projects did not budget for any staff time whatsoever, plus various

.comments scattered throughout all 29 applications;-indicated that there was a high

degree of volunteerism involved ip staffing the. projects -- both, in terms of

instructional personnel and administrators.
,1

This tendency wasAenerally

confirmed during the telephone interviews.

The principal purpose=of the telephone interviews was to provide preliminary

information on the areas in which projects had an impact and to confirm the

previously obtained file data. After confirming the descriptive information

1The term hvolunteerfi6" is used here to include paid school and district ,sta
members who either work overtime to staff the Part A project at no cost,
or as part of their school duties-but at no cost to the project, as well as
individuals who staff the project at no cost and 'who are nat Otherwise: paid for
services to the school or district.
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available on the project, respondents
2
were asked.to provide information on

project effects on students, parents, the school district, and the.Indian

community, and to indidate the kinds of. evidence which they had ,to support their

in
,

areports of iMpact. Respondents were queried n n open-ended fashion, with

responses coded into categories of impact' after the survey was completed. For
cL:

every area of impact reported by local personnel, a copy of supporting evidence

in.the form of- evaluations, grade reports, attendance records,-etc.,-was

requested. .However, despite folIovi-up communications, several of the projects

did not send the requested information. Table 13-3 provides a listing Of'the

--2areas OWmpact reported by each project, and an indidation of whether credible

documentation of this impact-was provided (X' indicates thatarrimpact was

reported and documented, 0 indicates that an impact was, reported but not

documented, and - indicates that no- report of an impact was-madel

As indicated on the table, documented 6idence was available for reported impacts

from 17 (63% ).of the 27..responding projects, with credible suppOrting evidince in

two. or more impact areas provided,Oy over one-third (37%) 'Of the projects' The

most frequently reported areas of docuMented impact were: student pride -or-self

concept;-sdhool grade; and parent involvement. If reported but unsubstantiated

impacts are - included, the appearance of projeOt results.increases considerably,

and'improvement.in the support or involvement:of the school district in meetin4

special educational needs,of Indian-students emerges as being perceived as atk

impact in over 'half (52%) of the projects. In addition.;,all 27.prdjects which.

responded .did reports impact in one or more areas. Of some interest may be that

'documentation. -was almost always provided J15 out of 19 times) for the-three

impact areas where 4hard"data may Be reasonably expected, but Much:less often

provided 119 out of 52 items) for the three.usOfter,." more subjective,

difficult-to-documetit areas.

2Respondents were: project administra_ors (24), parent committee chairpersons
(-17), superintendents (3), and others (4)

TES.,
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TABLE 13-3

PROJECT IMPACTS BASED ON TELEPHONE INTERVIEWS\AN
FOLLOW -UP DOCUMENTATION AT "VERY SMALL"

PART A PROJECTS

Project
Lower Improved Better

Dropout Attendance Grades

Greater
Parent

Involvement

Student
Pride/Better
Self-Concept

District/
School Support/

Involvement

1. X X 0

2. 0

3. 0
4. X

5, 0 0 0
6.

7.

8.

9.
10.

0
x x

11.

12.
13.

x

0 0
0

0
14. . X 0
15. 0

16. X. - 0
17. Respondents Unavailable

-18. - - X 0 - 0

19. O.

20. X X 0 0

21.
22.
23.

O 0
0

24. O 0

25. x 0 0

26. Unavailable
27.

_Respondents
X X 0

28. X

29. X X

ocumenfed
Impact No. 3. 5 7 6 8 5

(%) (11) ( 9) .(26) (22) . (30) (19)

cumente
and Undoc-
umented
Impact No.

(%)

5 6 8 19 19 14

(19) (22) .(30) (70) (70) (52)

-KEY: impact reported an documented
impact reported but not docdmented
impact not reported 357
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ResultS of Site Visits

To investigate. further the potential impacts of very small projects, visits were

made to three of the projects in the late spring of 1982. The purpose of the

visits was to verify the previnusly collected information; to identify additional

impacts (if any), and to prep,k, a brief qualitative (case type) description of

the project. The visits were for up to two days and conducted by senior level

American Indian educators-, knowledgeable of Part A and-the-region being-served,---

but -not a member of the local community.

As indicated in Table 13-3, each of the selected projects had provided

indications of impacts during the telephone interviews, although each had a

somewhat different mix of program activities. Each project was from a different

region of the country, but each was in a small school district-serving a rural

area.3 The largest school district of the three had 0 Indian students and the

smallest had!21; the largest Part A grant amount wa_ $5,237 and the smallest

$3,218. Overall, they were judged to be reasonably representative of the

projects for which impacts had been documented during the-telephone survey phase.

descriptions of the three projects are provided below.

This project served 28 Indian students in grades K-12, out of a total of 335

students in the..district. The project's objectives and activities focused on

providing cultural instruction for all of the-Indian students and academic

tutoring for 15 Indian students who-were receiving an overall average grade of

below C. The project received $4,999 in Part A funds for the 1981-82 school

year, Of-this total, $3,833 was spent on personnel and the rest on supplies,

local` travel, and speakers for, cultural events and assemblies. The personnel

costs were for the tutor who provided assistance to the Indian students

identified -as needing help. The_tutor was a former project participant employed

on a part-tiMe basis.

3'Q
3The projects were located,'One each, in the Northeast,.Northwes and OklahoMa.
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Elementary school students were provided cultural awareness instruction through,

structured lestions on Indian history, using books, films, school assemblies and

field'trips. Secondary school students were provided nine culturally oriented

youth meetings throughout the school year. In addition, they were required to

prepare a paper on their family history which, when completed, was made available

for presentation at p3rent committee meetings.

Some_Indian_parents..were:highly_involvpd in_ the project,. and theparentcommittee

was active in assisting the project staff to carry out project activities. All

of the parents listed in the project application as belonging to the parent

committee .attended the meetings regularly; but it was a minority of the parents

which did most of the work.,

ti

The school district administration had a very cooperative relationship with the

parent Committee and the project tutor. It is a very small school and run very

informally. The school superintendent has made a presentation to the school

board on the project, using slides and tapes to make certain that .the board knew

exactly what was.happening in the project and with the federal funds. The

superintendent also has visited the tribal center of the nearby reservation to

learn about ongoing projects, and is generally very supportive of tribal

'Activities. The principal of the school is not active in the project, but did

conduct two evaluations of the project during the 1981-82 school year, which

indicated project objectives were being accomplished.

Regarding the:objective of increasing the cultural knowledge and awareness of

Indian students, persons contacted during the visit spoke positively about the

culturally related activities prdvided through the project. Regarding academic

Achievement, evidence was provided indicating that the grade levels of some

tutored. students have increased as a result df the assistance provided by the

project tutor. Of the students receiving below a C average before tutoring, 35

percent have raised their grades to C or above. Further, more Indian, students

have gone on to college since the district has had the - Indian education project

than ever before. At the time of the site visit, six former students were

enrolled in a college or university. One former student in the Indian education

project willlraduate in 1982 as an honors student and plans to attend the state

technological university to pursue a career in medicine. Though no "hard"

359_
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evidence was-available, people familiar with the project appear to believe

sincerely that increased college attendance is due to the support and activities

available to students through the Part A project.

Site No. 2

This project served 30 Indian students in grades K-12 in a school district- with a

total-of 2925----studenti---. Suring- the- school-year -the-project-pravlded_tutoring

services; it also provided a one -week summer program focused on cultural

activities. The project received a total of $5,237 in Part A funds for the

1981-82 school year. Of this amount, approximately $3,300 was spent on

personnel, with the rest expended on local travel, supplies, and guest speakers.

The onj regularly paid staff member was a part-time tutor, although a number of

resource people were paid small fees and-expenses to participate in the summer

cultural program. There were also approximately ten unpaid-volunteers involved

in running the summer cultural program. These volunteers were-primarily teachers

and parents. The project director was a school principal who received no direct

support from the Part A grart.

During the 1981-82 school year the tutor worked with 11 students. These-studen

were in elementary and secondary grade levels and had problems which included

speech defects, bad study habits, and problems with algebra. The tutor, a grade

school learning disabilities teacher, received some assistance from another

person to deal with the algebra problems. A unique feature of this tutoring

program was that the tutor went to the home of the student after school hoUrs or

the student came to her home. Typically, the student, tutor,- and parents were

all involved in the learning- process. Students, parentt and the tutor expressed

satisfaction with this arrangement.

In the summer of 1981, almost all 30 students participated in .the'week-long

summer cultural program. As in other years, activities were scheduled between

the hours of 9 and 12 each morning. During the week, the students learned about

Indian history and culture, and participated in several arts and crafts

activities: These activities included beadwork, painting, teepee raising,

cooking, and dancing, and were held in the state regional museum. Because the

facilities of the museum are provided to the project free-of-charge, non - Indian

3C



-331-

students as well as Indian students are allowed to participate. Each vear the

museum has provided space and some materials, and the museum's director hal

assisted the project in locating and obtaining services of resource people in the

Indian communities throughout the state.

According to the projedt staff and parent committee chairperson, parents are

extensively involved in all facets of the project. The project directbr stated

--that-they-had trou-b-le-getting_people to attend. parent-committee meetings, but

that approximately:five or six parents regularly attended each monthly meeting.

The recommendations and questions of the parents regarding the project, or the

school system in general, are transmitted to the superintendent and the school

board through the project director. The superintendent and the school district

staff were reported to be very supportive of the project.

With respect to project results, students, parents, and the tutor indicated that

the tutoring activities were quite successful and that student classroOm grades

had improved. On one report card shown to the researcher, for example, the

grades of the student had changed from Ds to Bs over the course of the year.

This was attributed by everyone involved to project tutoring.

It was more diUult to evaluate the impact of the. cultural program. However,

there were at least two tangible consequences. First, the students had beadwork

and paintings in which they took a great deal of pride; and second, the students'

knew a number of facts about Indians they had learner! during the week. In

addition, there was a consensus among school Officials and parents that the

project has increased the involvement of the Indian and non-Indian local

communities in the school.

Site No.

This project served 1 Indian students in grades K-12 in a school district with a

total enrollment of 1,471 students.. The projet received $3,218 in Part A funds

and $2,532 in Johnson O'Malley funds, for a total of $5,750. Each income source

was accounted for separately, with-reports sent to each funding. agency showing

,how the funds from the agehdy were'spent,. butprograMmatically the,funds, were

combined. The school digridt provided office supplies,- support, and working

1 As auvrEc
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space for a tutor, as well as the services of a project director. Federal funds

were used primarily to pay for part-time tutor, -with some funds also used for

local travel and supplies.

The predominant activity of the project was tutoring, for which a half-time tutor

was employed. The tutor often worked five to ten additional hours each week at

no pay in order to maintain contact with parents and with the teachers -of the

students, who attend four different schools. A weekly schedule was arranged to

provide the sort of tutorial assistance required for each student. In the

1981-82 school yeac., tutoring was actually provided to J3 Indian students. The

tutor worked with these students individually or in small groups, as needed. As

time permitted, students were given some exposure to the culture and history of

their own and other tribes. Cultural instruction, however, was minimal. The

project also has sponsored one short field trip in, the area each year.

The project's parent.commit ee consisted of five personS. The most active

members were the school district superintendent, an Indian parent employed at the

tribal office, and the tribe's community field rePresentative. The other two

members are Indian parents who attended meetings infrequently. There has been a

great deal of cooperation between the'tribe and the school superintendent, who

often pays informal visits to the tribal office,and-attends meetings with

officials of the Tribal Council concerning Indian education. The school board,:

however, has never met with the tribal,officials.

Findings from the past two years' evaluations, one conducted by a-third party and

the other by the district's special.education coordinator, indicate that-the

project hasbeen'quite successful. Regarding academic achievement, the most

recent evaluation stated that 'tutoring was generally-quite successful." The

project's objectives with respect to acadethic achievement for the year had been

that 90 OerCent of the students pass all subjects and 25 percent of the studehts

maintain at least a 8 average; they were both exceeded. No student received a

final grade of F in any subject, and 71 peiTent of the students achieved a final

grade of 8,or better.

The project was also successful in achieving its objective-for student attend-

ance, which was that '90 percent of the students wilimaintain at least an 85

362
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percent attendance rate." The evaluation showed that "86 percent of all studen

met this criterion." Ththree students who did not meet this criterion are

reported to have dropped out of school because they were "extremely sensitive to

loc-1 stereotypes-among some community Members and students about [their tribe]

and Indians in general." The evaluation report states that this issue had been

'discussed at length" with school officials, and that in-service training for

teachers and increased exposure of other students and,the community to the tribe

and reservation would be attempted....

Informal discussions with parents and the tribal council confirmed the findings

of the evaluations. Parents alto indicated they were well satisfied with the

project. The Tribal Council reported that,-compared to-twenty years ago, there

has been much improvement in racial relations between Indians and whites in town

-- blatant racial discrimination has been replaced by stereotyped comments by

whites againtt Indians and by indifference by a majority of the community toward

Indians. They attribute some of the improVement.to the project.

Conclusions-

Among the questions which arise frequently in connection with very small projects

are: what types of project activities can be carried out with such low levels of

funding, and what, if any, real impact can such projects have on students,

parents, schools or their communities?

Among the findings of this substudy was that very small projects in the Part A

Program tend to lbcus on a very limited set of activities, often centering around

a single type of service. Related to this, the study shows that for the most

part, projects concentrated their use of federal funds on actual services to the

students; -where salariei were paid, they went-to instructional staff rather than

administrative staff. There also was a rather highlevel of volunteerism on.the

part of school district administrative and instructional staff,-as well as

parents of Indian students and-other members of the community;

-Regarding.impact, the 'data suggest that worthwhile results can occur from such

small expenditures oflederal funds. It appears that these funds often generate

ASSO TES.



Volunteer or non-paid-for services which increase the overall services available

.-to students. Further, almost two-thirds (63%) of the projects were able to

provide credible documented evidence of impact in at least one of the five

service areas. Since documentation in a small project is often difficult, and

most of the projects not providing evidence (another 31%) did indicate impact,

this suggests that the projects were generally having a positive impact on Indian

students. It also suggests they were making wise use of their resources by only pi

focusing on one or two service areas. While the avail able evidence does not

permit establishing impact results:for all projects, tne evidence, which the case

studies bear out, does indicate positive results relative to resources available

in a majority of the small -projects.
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CHAPTER 14: STUDY'SUMMARY AND CONCLUSIONS

The study's purpose-was to evaluate the operation and effectiveness of Part A

the Indian Education Act for meeting the special educational and culturally

related needs of Indian students. The Indian Education Adt became law on June

23, 1972, as Title IV, P.L. 92-318, in recognition of the special educational

needs of American-Indlans ttncludin

\Act providing grants to public school districts enrolling American Indian and

`Alaskm Native students. Appropriations for Part A totaled $53,520,000 in 1981,

$5L X00 in 1982, and $44,059,091 in 1983. Since 1976, the number of LEAs

rec,.iving.funds has remained fairly constant. In 1982, 1,118 LEAs received

funds, and an estimated 308,578 Indian students were in the school Oistridts

served.

To accomplish the' study's purpose, data were collected during fall and spring
./7

site visits inhthe 1981-82 school year at a stratified random sample of 115 -Part

A projects operating in public schools. Data for the study were collected from:
I

local school administrators, project directors, project staff, parent committee

members,- public school principalS, teachers, leaders of the Indian community, and-

Indian students and their parents. If the Part A project sites,_ the project

staffs,' parent committee members, teachers, and students completed self-

administered questionnaires; other respondents district administrators,

community leaders, and parents) were interviewed, and data were gathered from

project and school district files.

In this concluding chapter, data are summarized and` conclusions drawn from across

the report as a whole. Beginning with a summary description of the Program and-

of Part A)Sroject students, objectives and activities, t)e topics of school

officials' and Indian community- satisfaction with the projectsi-project impacts-

on students, parents and school districts and study implications are addressed.

1. Overview of Part A Pro ects and Students-

In the-1981-82 school year, the projects.surveyed had a median budget of-

426.450d_nearly_two7ihirds _( -65 %). of projects were-funded entirely by

ETZLOPIINNT ABSOCIATZ10,-
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Part A funds. Most (77%) of the projects' funds were used for salaries and

benefits paid to their small staffs. Overall, the projects had a median of

1.4 full or part-time professional and 1.9- full or part-time paraprofessional

staff members. Most project directors worked,part-time -for the project, and

project staff frequently performed many different functions (e.g., instructors

also provided counseling). Indian comnmunity volunteers played an importt

role in the planning and operatioh of projects, particularly the projects

which had cultural-programs.

As required by the Part A statute and regulations, all of the projects

surveyed had parent committees. The average committee membership was ten

persons, with most members being Indian (871x) and parents (71,4. Most

committees were involved in making decisions regarding project goals (75%) and-

budgets (73%). All projects had conducted some form of needs assessment

within the past year, however-.only about half (49%) had been evaluated by-an

independent third -party evaluator.

The most frequent services offered by Part A projects were tutoring or other

special academic activities (80%) and Indian history and cultural- instruction

or activities (64%). Besides these services, approximately half (48%)

provided counseling, and two-fifths (38%) of the projects-supported

home-school liaison activities. Only 22 percent 0-o ided financial assistance

to parents for School related costs. In addition -eject staffs frequently

Worked with regular classroom teachers in assiStlng Indian. students and

atsisted teachers in preparation of social Studies and other instructional

materials which affect all students in their classee4or schools. 'Also, it is

clear, frOm the dat-on employment:of Indian. teaching -and non-teaching

professional staff as well as observation- and discusSion at the visited sites,

that Part A project parents and staffs are often the only Indian presence

officially associated with the school system, except in districts where

Johnson O'Malley Act program parents and staffs also play that role.

Overall, the projects served a median of 119 students, although_the mean

number served was 235., This was approximately 78 percent of the Indian

students in the,partltipating districts. On a cost per student frasis; in

1981-82 the Part A program expended42 per student served.

A



While the overwhelming majority of students receiving services from the Part A:

projects were identified as Indian, directors also reported a.median of 4.8

non-Indian students in their projects. A descriptive profile of participating

Indian students is presented in Table

(
TABLE 14-1

SELECTED CHARACTERISTICS OP INDIAN STUDENTS

PARTICIPATING IN PART A PROJECTS

Characteristics of

Part A Participants

Grade Range

7 - 9 12

4.

Male 49% 46% 47

Only English used at home 79% 86%

Receive frie or subsidized

school lunch 76% 74% 60%

Mean school attendance level

(190-8 natil norm=161 days) 163 days 162 days 156 days

Mean reading achievement

(spring 1981; nat'l norm=50) 47.7 46.6 45.8

Mean math achievement

(spring.1981 nat'l morm=50) 48.0 46.6 46.9

36
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Generally speaking, Indian students who participated in the projects were

quite similar to Indian students who=did not._ In grades 4-6, slightly more

non-pa cipants than participants came from homes only speaking English (84%

vs 79%) and fewer non-participants received free or reduced iunCh (64% vs

76%). Similarly, in grades 7 -9, mgre non-participants than participants came

from homes only-speaking English-(75% vs 86%), although equal proportions

received free or reduced school lunch. Interestingly, in grades 10-12

non-participants were -re likely,than participants to othe from homes-where.

Indian languages Were sed (19% vs 6 %), although again equal proportions of

both groups received free or reduced school lunch.

As a supplement to the major-evaluation study, contact was made with a

probability sample of all public school-districts in the U.S.-eligible for

Part A funds (other than the ones sampled for this study), irrespectivf of

whether they received a Part A grant; data from this sample were combined w th

those from the 115 visited sites.
1

Thus, information was obtained from a

national sample of.school districts, representing virtually all those with

Indian students in the 1981-82 school year: Results from- that sUbstudyshow

that approximately two-thirds of Indian pOblic school students are served by

Part A projects, one -third are served by Johnson O'Malley programs, one-fourth

by Chapter I projects, one-fifth by programs supported by federal vocational

eduCation funds,- and fewer than one-tenth by Title VII bilingual education

programs or through_ ederal programs -for the handicapped. These data indicate

that many Indian students were not served by any federal-programs except for

Part A.

2. Appropriateness of Project_Object_ves and Activities

The study's findings regarding the nature. of Part A project objectives and

activities, and their appropriateness in terms of local needs, were presented

in Chapter 5. It was found that, overall, the needy assessment procesSeS

1See Appendix 5, An Analysis-of Federal Funds and Services for Indian
Students Public Schools (pp. A-35 to_A-56 of this report).
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employed by projects involved substantial-input from both the Indian community

and the school staff, and that most projects had conducted a needs assessment

within the-past twelve months.

Needs and Aspirations. The needs most frequently identified in Part A

projects' written needs assessments were basic academic skills, Native

American culture and history, and guidance and career. counseling. The needs

identified by local projects-correlated highly with responses of-Indian

parents and community leadert to the open-ended question: "Thinking about

your hopes'and desires for your child(ren), what skills and knowledge do you

think your child(ren) should develop in school by the time they graduate?"

Foremost among the aspirations volunteered by each group was proficiency-in

the basic skills, with nearly half of the parents, parent committee members,

And community leaders responding thus (see Chapter 5, Table 5-9). The next

most frequent set of responses pertained to the skills and. knowledge necessary

for productive post-secondary pursuits, be they education or career related.

In addition to specific skills or knowledge, members of the Indian-community-

also value emotional and psythological Preparation for a productive life,

notably the ability to plan ahead, the ability to adapt to the larger,

non-Adian society, the ability to realize self-pot4ntial, and the development

of self-t6nfidence and pride.

short, Indian community members want their schools to

Provide their children with proficiency in basic academic skills;

Prepare their children with the necessary knowledge and skills for going
on to.higher edutation and/or for getting a job; and

lievelop.within their children the needed psychological and emotional
charatteristis for leading a productive life after graduation.

The first of these aspfrations relates to the expressed need for Part A

projects to address basic academic skills. The second is associated with the

statement of need for guidance and career counseling. The third implies the

need for Part A projects to address native American culture and history, which

often are viewed as assisting Indian students gain -self knowledge anCI
/
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OhjeCtivesand Activities. The study findings revealed that nearly all

proj4Cts specified objectives and carried out activities to address the needs

identified in their written project needs assessments. On.the average,
. -

slightly over three needs were expressed at each Part A project, and an
. .

average of 75 percent of.these needs were addressed by local project

objectives. Further, when the objectives of other district projects-serving

Indian students, such as Chapter 1 and Johnson O'Malley, were considered

together with those Of-the -Part-A-project7-91 -percent-of-the-identified-needs

were addressed. Similarly, 78 percent of the identified needs were addressed

by the activities of the local Part A project, and 89-percent of thiese needs

were addressed when- the activities of all district-programs serving Indian

students were combined. Projects did more-than concentrate on the areas

identified in-their written neeeds assessments, however. According to project

directors, of 18 potential project objectives,12Were primary or secondary

objettiveS of two-thirds of the projects. In addition, of 18 potential;

project activities, at least 7 were carried out.by.over-half of-the projects.

Thus, in addition* to addressing their formally documented heeds, the projects

are setting objectivelLand expending energies in areas such as enhancing

student self-concepts or imprOving school attendance: which appear to be

serious prOblems for a relatively smali-number, of students.

Data were alsci _collected an the appropriateriess of-project'Objectivesyithin

the broader context of the overall educational goals of the Schools Served by

the projects. Information was obtained from the principals of schools in

Which Part A projects were. operating. Eighty-four percent of the-Orincipils

stated that project objectives were very compatible with the educational. goals

and purposes Of theirlchools. Another 14 percent reported'peqect and school
. -

goals to be-moderately compatibleiand,only 2 percent indicated thAt the -two

sets of goals were only,slightly or not at a4.1 co4atible.

Parents of project'studen.s were asked to desCribe whathey-considired to be

the-one or.two most important things that the Part A-projects :had done for

their children. The data show that-the paiients' responses fall, for the most,

part, into the three most frequently cited areas of-project need as indicated
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by project needs assessments; that is, basic academic skills, Native American

culture and history, and guidance and career counseling (see Chapter 5, Table

5 -10). These findings indicate that, from the perspective of parents, Part A

projects are providing appropriate activities:

In summary, then, Part A projects were found to employ needg assessment

proceLses which tap the aspirations of the Indian community for the education

of their children. The data show Part A projects to-be focuted on their

documented needs while-also showing them to be somewhat diffuse efforts with

many objectives and activities. From a needs -assessment perspective, the

projects were well focused and addressed appropriate local goals. Basic'

academic skills, for example, was the.most frequently expressed area of need

(88% of projects); it was also stated most frequently as a primary objective

(74% of projects), and, tutoring was the most prevalent project component.

However, local directors reported their Part A projects'had multiple and

diverse objectives and were carrying out many different activities which often

extended well beyond the results of their needs assessment. It may be that

project:: are responding to the real needs of a limited number of students

(e.g., students with serious school attendance problems) or to needs j4dged

important although difficult to document (e.g., student self-concept and

pride). .However, it may also be that staffs and parents are sometimes simply

bowing to conventional, wisdom and expending energies on problems which may not

be serious in their locale. In either case however, the data do indicate that

projects were carrying-opt needepi and appropriate activities with which most

school administhtors and parents were satisfied.

Satisfaction with Protect m ementation of School Q_fficials, Parents and

Indian Cominunity Leaders

The degree of satisfaction with the overall operation and specific' aspects of

Part A projects is one measure of project effectiveness. Thus, five

respondent groups. were asked similar questions about- their satisfaction with

their local Part A projects. Specifically, parents and-parent committee
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members were asked how satisfied they were that the project was doing its job

and district administrators, principals, and project directors were asked how

satisfied they were with the quality of project activities. As reported in

Chapter 6(see Table 5-11), at least 75 percent of each group indicated that

they were satisfied with the job the project was doing, or with the quality of

project services.

Indian tribal or community leaders, however, were somewhat less satisfied.

Although 52 percent reported that they were completely satisfied with the

administration, the program of instruction, the staffs, and the parent

committee of their local Part A projects, 48 percent were not satisfied with

one or more aspects of their, project. Specifically, this latter group of

tribal leaders indicated they were not satisfied with the parent committee

(67%), the administration of the project (54%); the instructional aspects of

the project (47%); the programs provided by the project (43%); and the project

staff (36%).

Parent committee members were asked a similar set of questions, and their

responses reflected much greater satisfaction with their local- project

operations than did the responses of Indian community/tribal leaders..

Overwhelmingly, the parent committee members indicated they were satisfied or

very satisfied with the ,five reported aspects of their projects: administra-

tion (89%), instruction (87 %), programs (87%), staff (91%), and parent

committee (78%).. The perspectives of parents and tribal leaders are, of -

course, quite different.' While tribal/community leaders have less opportunity

to see the project in operation than does the, parent committee, their distance

from the project may make them more neutral and objective reporters of Indian

community views.

m acts art A Pro am on ian Students

Data were collected from many different perspectives and sources in order to

gainga comprehensive assessment,of the potential impacts of local Part A

ProjeCts upon Indian students. These data are summarized below.

3'72
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A a d ric_Performanc As discussed in Chaptr 6, most (80%) Part A projects

inc _ luded activities intended to improve the academic performance of Indian
stuck dents. Because Fart A academic activities are supplementary in nature,

the ir impacts shoul be expected to be I imi -td, in size and'focused on

subp. populations of Ir--tdian students.. Independnt ratings of academic impact
werk-e collected from dart A project staffs, pr oject tutors, regular classrol5m
tea% chers, parents, trod tutored students and t =heir combined ratings were used

form a judgment ref academic impact.

Tiito or ratings suggeted that approximately helf of the tutored students had.
irroor.roved their Perf=rmance in reading and mahematics between fall and spring,

and that almost an of the remaining student= had maintained their previous
levk els of perfornian=e, Project staffs and cl assroom teachers indicated that
the projects had ham some impact on Indian student performance in reading and

lank guage arts, and =lassroorn teachers and paients indicated that the projects

had had sorne impact on student grades. Finat ly, students rated the impact of

the - ir Part A tUtorir,g as 2.59 in mathematics and 2.63 in reading, on a scale
of NT how much the stu=lent had learned that rangled from 0 Nothing at all to 4

Ver:17y much.

Whi le these various sources and their responses could be questioned on an

item -by -item basis, the cumulative effect of these generally positive ratings

lees. ds to theconnle ion that the Program is hmaving some positive impact.. The

pas- itive ratings of relatively disinterested observers such as classroom

team chers and parents are particularly meanincsful'.

Fl n ally, this stUdY underscores what previous studies have l'eported.

Sp o-cifically Indian a student samples have corwsistently been below the means
for non-Indian studnts on standardized achimvement tests, although they are
mew only slightly 11 low, At the student level, spring 1981 standardized

eack.ding achievement test scores for Indian students were 41.11- (50=9.49), and

were 41,29 (50;-..---9..46) for math. .Analyse= of students' test scores found

thercam not to be aSSo= iated with project chara=teristics or program variables in

a meeaningful way. 1lowever, the data indicates that Indian student academic
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achilNement test scores have increased to tile eit highest level in over a

decade, and since the Part A Program has had some academic impac it may have

contributed 6 this increase.

School Attendance. As discussed, in Chapter 7 -, reducing dropouts (58%) and

decreasing absenteeism (6O) were identified as prithary objectives of a

considerable number of projects. Some what s zurprisingly, the study's analyses

of attendance data on individual students sno**wed that, overall, school

attendance is no greater a problem among Indi an students than among the

general population. However, low attendance is a serious problem for some

Students; attendance is lower for Indian high : school students and for students

receiving free or reduced price school lunOle -s than for other Indian students.

Analyses of four years of attendance data oomm a sample of Indian students

revealed .no substantial changes in overall 5t: udent attendance rates. =However,

where Indian student attendance was found to . be below the mean attendance rate

for all, Indian students, Part A projects were , addressing the problem with more

time spent during school hours as the problem vIricreased. Consistent with

this, individuals with knowledge of tho projes(project staffs, teachers,

and.parents) report that projects are having

attendance .

some positive impact on

In the area of student retention, the study's findings indicate there is a

high incidence of Indian student dropout at tZ be high school level in public

schools, and that the dropout rate has been r. elatively constant over the past

decUe. However, the majority of public scnowoll teachers, parent committee

members, and project staffs reported their pr ejects had reduced the number of

dropouts in their school districts. It may bAR that projects have been

successful with a small number of students, b. ut overal the study data

the Program has had no substantial impact in --this regard.

The findings that Indian students have averagwe or better attendance bu also

much higher than average dropout rates may aPitiPear to be contradictory.

However, closer examination of the attendance data indicates that Indian

zmmummmmTAssoctmnms.



student attendance drops si nificantly in the upper grades (9-12), which is
the time when almost all dropout occurs. The findings rnatY..v, therefore, suggest

that attendance andretention are related phenomena of the a high'-school level,

but that retention is not related to factors which influent:ince attendance for

lower grade levels,

Histor-- and Culture. As discussed in Chapter 8, nearly wo-thirds (64%) of
the Part A projects had a. cultural program, -and the pro r..7.-t ion of projects

with cultural programs increased with -project distance fridoom reservations.
Typical cultural programs provided instruction for 2,5 hoodlums per week for 28
weeks of the schoolyear, and virtually all used local Ind -blian people in their

cultural programs as instructors or advisors. The mostlre-equently expressed

needs of students, parents, Indian community leaders, and t project staffs were
Indian history and arts and crafts. They were also, the rrldtost frequently taught

subjects and the subjects about which the students 'indiotized they had learned
the most.

Indicators of impact e cultural instruction component include:

Seventy-eight percent of both school administrators annd principals in

projects with cultural. components felt the cultural intnstruction and
activities had increased Indian students' appreciation of their culture

.ee= and way of life,

Eighty-three percent of the parent committee members ihin these projects
thought the cultural program had helped students,

.
Indian coninunitymember-s and project staff reported tidinat the cultural

program had helped students- to develop increased pride a in themselves as

Indians, and in their cultural heritage.

Indian studentsreported a great interest in their 11-Iture and the

students generally rated the projects' cultural efforttzs positively, with
at least a majority indicating they had either learned ti some or been helped
some High school ratings, while lower than elementary -y' school ratings,
were also positive.

In sum these data suggest that the cultural programs arer-esponding to the
needs and desires expressed by the Indian community, and tizhat they assist

students in a variety of ways.
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Attitude Toward School and Self. As discussed in Chapter 9, data from

approximately 12,000 Indian students show that the majority of both elementary

(grades 4-6) and secondary (grades 7-12)-students had relatively positive

attitudes. toward school, themselves, an4 their Indian and Native heritage in

the fall of.1981. The data also show a slight decline over the course of the

1981782 school year. However, analyses of the data indicate that scores of

-Part A project participants declined less from fall to spring than those of

non-participants, and that more positiVe attitudes alppg some dimensions are

more highly associated with certain programMatic variables than with others.

Overall, however, the impact-oriented analyses did not provide clear results,

although there were some indications that moderately positive -- effects on

student attitudes mo have occurred. More important is the finding that these--

students had relatively good attitudes toward school, themselves, and Indian

culture in both the fall and the spring. This suggests either the prior

success of the many projects having improvements in these areas as objectives

for the past several years, or that' the attitudes of students in these areas

was not the problem that many supposed.

_Post-Secondary School pirations. As discussed in Chapter 10, a majority of

the Indian students surveyed in grades -10 -12 had talked to school personnel

about post - secondary academic opportunities (75%), had been encouraged to

attend post-secondary school (70%), and indicated they would like to attend

such a school (90%). Indian high school students also had moderate levels of

knowledge concerning post-secondary opportunites. Indian high school students

who had contact with the Part A Program in the 1981 - School year reported

more knowledge of post-secondary opportunities and indidated higher levels of

post-secondary academic aspirations than did other Indian students. The Part

A Program appear to be a stimulus to pOst-seCondary education.

Ratings by_Parents. Additional indicators of the impact the Part A projects

have had upon students may be delved from individuals involved in the project

or knowledgeable about student improvements resulting from them. A primary

Source of this information was the parents of Indian students; they were

specifically asked whether they thought the project had helped their
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children. On a five point .scale (Not at,all, A little, Some, A great deal,

and Don't know), over half the parents reported that their local Part A

project had helped their children at least "Some" to: (a) become more

interested in school -- 54 percent, with 32 percent reporting "A great Ce

(b) have a better attitude about school -- 53 percent, with 31 percent

reporting "A great deal"; (c) get extra help in school -- 53 percent with

percent reporting "A great deal"; and (d) get better grades -- 52 percent,

with 30 percent reporting "A great deal". Also, neatly half the parents

reported their project had helpeld their children to attend school more often

(Solve - 17%, A great deal 24%) and to learn better study habits (Some 0 723,

A great deal = 24%).2 Thus, the majority of parents, overall, thougnt their

children had been helped by the Part A project in each of the areas mentioned,

to at least some extent.

Ratings b School District Administrators and PMnt els. District-level

administrators and principals in schools with In6an students were asked a

similar question about the effects ofthe-local fart A projects upon Indian

students. Administrators, during the fall site visit, were asked the

following open-ended question: "From your perspective, what effects has the

Indian education project had on Indian students in the district?" In the

spring, principals were asked whether or not the project had had an impact in

their school in terms of each of the categories the administi*ators

identified. Overall, both principals and adMinistrators were positive with

respect to the impacts of the Part A projects on Indian students in their

districts, with over 60 percent of both groups responding that students are

more interested in their education.

Ra n b Classroom Teachers and Pro'ec Regular school teachers and

project staffs art=also import -,it sources through whith td judge student

improvements. Teachers and project staff members were asked the extent to

which Part A projectshad helped Indian students ir several areas:

2From 16 to 19 percent of the parents reported "don't know" and 4 to 6- ptrcent

did not respond at all to these questions.
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Attendance;

Interest in education;

Basic skills;

Knowledge of educational oppor unitles after high school;
A

Self-concept; and

Retention in ,school.,

Teachers and project staff members were fairly consistent in terms of their

responses on the extent of.student improvement in each of the areas, although

staff were More positive in all areas. Nevertheless, on a five point scale

(Not at all, A little, Some, A great deal, and Don't know) approximately half

of the regular classroom teachers reported that the local Part A project had

helped Indian students at least "Some" to: (a) be more interested in their

education -- 55 percent, with 22 percent reporting "A great-deal"; (b) attend

school more regularly -- 49 percent, with 21 percent reporting "A great deal";

(c) participate more in class -- 49 percent, with 19 percent reporting "A

great deal; (d) rove their relationships with teachers --51 pecent, with

20 reporting reat deal "; and (e) improve their grades -- 51 percent, with

16 percent reporting "A great deal".
3

Summary. In short, with respect to Indian students, ;'art A Projects were

found to:

Provide tutorial services to students in academic need which were judged
by tutors, teachers, parents, and students to have benefitted the-reading
and math performance of students.

Have had no effect-on academic achievement test scores which could be
related,meaningfully to project variables, even though achievement test
scores nationally for Indian students Appear to have risen to their
Highest level since the Program began in 1972.

Offer, activities related to school attendance which were judged by
teachers, parents, and project staffs to-be having some positive impacts,
and which Were related to some improvement in the attendance level of
students with the most severe attendance problems.

3Approximately 30 percent of the teache s responded "do know" to each of
these questions.
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s Have had little or no effect on reducing the rate of Indian studerit
dropout although parents and staffs indicated some reductions haves been
made.

41 Offer instruction and activities related to indiai; history and culture
which involved local resource persons; and to be of interest to, Indian
students, valued by parents and school personnel, and judged by st=udents
and adult members of Indian community to have helped students learn
about their heritage.

Provide various services designed to improve students' attitudes t=oward
themselves and school which were not strongly related to changes c:Dver the
school year. However, student attitude scores wer-e quite high at the
start of the year, making measurable improvement e tremely difficL_Jlt.

Parental Involvement and LEA Impacts

The data show that parent Committees have been formed as required in Pert A

legislation and regulation, and that they have taken an active role in` the

project and the LEA. Beyond participating' in project decision-making,

according to over three-quarters of the project directors, the parent

committees had been responsible for an increase in the support for the project

by members of the Indian community, and several project directors indic=ated:

that recommendations of- the parent committee had had a nmaderAti amount of

influence on school policy-makers;

Parentconnittee members were asked if they thought parents, over the past

three years, had become more involved in their chi ,dress's education as a

result of the Indian education project. The results indicate that paremtnts

have taken a greater interest in what the school is doing, and have ben

involved to a greater extent in attending school actiivities;. Teachers were

also asked whether-parents had become more involved in theirchildren'=

education 'in the past three years, and s© per=cent of the teachers indic=ated

that parents had become more involved. These teachers reported more 000,intact_

between parents and students regarding student progress and behavior (ftign),

more parent - teacher Meetings -(77%), and more Indian parents at PTA meet,ings

and school functions (550. Principals also indicated the Part A projects had

increased the interest And involvement of Indian parents in their schools

DEV31.0 c
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Although frequently out=side the scope of their stated objectives, many Part A

projects undertook'activities which could have an impact on their respective

LEAs as a wno16 Th61, information on this subject was collected as part-of

this study, aadhe finings reported in Chapter 12. As discussed there:

Senior administratc=rs in about half of the school districts reported that
.curritulummisiorols and/or textbook adoptions had been made as a result
of their Part A prc=pjects in order to reflect more accurately and more
sensitively Indian history and culture.

Principalsof 82 Peercent of the surveyed schools reported improvements-in
the overallschool curriculum due to the Part A project, and principals
at 58 percont:of tr-lese schools indicated that project materials were used
by some teachers within their-schools.

Over two .-fifths wrixo of the regular classroom teachers reported having
changed their instructional approaches to accomodate Indian students,
mostNofterly incur-,-pbrating Indian --twstory into regular instruction and
by giving Students more individual attention. Most teachers also
consulted with Part= A project staffs in a variety of areas concerning
Indian students anc=1 their education.

In addition, thestudy c=ollected data on the attitudes of school personnel and

the lotal non - Indian f:dmomunity toward Indians and their education as perceived

by members of the Indian Community. The findings shoWthat members of the

Indian communityand prc=ject staff felt that school personnel overall had

moderately positive atti tudes toward Indians and their education, while-the

non-Indian camoMity hetld a.generally indifferent attitude. Tr addition, many

of these respondents indbittated that Part A Program had improved the

attitudes of school persg;on4ii the non- Indian. community toward Indians.and

their education. Over hmsalf of th parent committee members feit this was the

caSe,;and a lammajOr--ity reported that the local Part A projects had

improved the relationshiTp .between,the Indian community and the schools.

In sum, the studyVlindllings with respect to Part A impacts on parents and

school districisimSicat_ze that the program has:

Involved Indian parentS in the design' and implementation of its projects.

o Increased Oeinvol vement of Indian parents in their- local schools and
their children's ectiucation.
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e Had modest impacts on classroom level curricula and teaching practices.

O Improved attitudes of school personnel toward Indians and their education
and the relationship between the Indian community and schools in
approximately half the local schoul districts.

6. Overall ImEact of Part A

Taken together, the data presented-in this report suggest that the Part A

Program has had an impact on Indian students, their parents, and their

schools. The extent of that- impact cannot be determined precisely, nor,

therefore, can gains be calculated in terms of the amount of program dollars

expended per year -- some $221 per Indian student in 1981. However, from the

data it is clear that the congressional intent of establishing a mechanism

powerful yet flexible enough to allow 'the many diverse Indian tribes and

community groups to work with their local school systems to develop prograMs

to meet the "special education or culturally related academic needs" of Indian

students has largely been achieved.

Although the results of the projects were not uniformly lositive, major

differences in emphasis, judgments of effectiveness, or measures of impact

were not systematically related to project location, -size, or school district

characteristics. Indeed, a separate substudy (reported- in Chapter. 13) was

done of Part A projects. which received grants of $5,000 or less (therefore,

serving fewer than 30 Indian students) and even in these cases some, thou

modest, positive results were found.

Finally, the extent to which the positive results of the program.are.due to

strategies and interventions of the Indian Education Program Office to

implement Part A is not kndwn. While parents and local school personnel

clearly= are those priMarily responsible for project effects, federal policies

and actions areat least somewhat ,influential. Indeed, when Part A project

directors were asked to rate how important the federal-Indian Education

Program (IEP) office had been to their project, two-thirds stated the Program

Office had played a moderate (29%) to very important (37%) role._ In addition,

the majority of knowledgeable personnel associated with local projects gave

ASS0 VITES.
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IEP reasonably good marks for the role which it had played in developing their

_projects, and for the assistance which it had provided, although small

projects located on or near reservations were not as satisfied.

Thus, as one might expect, it seems to be the human, qualitative elements,

rather than such factors as the size of grant or structural characteristics,

which make the difference .between more or less effective Part A projects.

Based on qualitative impressions derived from seeing projects in operation

during site visits, the mostimportant among these are: the interpersonal as

-well as organizational skills project staff; parent committee and school

staff dedication to helping Ind An students and their willingness to work with

one another; the attitudes of the Indian and non-Indian communities toward one

another; and the overall climate of the schools.

this regard, the IEP strategy of supporting technical assistance centers to

work with local personnel appears to have provided an opportunity for

professional Indian educators working out of the centers to interact

personally with project staffs, parents and key school district personnel.

Although the centers were only in their second year at the time of thisstudy,

a majority of projects were receiving some form of assistance from them, and

over half (58%) of the school district administrators surveyed reported that /

district or project staffs had_receved some training, and that they were

moderately to very-satisfied- with the assistance provided; Also, there was

evidence of a general increase from the first to second year of the Centers'

loeration in the extent to which project directors perceived-thiM as helpful.

Implications and Future seeds

Contrasting the data available in the early 1970s with the findings in this

report suggests-there has been a substantial improvement in the condition of

Indian public school education since the data leading to passage of the Indian

Education Act were compiled. From a national perspective, school attendance

of Indian children seems to be-no special problemand their attitude toward

school and their levels of self-concept are also-quite positive_
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Even ,academic achievement, although still slightly below national norms

overall, and especially at the upper grades, is not at the alarmingly low

levels reported at the start of the 1970s. Clearly correlated, and perhaps

causally related, the relationship between schools and Indian parents has

'changed. Parents are much more involved in public schools than ever reported

before, and they seem to be reasonably supportive of the education the public

schools are providing their children. Correspondingly, the data suggest that

the climate in public schools with respect to Indian children is- considerably

more benign than reported tohave been the case some fifteen years ago. For

the most part, parents and students report their schools overall,-and specific

categories of staff in particular, pose no special Problems. for Indian

students. Only in the area of school dropout ratesAo the data fail to show

marked change- since before the Part A Program began.

However, the study's findings also indicate that- continuing educational needs

exist. At a minimum, the data indicate that the situation varies by school

district and region. While achievement test scores are generally positive and

relations between the schools and Indian community are generally neutral to

positive as well, this is not universally true._ The sensitivity of school

administrators continues to be viewed as a problem by Indian parents and

community leaders in up to 30% of the LEAs, and test scor6 results for. some

-groups of Indians students are considerably below the norm.

Specificallyrthe data show that mean scores declined from the elementary

through the secondary -grade levels (from means of 48.16 and 48.61 in third

grade tomeans of 44.94 and 45.23 in eleventh grade in reading and math

scores), and that in terms of project setting, students in districts on or

near reservationi'scored slightly lower than other-Indian. students, and'those

in metropolitan-areaS\slightly above, and that students in,the southwest,

Alaska and Dakotas scored slightly lower than other Indian, students and. those

in the Northeast,- California.) and Upper Midwest (Wisconsin and Minnesota)

scored slightly above. The data also show Jiit there are differences

associated with socioeconomic status. Indian students receiving free or

subsidized school lunches had man 'scores of 45:84 in reading and 45.77 in

83
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math, as compared to other Indian students who had mean scores of 48.94 in

reading and 47.83 in math. Similarly, the attendance of Indian students

generally increased from kindergarten through the fifth grade, was stable and

high through grades 6. and 7, decreased slightly in grades- 8 and 9, and then

decreased more in grades l0 and 11. ThuS, it would seem Special attention

should be paid to Indian students in grades eight and above.

--T

Although Part A was not es ablished as a-program to develop school district

capacities for serving Indian students,4 it seemed useful to obtain some

indication of the likelihood that local districts would continue project

activities in the absence of federal funds.. Thus, in the fall'of 1981

district administrators at the visited sites were asked: "If, for any reason,

your Indian educatibn project were to lose'its funding, would your school

district continue any part of the project by funding it out of its own

financial resources ?" The respondents were superintendents and Assistant

superintendents who were knowledgeable about Part A project activities.

Forty -two percent of the administrators responded "nc," their district.would

not continue project activities with s own resources.

Part A project directors were asked the Same question, and the majority.(620'

indicated they did not think their districts would continue project activities

without special funding. The 58 percent of district administrators who said

they did expect some continuation_ would occur were also asked what components

of the project theythought would be sustained.' Of these administrators, 27

percent said, it would be tutoring or academic componentS, 17 petteht said

counseling and career enhanteMent, 13;percent
,

said they would #eip.classroom

aides and-other Staff members, 11 pertent said they would attemOt-t-o-
incorporate the whole program or as much as possible, and-37 percent simply

said they would try to proVidi some funding. Only 15,Percent said they would

keep special culturally related 4ctivitiet, although Part A 'project directors

'Rather, it -was conceived as a service program, and'distrcts have, therefore,.
never been asked for a commitment to-someday assume fiscal rehsponsibility for
Part-A sponsored activities.

vmr-ormsavrissopthEs.
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were more optimistic in this regard (26' Percent indicated they thought

'cultural arts andlcrafts activities, for example, would be cohttnued).

The evaluatiOn als6 included a substudy focused on the role Of the states in

Indian education.
5

From this it.was clear that while some states have.a-

long tradition of sup rting special programs for Indian students;` most

.not. InLded, although the relationship between many projects and their state

educational agencies is supportive and the state officials surveyed indicated
.

their departments would be quite, willing to take over responsibility for Part

A in their states, many also reported that, due tip state' constitutional

provisions', they are constrained.ggainst providing special educational

services for Indian students. Thqs, there is a, basis for Indian concern that

a transfer of the program to state control would lead to incorporation of

specially desighated HInoian funds' into broadly targeted educational

programs, as was true with-Johnson O.Malley fronds in many districts in.the.

. 1960s, If so, there would be no assurance. of services designed to accommodate

%rthe special culturally-tiased..needs and sensititities of Indian-childreff nor

activities to promote a climate which would encourage their-parents' support

and involvement in their formal education.

A
'In conclusion, the picture wh ich emerges from this study'of the Part:kPrograM

in Public schools is one of a small, supplemental program which. "has;

lodally-tailored to meet local heeds, administered to the general satisfaction-

orschool officials and .the .Indian domthunity, and appears to have had some_
_ _ _ _

impact on the school, ttendance and,/ academic performance,of Indian students

-and the improved relations between Indian parents AndLioCal schdol.systemt.

It is. reasonably cleamthat the conditionsof edification for Indian students

are substanlialiy better than when the Indian EduCtion,fAct was paised,,and

that this is'clue in part to the Program.: loWever, it cannot-be said 'how, muchN, -

of that change is due to Part A. Other programs. supported by the Indian

&fixation Aqt,-JohnSon O'Malley programs, Title I and, other federal progr4ms,

Appendix it: The Role-of -he SEA in Indian Edudation (pp. A-19.through_A-33
- of this report).
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a.

many tribal and community-based Indian programs for students and parents, and,
. .

perhaps, a generally more tolerant and sensitive attitude toward cultural

differences inIscho .1i and society at large have also been factors-at work'

1during the entire 1 fe of the Program. Nevertheless, it appears that the

0 overall objectives.of the Congressin enacting the Part A Program are being

largely'achieved and to the general satisfaction of the indian.community.
.. .

The sum of the data from the study also- suggests,some ongoing needs. .Many

Indian 4udents,. particularly at the Iiinior and,seniOr high:school levels,

need academicaskistance and ftrther encouragement to stay in school. Indian',

students generally, are ,still ,below-nationil-nom On achievement.tests

Those mare even more pronounced in:certain areas of the.couniry.

Finally, the particularly unique Patt A efforts to teach cblturally related

topics ancrspecjal heritage.classes and to substantivelyinvolVe Indian ,

jduCatbrs and parents in school programming. are viewed as'important", ongoing

-needs by the Indian community.-

fi
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- APPENDIX 1:

MAJOR LEGISLATION AFFECTIN0 INDIAN EDUCATION

1870 First congressional appropriation for education

$100,000 was. appropriated to support industrial and other schools
for Indian' children. In 1876 an annual appropriation Was estabc
lished and continUedi-with modifications, until 1950.

.1934 "Johnson. O'Malley Act

Authorized the Secretary. of the Interior to inter into contracts
,with states for the education of Indians. It also allowed states
the use of government equipment and school buildipgs.

.1936 John O'Malley Act Amended

To, allow the Secretary of -the Interior to contract with states,
political-subdivisions thereof, any state university college,
or:school, or withany appropriate state or private corporation,
agency or ;institution for the education of Indians.

1950 ImpactrAid Laws (P.L. 874 and P.L. 815)

Purpose of the Impact Aid Laws are to provide federal funds where
federal activities, mainly military installations, created a
financial burdenon local schoolAilistricts. Originally, the
purpose was'unrelated to Indian education, but with the amendments,
Impact Aid _-

With
funding has become the,major. source of federal funds fo

districts With Indian children.

Impact Aid Law (P.L. 874)-

Provides federal funds to local school districts for general
operating expenditures paid in lieu of -local .taxes.

Impact Aid Law (P.L. 815),"School Facilities Constructive Act'

Provides federal funds to local districts 'for schcoUconstruwion
in districts with federally-connected students.

1953 Impact Aid 'raw (P.L. 816) Amended

To provide funds to local districts-to assist n the con d uction
of schools for Indians.

See.AIPRC, Task Force, Report, Appendix I, p. 317.

3.99
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1965 The Elementary and Secondary Education` Act

Title I provides financial assistance to school districts
educating children from low income families. In 1967, a
separate appropriation was authorized toga to the BIA
students in federal schools.-

1968 Dflingual Education Act (Title VII of :the Elementary and
Secondary Education Act, as amended by P.L.05-561 in 1978)

Enacted to demonstrate ways of meeting the special educational
needsof students of limited English-speaking ability. A major
goal of the program is to show how children can progress in 1-

school usirfg their native- language while simultaneously
acquiring competence in the English language.

1972 -Indian Education Act (Titl'e IV of P.L. 92-318, as amended in
1974, P.L. 93-380 and 1978, P.L. 95-561)

The Act provides financial assistance to local education
agencies (LEAs), indian-controlled schools, Indian tribes,
Indian organizatiqns, institutions of higher education,
federallsupportd s1chools for Indian children, and state
education agerfci to meet-thespecial educational .needs of
Indian children and adults. The Indian Education Program
Office is responsible for administering the Act.

Prograffis funded wider the Act range from early childhood to
adult education and include ebtmentary, secondary, and higher
education projects. -Program-grants-vary significantly frbm less
than a thousand dollars to several hundred thousand dollars. Th
variance reflects-the diverse needs of Indian tribes and communi
served by the Indian Education Act.

1075 Indian Self-Determination and Edupation.Assistance Act
'(P .L. 93-638)

J

The Act consists of two paits4 (1) The Indian Self-Determination
Act which allows the government to contract federal programs at
the request-of"Indian tribes Ord (2) the Education Assistance Act
whigh amends the Johnson O'Malley Act =and. provides for school
facilities in Rublic school districts..

1978 E-ducation Amendments of 1978 (P.L. 95461)

s-

ie s

Title XI of P.L. 95-561 addresses Indian Education in three parts:

Part A amends P.L. 874

PartoB requires standards be established-for the basic education
of- Indian students in.ECIA schools. .

4

Part C deals with Indian Education Act programs. The Act is-
reauthorized far-five-years-and amends the Act in various ways..
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1978 The Tribally Controlled Conmunity College Assistance Act
(P.L 95-471)

,Provides grants for the operation-and improvement of tribally
controlled connUnity colleges. to insure continued and expanded
educational opportugties for Indian students.

401
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APPENDIX 2:

ACCURACY OF ESTIMATES

. This sectic ra c1ntains the standard errors for those Part'A Program

,characteristics which were selected as being partica

policy-makers and planners. Some guidelines for interpreting these

errors and how they were computed are also included.

ndard

Two general. types-of errors are commonly recognized in deriving summary .

statistics or estimates based on a sample survey -- sampling and nonsampling

errors. Samiling:errors occur because the obtained data are based on a

probability sample rather than the entire population.. Nonsampling errors arise

from many sources other than on sampling, and repres'ent an entire area of concern
AP

in themselves. These can arise from any of the following factors: inability to
-6.

obtain information about all cases in the sample; leithitional difficulties-which

may vary across local projects or respondentS; how questions are interpreted;

respondents' inability, or unwillingnessAo provide accurate and ccirrect

information; and a wide range of other measurement, procesSing, and responding ,

. .

errors.

_
The national-level estimates prowl-tied-here are btained from sample data and

therefore vary somewhat from the corresponding statistics that would have been

obtained if a cothOete survey or a census which yielded MO percent response
.

I . -

had been conducted, using the same data collection forms, firocedUresoand

instructions. Furthermore, a sample is only one of a large number of posdble-

saMplesjof the same =size) that could have been selected bY'using thesame

-sampling design and universe of projeCts or other types of sampling

EStimites, derived frog these differibt samOles.will generally differ from eacti,

other.- Such a difference between a sample estimate and Epe average of all

bossible_samOles.ldrawn from the same universe) is called asampling'Oeviation.

-In turn, the s4ndard or sampling error, of a survey estimate:is a meaSureof the

variation among the estiMateSJrom all 'possible samples. It therefori711 a

measure:of precision with whickan-estimate from a pirticular sample approximates-

the average result of all possible samples.

D
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In general, the sampling procedures and sample sizes used in...this study were

selected to minimize error's to the extent possible withinreasonable.costs,-

recognizing the finite resources availabl_. In addition, while the standard

error partially measures the effect of nonsampling errors, it doffs not measure

any systematic biases in the data., Bias (or misrepresentativeness) is. the

difference, averaged over-all-postiblesamples, -between the estimate and the true.

value. With these factors in 'ftlina the ove-rall,accuracy of a'survey result

depends on bothch,(a) the sampling and nonsampling el-rors, mesured by the

standard error, ;Lid (b) the bias- nd other imies-ornonsampling errors$ not

Measured by the standard error--

The sample estimate and an estimate of its standard error permits the development
.

of interval estimateswith-prescribed:confidence thipt the'lAterva] includes the

average result.of all possible samples. For example, one of the most frequently

cited confidence interval sites is the 95 percent confidence interval.

Conceptually, this means thatjf'aIl possible samples were selected, each was

surveygd under essentially the tame conditions, and an estimate. and its estimated-.

standard error were calculated from each'sample, then approximately 95 percent of

the intervals from 2 standard errors below the estimate to 2 standard'errors

above the estimate would include the average ,value,-of all possible samples. (

interval from 2 standard errors below the estimate and,2 standard errors above

the estimate is called a "95-percent confidence interval;"&see Gonzale ?, OgUe-

Shapiro, and Tepping, 1975.)1

Gonzalez, M., Argue, ,Shapiro, G. & Tepping, B. Standards for discussion
and-presentation of errors in survey and census data. Journal of the _American'

.Statistical Associationi.1975 70- Part II. .

am.
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Sampling Error --- As only one primary sampling unit (a project) was e,elected frbm

a stratum, it is necessary to use approximation methods to estimate sampling

variances. Techniqgs known as collapsed stratum and ultimate cluster were

used.. A collapsed (or pseudo) stratum is a combination of two or more of the

orginal'strata used in the selection of projects. ,The objective is to combine

similar strata and total the combinations (pseudo strata) as though they.were.the:

strata used in the design and selection ofthe sample. An "ultimate cluster" is

the sample of units selected from a primary sampling unit, which.in ur caseais' a-

project.

Let n-
h

equal the number of -ultimate cluster in pseudo stratum n. 'Within each

Stratum, nh estimates are prepared, one fro the data from each ultimate

cluster. Each of these estimates-was an estimate of a total, an average, or a

percentage folk the pseudo stratum as a whole. Let xhi represent the estimate

based on data from the ith cluster in stratum n. For purposes of estimating_

sampling variance, the values of xhi are treated as a stratified random sample

with proportional representation from each pseudo stratum. That is, the well

known variasnce formula from stratified random sampling with proportional

representation from strata was applied. The estimates of variance tend to

overestimate the actual variances which is probably of very little impikance for

practical purposes.

As discussed above, some data did not involve sampling withiri projects. In this

case, the same approach to estimating sampling variance is applicable. The value

of the variable for a project multiplied by an appropriate expansion factor or

weight becomes:*hi, an estimate for the entire pSeudo stratum in question.

Theestimates of the stan ard error for selected estimates Are-presented in

Table 1. In general,. the largest standard errors are for estimates that are

based on data from district. administrators, project directors, parent committee.

-hairperSons, and other data Wh6e the saMple.size or number of units of

observation is 115. Estimates based on data from students, teachers, parents,

and other sources that involve much larger number or units of obsersvations have

the smallest standard error. Table 1 hOws, for estimates of percentages, the
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standard errors are ini.the neighborhood of 2 percentage points where the

reporting units are students, teachers, -.- On the other hand, where the

percentage estimates are percentages of projects having partiCular

Characteristtcs (e g., percentage of projects havtngNarious_program components)

the standard errors are bn the order of 5 or 6 percenta9e_po4nts.

TABLE 1

ESTIMATED STANDARD ERRORS FOR SELECTED ESTIMATES

Variable
No Characteristics of Variables Estimate

1 Project DireCtor Characteristics
Indian 43.1 9.2

% Male 55.0 7.8

% Naiing a degree 83.1 7.8
Ave. hours worked/wk 19.0 1.57,

5

Estimated
Standard

Error

Program Components
% With counseling -48
% With home-School Acoordination 38
% With parental cost-component 22
With cultural activities 64

% With tutorial program 80

Hours Tutored Per Week

Parent Committee Chairperson
% Male 42 8.(1

s Ave. no. years on committee* 2.3 0.1

Indian Students
% Leaving before completing H.S. 19 1.5
% Witheducation beyond H.S. 41 1.8

4.7

6 ;O

5.-
5.5
5.4
3.9.

0.2
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TABLE 1 (Continued

Variable'
.o. -Characterisiics of Variables-- Eitimate

Estimated
Standard
Error

t Project Staff
% Native
% Female'

71

84

% Emloyed full-ime 81 2.7

7 Parent Comittee Members
% Indian , 87 1.7

% Male 30 2.7

% Parents, 71 2.0

% TeacherS 12- 1.7

% Satisfied with project 89 2.1

In4dian Parents who think
Project has helped-their children
to get better grades X 68 2.1

Project has helped them % 57 2.2

9 School Principals
,Satisfied with quality of project i 88 1.9

Believe project is valuable % 89 1.9

10 Teachers have made changes
In curriculum material 47 2.0

In teaching approach

leachers believe

41 -2.0

More parents are involved 60 2.8

Project is benefitting studh 78 2.4

1 Student Achievement Test Scores
Reading - ave.- score 47.4 .55

Mathematids - ave. score 47.8 - .51

12 Average Days Attended School, 1980 182.4 .90



.

Factors Affecting Parents' g

,

eneral Satisfaction With Part A Projects'

)
,

.

DEPENDENT VARIARLES CAUSAL CHAIN TOTAL EFFECT.

,o ;.__

,

DIRECT EFFECTS

,

N.-

k kt,
_11. a , 4t0 %'Iv , N- '

.,,._, .., 4 4-, 0

ii, ,,, '4-4

Ai 4 #
q

Parent Participation Ceennications ,700

. . ,
4 .

-Parent colmittee InvolvementJnvo1venf ommunications a ;152 ..11 .182

Parent Participation ., 443 ..043

.
$ ,

School Staff Sensitivity Cciumunicat;ons - .188 -195 ,011 .266

Parent Participation -.135

.

1..131

Parent Ci...qittee Involvement

I.A

'.091

,

,

.091

Student Cultural OK's Comminicatiors .443 -.081' ',DI/ .045

Parent Participation -.124 -4 023 -.097,

Parent Coiittee Index* .096 :as .081

School Staff Sensitivity .169
.-

.169P,
1 ,

tuden0Performance Communications .194 ; 040 020 f .092 .152 , 40
' Parent Participation .058 ..005 J45 ..032 .140

Parent Committee Involvement 106 4031 .027 ' .048

School Staff Sensitivity .346 * .056 . .290 .

-Student,Cultural Needs .326 . .326

, .

General Satisfaction Co
a

.486 , -.9 018 .047 .316 *401 .170

Parent Participation , ',-%099 - ..005 ..023 .066 Aos i -.010.

Parent Committee Involvement .100 .016 .055 .001 .028

School staff Sensitivity .176, .114 .010 , , .062

Student Cultural Needs .675 k .011 .661

Student Performance .036 ,
.036

e .,

,
,

.
0

, .
, 1

Note: The path coefficients (decimal nueoers) are represented by beta weights which permit comparisons across variables Mich have di ferent

scales.
0 \

,

,_ .

Text deseribing and interpreting these date is found in Chapter

. .

.

f
.

1

I'
1 '1

1

i

i
.

m
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APPENDIX 4: THE ROLE OF THE STATE'EDUCATIONtAGENCIES

IN INDIAN EDUCATION.

IntroduationN

The purpit- of this report is to describe and analyze.the roles of the 5t6_e

Education p.gencies (SEAs) relative to .44rican Indian- Education (including Alaska

Natives). It provides informationfsupplbmentary to that presented in the final

report of the National Indian Education Impact ElAaluation.
1

The focus,.of this\reporf is on the Part A Program of the Indian Education Act,

but,the report also describes other aspects of American. Indian education.- For

example,. several statehave adopted a variety of state-fuhded educational

proVams for- American.Indians that have operated, in most part,. independent Or

the indlah Education*Act programs. In addition, a large number-of states

...administer other federal programs that are intended to address explicitly, the

education of American- Indians.-

The report also includes a brief description Of the historical roles that State
._

Education Agencies have-played in American Indian Education. The first section

. of the report, assesses the .current role of the states in American Indian
-, -

Education. This is followed by an ikamination of the projected roles'of the

SEAS, based upon current trendi IA fedei:al policy and, the state,of the national

A4ibinomy.

This subsfudy of SEAs was. conducted as a component bf a cbmprehensive
evaluation of the impact of the Part A Program of the Indian Education

, ,Act,'for the U.S. Department of Education. The principal component
of the =evaluation was a study of a 'sample of 115 Projects-located throughout 1

the-United States, representing Part A grantees., Data were collected-
Aring-the.fall. and spring visits, using a variety of quantitative and
qu titative procedut.es.

.

.

7)
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The substudy on which this repor;t is based was national in scope, but focused on
0 r

25 individual states., Seventeen of the states selected were once part of the

Indian.Education Project of the Education Commission of the-States, and are

characterized by the largest American Indian populations and over 90 percent uf

American Indian lands held in .trust by the Federal Government.- The-eight

remaining states were selected to represent states with-lower numbers of American

Indians. (The complete list of the 25 states-appears in Table 1 below.)

TABLE 1 ,

STATES INCLUDED IN THE STUDY

Alaska

2. Arizona

3. California

4. Colorado

5. ,Florida

'6. Idaho

7. Kansas

8. Louisiana

Maine

10. Michigan

11.- Minnesota

12. Montana

13. Nebraska

14. Nevada

15'; New Mexico

16. :New, York

17. North Carolin

8. North Dakota

18. ,Ohio

20. Oklahoma

, 21: Oregon

22. South Dakota

23. Utah

24. Washington

25. Wiiconsin

The .information presented was,derived principally from wo sources. First in-

depth discussions were held in personi or by telephone-with-represintetives.from-

each of the 25 SEAs selected. These focused on ieveral issues in American Indian

education: the state conception 'of responsibility; past and present state.
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,legislation and policy; state expenditures for Indian education; and the nature

of bureaucratic structures within the SEA and other state agencies responsible

for administering educational services to American Indians. Further-information

concerning the SEAs role in Part A projects and the local assessment of this

assistance was gathered through questions asked of district administrators-and

project directors at the 115 projects visited for the national impact evaluation

bf the Part A Program. This information is presented in the last section.

11"-- or ate Role in American Indian Education

Most state constitutions contain provisions for education. Although these vary

in language, the majority require the state legislature to provide for the

establishment and maintenance of an efficient system- of public schools.

The establishment-of these provisions occurred over a long period in the history

of the United States. In most cases, a legal relationshivbetween these

provisions and American Indian education was not established until 1924. It was

in this year that President Coolidge signed the ine n Citizenship Act, which

declared to be citizens "all non-citizen Indians born within the territorial

limits of the United States. " (Some states had already accepted responsibility

for the education of Indian children, but after the signing of. that Act it was

clear that state educational provisions apPliedto all American Indians.) From

this point on, American Indians should have been provided with.the same

opportunities for public education as.other citizens residing within their

states.- This, however, has-not always been entirely the case.

'_,/
Several key statesiwth large ,Indian populations resisted assuming full

responsibility for the education of'resident American Indians. The main argument

behind this resistance involves the continued tax-exempt status-of lands held by

American Indians and state education financing plans which are dependeht upon the

collection oflocal property taxes. These states, it is argued,- cannot assume

the burden of complete fisCal responsibility for the education,of -American

Indians-without a local tax base.

4Cohen,.Feli4 -J. ,Handbook of Federal Indian Law. Albuquerque,
Mexico: University of New Miiitti-Pres; -1-942PO. 153-55.

rk
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Although a state is not compelled by the Constituition of the United States to

provide educational opportunities for its children, the "equal protection clause"

of the FOurteenth Amendment requires that any opportunity provided to some be -

provided "equally" to all. Also, many-states have equal protection or due .

process of law requirements similar to those found in the federal Constitution,
3

and the equal protection clause, as interpreted, prohibits state differentiation

on the-basis of. race, unless there is a compelling state interest to the contrary.

This responsibility was outlined by the 1954 Supreme Court decision of Brown v.

Board of Education._
4

However, various studies over thejDast 20 years have

shown_thit inequalities persist in the education of American Indian children.'-

The systemic inequality in education with regard to American Indians, and its

results, are well documented. Research has shown that many state policy-makers

believe the education of American Indians. is*a joint responsibility of the states'

and the federal government. They contend that the "federal portion" of that

responsibility-derives from the historical and political relationship between

American Indians and the United'States government. The "state portion" is based

On the - recognition that American Indians are indeed citizens of states,.and state

constitutions provide for public education of all state citizens,
6

-3LaMorte, Michael W. chool_Law-Cases and Concepts. Englewood, New

klersey:'Prentice Hall, Inc., 1982,15% 11.

--2iride, Monroe E. Law and the American Indian. Kansas City, Kansas:
BObbs-Merril Company, 19-734 pp. 24S-49.

5Havighurst, A.J. NationalStudy -of Indian Education. Research in
Eduction (ED 045 275), 197T

6Educatiod-Commission of the States-. Indian Education-Involvement
of the Federal, State,_anta_TrAbal Governments. Denyer, Coloradd Indian

licharatIro4i7Tebj t, Lee Ante-4 Director, --t90: p. 17.
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The concept of the "state portion" is the key o understanding the position of

the-majority of the states. They affirm that their responsibility is the same-_

for. all students, and contend that no specialeffOrt.to identify any special

needS of American Indians is required.= This majority position appears compatible

with the FoUrteenth'Amendment, which, as noted, defines a Itate responsibility to

provide for equal educational opportunity for all dhil ren ThlS obligation

extends to American Indians., is applicable to all.American Indians whether.on

reservations or not, and is not lessened by the historical role of the federal

government in American Indian education. The evidence indicates that many states

have, for the most. part, met this basiccresponsAbility. However, some states

have historically not provided for the education of Indian and Native children

-residing-in remote,rural areas, particularly those on reservations with no

property tax base or political influence.

Two conclusions can be drawn.- First,. American Indian children are entitled to

the same oppokunities for public education as other citizens livingWithin a

state. Second, public education is moving, although slowly, toward.
4
a greater

responsiveness to the cultural plurality of the country..

Befol4e leaving-this -zery brief dqcussion of the history of the-state role in

American Indian_edutation, it is important to look at least briefly at the role

that the SEAs have played in the administration of the Indian Education Act

pro ams operating withIn. Local EducatiorrAgencies (LEAs) in the states.

The Indiati Education Act was signed into law. by President Nixon in June of 1972,

andlwas amended i,n 1978. Major portions of it annual federal appropriations

haVe been channeled to Local Educational Agendies within the states, although

neither the orjginallegista:tion nor the 1978 amendments authorized 'a fOrMal

administrative role for State/Education Agencies .7 Yet almost immediately upon

AMplemintatiOn of the-Act, theState Education. Agencies (SEAs) were asked to

-caihryout two-major administf.ativefunFtions that were. prerequisites -to the

awarding of Part A_grents to the LEAs within the state. First, the SEAS were

7A toMpilation of Federal Indian Laws. Prepared for Congress:
on.Education and Labor and Senate Committee on Human Resources
Government Printing Office 19 9, p 159-66.

a

House Cormittee
. Washington, D

ABEI0CIA128. INC..



A-18

asked to certify that each applicant LEA had maintained its local effort, or

contribution, to the cost of a free public education over the past and current

prograai or school year, a task of some magnitude for the states with large

American Indian populations. The SEAs were then asked to verify the enrolled

.American rndian student count submitted by each LEA when it applied for these

funds. (The formula for the grant depends in part upon the number of American

Indian students enrolled in the LEA.)

Also, shortly after the implementation of the Act, the State Education Agencies

were asked to plan statewide or regional technfcal assistance conferences for

Indian Education At grantees. Some of the states-were provided_ inor financial

assistance by'the federal:government; however,-the brunt of the costs fortholding

the conferences fell uponthe State Education Agencies. It is important to note

that the SEAs complied despite the limited federal compensation and the absence

of the legislative authority.

Finally, in response to the local needs of grantees, many SEAs established, at

-minimum, new "Indian Desks" within their organizations_to accommodate the
_

administrative requirements of Indian Education Act programs that had been placed

upon them. In several cases, SE-As added tothe personnel of already standing

Indian-offices- to meet the needs-of-the LEA programs.

Current Role Of the States in American Ind=ian- Education

Any assessment of the current role of State Education Agencies in-:American Indian

education must consider three key elements. The first is staterlicy.-

Important here are provisions for providing education for all citizens and state-

legislation, or formal written-policies, that explicity addreSs American Indi4n

edkation. The second is the presence of asstate Organization to meet the needS-

of Indian students. And the third as the nature of state financial support.

Also important is the sense of responsibility that states display toward the

proviSion of educational opportunities for resident American Indians. The

assessment of the current role of the, states in American Indian Education-Was

based upon the above three issued addressed during ilidepth discussions held,with.-

representatives from the 25 selected SEAs and reviews of pertinent legislation,

policy statements, and related documentation.

414
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During the discussions with SEA representatives, questions were asked about the

nature of state legislation, pr formal written policies, that explicitly address

American Indian education. AS shown in Table 2, twelve (48%) of the 25 SEA

0"ePresentatives noted that their states had some form of legislation explicitly

addressing American. Indian education. For example, d law enacted by the_New York

legislature -in 1846 Marked the beginning of direct state assistance in the

education of resident American Indians. This law provided for school buildings

and annual appropriations to support schools for five years on four
8

reservations..- Eventually, this led to a special act (Chapter 24, Laws of

`1904) mandating-the compulsOry education of American Indian children residing on

reservationS, and provided for the full complement of public education services

that still exists toddy.

The responsibilities for the education of American Indians set forth by state
ft

statutes and constitutions range from the unconditional acceptance of full

responsibility, as in the case'of New-York State, to a recognition that American

Indians are present within the state and that they have a culture rth

recognizing and preserving. For example, in 1972 Montana --drafted its

constitution. Article X of this Constitution guarantees'

opportunity for each peS'son of the state." Furthermore, iL recognizes the

"distinct and unique cultural heritage of the American Indians and is committed

in its educational goalS to the preservation o th-ir cultural identity."9

Ility of educational .*

.

While 48 peetent of the 25 SEA representatives interviewed confirmed that their

States have legislation on American

states have either'a formal adminis

position paper-that applies -to this

Washington exercises "A Declaration

Superintendent of Public Education"

indian'education, 64 percent said that their

rative policy or a state school board

responsibility. For example, the state of

of Indian Education Policy By the State

as an expressid commitment to the education

h8Printup, Maribel 14. Histor- of ndian Education in New York State.
"Master's Thesis, the Fenny vania P;

9Esehler, Edward. Indian Studies Law - A Lesson in_Policy Chan es.
Billirigs,-Montana State University, 1979.
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TABLE 2
,

INVOLVEMENT OF SELECTED STATES IN INDIAN EDUCATION

, .

Selected States

Legislation on

Indian Education

Formal Policy Statement

on Indian Education

Special Appropriations

for Indian Education

'Alaska

Arizona

California

Colorado

Florida ,

Idaho

Kansas

Louisiana

Maine

Michigan

Minnesota

Montana

Nebraska

Nevada

New Mexib

New York

North Carolina

North Dakota

Ohio .

Oklahoma,

Oregon

South Dakota

,Uta

Washington

Wisconsin

.

x

-

__,

.

x

x

-

x

x

x

..

.

x

x

x

x

-

p x

-

.

x

x

x

x

x

x

x

x

x

x

x

x

x

.

-

-

-

x

x

- .

-

.

-

I

. r
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of American Indians,- This policy states that the superintendent of public

instruction hasand accepts the constitutional responsibility to ensure that' each

student attending the public schools has an equal educational opportunity.

Further, the poliCy states that "American Indian children historically have been

unable to e joy the full benefit from public education because of cultural

differences eonflic ng.values lack of understanding and other factors.
,10

The

common e

this policy is to-provide stability and positive leadership in-the.-

of improving educational services to American Indian students:11

While a policy statement does not carry the force of law, it represents a formal-

commitment by'the state td meet the responsibility of educating residen

Indians.

Interestingly, the state of Arizona, with a large Indian population, has had, no

explicit policy noting any specific responsibility for educating resident
I

Indiang% Discussions with its SEA representative, however, revealed that the

state is in.the final styes of developing a corpIrehensive policy statement on

American Indian -education, and that this new pcOicy is to be implemented during

the fall of 1983. The policy. statement outline the recognition of the special

educationalAleeds of American Indians and the rate's -intenttto-meetthose needs.

Also discus.sed with SEA representativeSwas thelorganizational structure of the

.SEA office and the location of the admihistrati n of American Indian education

services. As shown in Table 3, fourtein (56%) f the representatives stated that

the SEA organization include a separateunitwlose sole responsibility was

American-I

'state.

Education. The size and functiln-of these units varied from

state to state. Th4.1ndian Education -unit-withinthe Oklahoma State Education

-Agency, for example, contained twelve full-time positions and adminittered every

Phase of.public education for American Indians, whereas -the Indian Education

:office within the'llyoming SEA used one Corisultan whose main funEtion7was the

administration of federal programs. Regardless of size, the presence of a

105uperintendent of Public Instruction; Declarat n of. Indian Education
Policy Olympia, Washington: State-Department Of Education, 1975, p. T.

- 2
,

lEsehler, 1979. op. cit.

An



TABLE 3

SEA ADMINISTRATION OF INDIAN EDUCATION IN SELECTED STATES

Selected States

Alaska

Arizona

California

Colorado

Florida

Idaho

Kansas

Louiiiana

Maine

Michigan

Minnesota

Montana

Nebraska

Nevada

New Mexico

New York

North Carolina

North Dakota

Ohio

Oklahoma

Oregon

South Dakota

Utah

Washington

Wisconsin ;

Native American Native American Administered Through .

Programs Unit Desk OfficesforOtherPrograms

x

x

X

A

X

x

x

x

x

14 18 9
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separate organizational. unit for American Indian education represents a State

itment to its educational responsibilities to American Indians.

Moreover,

"Indian d

72 percent of the SCAB. contacted have, at.a minimum, established an

"- within a related unit to administer services toAmerican Indians.

A typi ;aT example of this can be found within the SEA of North Carolina.

Although North Carolina has no legislation or formal written policy relating to

the education of resident American Indians, a functioning "desk" was established

within the SEA at the-discretion of the state superintendent. The establishment

of this "desk" occurred primarily in response to the administrative tasks

associated with'the Indian Education Act Program asked of the, state.

The -discussions also revealed that 36 percent of the- EAs administer American

Indian education services through a related unit within the_agency. The state -of

alorado, for example, administei-s these services through the SEA "English

iLanguage Proficiency Units," and the state of,Florida through its "Officeof

Special Programs."
I

(Tbfsejindings demonstrate that the range of. accepted organizational

responsibility for American Indian education among the 25 selected SEAs isquite

broad. No standard criteria determine or influence SEA commitment of resources.

Instead, each state responds to local pressures and needs in determining thetype.

Iand extent of arganizational'resources directed toward echitation services for

l'American Indians.,

Information was also gathered on state appropriations of special, financial

resources for American Indian education. ThediscUssions focused on financial

commitments made solely in responSe ,to a recognition of a fundiMental-

responsibility that stags have assumed for thekoublic education-of all ofits

Citizens. As shown in Table 2; of the 25 SEAs contacted, nine (36%)statelitat

their state legislatures. did appropriate monies explicitly intended for American

Indian education._ Two areas of assistance wererepprted: state assistance'. or.

higher eduCation And basic support for local edUdational agencies that have*

Indian enrollment. Some state legislatures appropriated special reSourcqs,in
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both areas. Fcm example, in the area of higher education, the state of Michigan

has an "act to. provide free- tuition for North American Indians in public state

community or public junior colleges, public Colleges, or public

universities.
,12 At the same time, the Michigan State School Aid Act of 1982

provides that:

.a district having American Indians in
attendance, who reside within the district and
Upon a United States government Indian- .

reservation, shall be allowed in addition to the
allowance provided by the other sections of this
Act an amount equal to the number of those pupils
in attendance times one-half the tuition rate as
computed under Section III and under1401 of the
school code of.1976..13

This section of the Michigan School Code provides ;additional allowance to

AiStricts, not receiving specifically designated fedei-al aid, for resident

American Indian pupils attending the distr+otS schools-." The states of Minnesota

and New York, also have state-supported programs that.provide both types of

assistance.% Indeed, Minnesota has-the most comprehensive program.

. Some state legislatures, however, appropriate special funds_for only one area.

For, example, Florida provides higher educatio-n-funds.for resident AmerjcAn

Indians while leaving the basic support for lOcal.edocationa agencies primarily c

to the federal government or to the regular state finance plan. In'California,

there are two state-funded proOrams:to meet the specific needs'if American Indian

students.

/

12State of Michigan.. Compiled Laws Anotated, 1978, p. 128.

P- 33.
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.In 1974, Senate Bill 2264 authorized the
establishment of ten California Indian Education
Centers to provide educational programs for
American Indian adults amd students enrolled in
public schools. Subsequent legislation in 1976
removed _the limitation of ten centers.
Currently, there are 12 California Indian
Education Centers representing almo every
geographical location In the state.

In addition,

. . . the Native American Indian Early Childhood
Education Program, AB 1544/75, originally enacted
as Senate Bill 1258 ... funds ten rural
equalizaton and school districts having ten
percent or more Indian students enrolled in
grades K-4 to establish programs for raising the
academic achievement of Indian students.
Currently, 23 schools in those ten districts- are -

participaing in this program ptilizin§ a variety
of instructional approaches.)

Representatives of the remaining 16 SEAs reported that their states provided

minimal, support fdr American- Indian education where the federal government had

not already assumed' the'full responsibility) In these cases, each state

administered its own school finance plan, usually some form-of "foundation plah"

or "equalization plan," that provided state financial resources to Local

Educational. Agencies. amount that each LEA received from the state was based

in part on Average daily student attendance, The states 'allowed the LEAs to

count enrolled American Indian students in their average daily

14American Indian Education Study Grnup. American Indian EducationTin
California. Sacramento, California, 1981,pp. 1-

"Ibid., p. 2.

2
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attendance, regardless of the place or tax-status of their residence: This means

that, at a minimum, each LEA received for each enrolled American Indian student

the same amount of state resources that it received for any other student.

However, this "state formula contribution' is never the full amount judged

necessary for a sound educational program; it:is always assumed this will involve

a"local contribution" ade toward the expense of an individual's education.

Thus where there is a u y low local tax base (e.g., where reservation lands

comprise much of the distr-ct), there will be a low "local contribution," and the

"state formula contribution," which is considered to be minimal by definition,

constitutes a (perhaps the). major source of revenue.

Finally, discussions with-the SEA representatives attempted to elicit the gene

attitude of the SEAs toward American Indian education. Respondents were asked

whether their Sr/is had assumed a formal role in the administration of Indian

Education Act programs beyond the federal mandate that they assure the Indian

siudent,coUnt provided by each school requesting Part A funds and providing,

formal assurancecf maintenance of loCel effort. Fifty -six percent of the SEAs

surveyed described a variety of services that they provided to LEAs in support of

indcan'Education Act programs. Nine of the 14 SEAS involved in this type of

service reported they conducted or took part in regularly planned technical

assistance conferences for Indian Educatoion Act grantees. Four of the SEAs had

developed special training programs in -the areas of curriculum develdpMent and

parent committee training. Each of these fourteen SEAs perceived its role at a

function of its fundamental responsibility to provide essential educational

service to all state citizens.

In response to more direct questioning regarding the SEAs' attitude toward Indian--

education, 68 percent, or 17 of the 25 SEA representatives, responded ppsitively

to the general concept of the, states.having a Special responsibility for the

education-of American Indians. The eight SEA:representatives who did not respond
! F .

in a full/Positive manner declared that they did not perceive American Indians

as being different and, consequently, they would not treat them differently, In

general, the stated policy of these SEAs was to not consciously deprive any

individual of the minimal educational opportunity provided to A all citizen's.
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Le al and Political Issues Associated with_ Increasing SEA Involvement in American

Indian Education

The subject of this section is an examination of the possibility, or feasibility,

of having the states assume the administration of the Part A Program, which is

currently administered by=the federal government. This topic may be viewed from

at least three_Perspectives: that of American Indians, that of the SEAs, and that

of LEAs.

41- The_ Amer iCah i an Perspective

American Indians have long perceived the federal government as having the

ultimate responsibility for their education. This results from thi.general

recognition that American'Andian education is a part of the trust

-responsibility of the federal.governmentto American Indians. For example,

the Snyder Act of 1921 instructed the Secretary of the Interior'"to direct,

supervise, and expend such monies as Congress may from time to time

appropri'ate for the benefit, care and assistance of Indians throughout the

United States!." The express purposes for which funding could be provided

included "general support and civilization, including education."15 ire

Seminole Nation v. United States 316 U.S. 386 (1942), the Supreme Court.gave

a very explicit.reason_forthe federal government to participate actively in

American Indian°education. In this case, the U.S. Supreme Court stated,

that, "under'a humane and self-imposdd policy which has found expression in

many Acts of Congress and numerous decisions of this coin, it [the

.Government] has charged itself with moral obligations of the highest

responsibilities and trust. Its conduct, as disclosed in the acts of nose

who represent it in dealings with Indians, should therefore be judge y the

most exacting fiduciary standards.":I7 This reasoning contributes to

resistance that American Indians have expressed about the transfer of Indian

educati6n to the states.

1642 Stat. 208.

17Seminole Nation v. United States, 316.U.S. 286;.296-97 942).

F

OcIATZS. nid
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HiStorically, Indians have held that their legal t4lationship is with the

federal government and not with the statest This unique relationship

derived from the numerous treaties and federal statutes that evolved into%

the federal-Indian trust relationship. Many of the "protection clauses"

found in federal-Indian treaties were generated, in fact, in response to.-

state encroachments on AMerican Indian treaty rights. Betause of thiS

experience, there is little question in the mindSof most Indian leaders

that states will not consider themselves legally able to interact with

American Indian Nations in a most exacting fiduciary" manner.
18

From the-
.

-perspective of the American Indian, most states have not chosen to do this

in the past, and there is no reason to believe they would do so today.

The State Education Agency Perspective

"NotWithstanding various programs of federal aid, the states clearly control

elementary, secondary, and- post-secondary public education.-

Supreme Court, in numerous declsiods, has held that'it'is_a leg4l'and

constitutional right for education to be directed-by the state.-

Results of the discussions held with the 25 selected SEA representatives

indicated that 88 percent of theSEAs felt confident that they had the

-capabilities' to assume the adminiStratiOn of all federal educational

programs intended specifitally for American Indians. .Moreolier, the_SEAs
P

felt they could administer these in a more efficient.manner than the federal

'government, given equal-financial resources; Several felt that they were

aiready''doing.4more than the responsible federal agency. °Comments by the

majority of-SEAs indicated that the states have been anticipating, with-some

eagerness, the time that they would be provided federal legislative

authority to-assume the administrativelTsponsibility for fegerally-funded

education programs for American 15Wians_ It is impoi-tantto note, however,

that each assertion of ability and desire to administer the federal, programs.
(1-

18Education ComMittee of the States; pp. 44-52

18ibid.; p. 15.
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was accompanied by a clear statement of the need for federal financial

assistance to carry this out.

An analysis of the legislative provisions for American Indian education

currently in effect in various states makes two things clear. First, the

states that have come fori4ird with formal American Indian education

provisions have addressed the same educational issues that the major federal

statutes- have addressed: the special education needs of American .Indians, and

thejleed to perpetuate the cultural identity of the people involved. This

compatibility of the existing federal and state policies and statutes

relative to American Indian education could work in favor of a transfer of

administrative authority from the federal government to the state

governments.

On the other hand, the policy of the states to treat all citizens equally

inhibits them-from -adopting an-administrative function that treats any

individual group of-people in -a fiduciary manner. When SEA representatives,

were asked whether the state would assume this type of a relationship with

American Indians, their responses were either non-committal or negative.

Although states are ready to assume the administration of federal Indian

Education programs, they cannot assume the trustee relationship of,ihe

federal government that is an inherent part of these programs.

The Local Education Agency Perspective

Local Educational Agencies, or local school diitricts, are the implementors.

of the state constitutional provisions relative to public education. The

legal policy making body for these local entities are the publicly elected

school boards.

During the spring of 1982, Part A p o ect Oirectors and district

administratorSwho were knowledgeable about the operations.of the local Part

A projects. in )15,school districts were asked whether they had-received any

assistance from their SEAs over tip past year, what kind of assistance they
=

had received, and hOw satisfied they were with' thiStsistance. Only 21

percent of the district administrators and 37 percent of the project

c427 Asa°
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directors reported that their projects had received SEA assistance. 20
As

shown in Table 4, those district administrators who reported receiving

.assistance indicated.that a variety of different types of assistance had

been provided, the. most common (37%) of which was general information. When

asked how satisfied they were with the assistance, 58 percent of the

district administrators and 55 percent of the project directors who reported

receiving assistance said that they were very satisfied, as- shown". in Table 5.

Project directors were also asked to comment on whether they felt the SEAs

should play a role in the Part A Program, and if so why. Nearly half (47%)

of all project directors stated that the SEAs should play a role in some

areas of the-Program, and slightly over one-third (35%) said that the SEA,

should not have_a role in Part A. Only 18 percent felt that the SEA should

play a role in most areas-of the Program. From the project directors

indicating.that the SEAs should play a role in the Part A Program, the most

frequently cited reasons were that the SEAs had provided good technical

assistance (25%) and helpful workshops and seminars (14%), that the SEA

would know more about local LEAs than would the federal government (13%),

and that the SEAs is a result of their involvement- in other local LEA

programs, could provide better coordination of programS (17%). The most

frequently given,reasons of the One-third who-indicated that- the SEA Should-

not play a role in Part A were:' the SEAs have too little staff or are too

far removed to d© the job (27%), everything should be done at thellocai

level (21%), SEAs involVement would increase the paperwork and red tape

(21i), or tre was no real need for SEA assistance (T6%).

This information indicates that the relatively few school districts which

receive assistance from their SEAs with respect Indian education are,

satisfied with'that'assistance. Furthermore, although only a small

- percentage have such assistance, a majority ofthe-LEAseiving.

,Part -A funds are inifivor of Some,(47%) Or_A-large (18%)SEA role in the

Part A Program.

20The difference in the percentage of district administratorsreporting
assistance andthat of project directors reporting assistance is nicely due
to the greater knowledge of project operations of the latter.

4.123
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TABLE 4

SEA ASSISTANCE -TO PART A
PROJECTS REPORTED BY LEA ADMINISTRATORS

(N=76)

General information 37%

Technical assistance and.inse- ice 17%

Workshops 16%

Clarification of-rules and regulations, guidelines 14%

Assistance with budgeting 3%

Assistance in writing budgeting 3%

Assistance in writing Part A application 3%

Program review/evaluation 3%

Onsite visit' 2%

Other assistance

Notes-:-

1. Respondents were assistant superintendents; Federal program
coordinators, or superintendents who were knowledgeable about
the Part A project.

2. The number of individuals responding with a particUlar answer
cannot be directly computed from the percentages supplied,
since certain data were weighted more heavily than others to
make the findings from this sample statistically representative
of all projects.

The 35 administrators reporting no contact with the SEAs .were
excluded from these calculations.



A -3

TABLE 5

SATISFACTION OF_ LEA ADMINISTRATORS AND PROJECT DIRECTORS
WITH SEA ASSISTANCE

1

Level of Satisfaction LEA A Anistrators Project DIrectors-
(N=24) (N=99)

Not satisfied f----\ 3%

Slightly satisfied 2%

Moderately satisfied ,3Z%

Very satisfied 58% 65%

Notes:

1; LEA administrators were assistant superintendents, federal
program coordinators,.or superintendents who were knowledge-
able about the Part A project.

2. The'number of individuals responding with a particular type
of answer cannot be directly computed from the percentages
supplied above, since certain data were-weighted more
heavily than others to make the findin; from th s sample
statistically representative of, all-Oro

The 15 project directors and 87 administrtors reporting
no contact with their LEAs were excluded ram this table.

470
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Summary of the Past and Present Roles of the States In American Indian Education
P

One result of the Indian Citizenship Act of 1924 was that states' became

responsible for providing the same opportunities for a public education to

Indians as required for other resident citizens by provisions of their state

constitutions. Many states have reacted in a positive way to carrying out this

responsibility. This is illustrated by the fact that the majority of the 25

states examined in this substudy reported having state legislation (48%) and/or

formal policy (64%) relating to the eacation of resident Indians, and a separate

unit within the SEA for the administration of Indian education programs (56%).,-,

In addition, a majority of,the states reported that there was, at a miAimum, an .

"Indian desk" within the SEAs (18 states). 'Only nine of the states, however,

indicated that their legislatures_appropriated funds specifically targeted for

Indian education.

Concerning the issue of whetheror not states should play a greater role-in the

education-of resident Indians; there was disagreeTent among the different parties

contacted. The majority-of SEA representatives .(88%) felt that their states

could administer Indian education better- than the federal government, but that

their states expressed, at best, a reluctance to accept the concommitant-trust

responsibility. Additionally, although the.majority of SEA repretentatives

indicate Weir states' willingness to take over the'admisfistration of Indian

education, they also point out that this could not be done without financial

assistance from the federal government. While the majority of local Title IV,.

Part 'A project directors felt that the SEAs should play-some (47%) to a large

(18%) role in the administration of the Part A7Program, over a third (35%)

expresSeciopposition erole for the SEAs. Similarly, the views of the-Indian .

community are mixed, based on their different experiences with state

iovernments. Many Indian leaders consider the federal gOvernment%to have the

primary le§al responsibility for Indian education and are skeptical of the

states' ability -and interest in increasing the state role.-. While Indian leaders

acknowledge that states differ, it is this variation which leads many to conclude

that a strong federal role in the Indian Education Act,programs should be

maintained.

4.

_TES



APPENDIX 5: AN-ANALYSIS OF/FEDERAL FUNDS AND SERVICES FOR,

INDIAN STUDENTS IN PUBLIC SCHOOLS

Introduction

Many federal education. programs serve India studen s, including Part A of-the

Indian Education Act, ESEA Title I for the As-advantaged, Johnson. O'Malley, P.L.

944142 for the handicapped, ESEA Title VII (Bilingual Education)., and vocational

'education. The issue of overall funding for Indian children has interested both
I.

Congress and the Department of Education for sore time. The House Appropriations

Committee, In -paticular, haslequently asked for the total funding affecting

Indian Students. Both the House and Senate' Appropriations CoMmittees have also

requested informati0 ors the typet of services/provided to Indian students

through federal education programs, on average per Indian pupil expenditures, and

on the overlap of services between programs.

This report proVides information regarding the funding and the supplemental

edUcatiSnal services reaching Indian children through various federal education

programs.
1

More specifically, it addresses the following questions concerning

the Amount of funding and types of-activities servIng'Indian'public,school

students through suppleMental federal education'prog-rams:

1.-What major federal education programs Provide supplemental educational
services to Indian studentS; how many school districts participate in 'these
programs and how many Indian students are served?

l'

c

What types of supplemental educationa_lservices are provided to Indian .

studeots through major federal educatibn programs?
''

1Thissubstudy of federal education programs! serving- indiant was conducted as a
component of a comprehensive evaluation of the impact of the Part A Program
of the-Indian Education Act, for the U.S. Department, of Education. The.
principal component of the evalUation was a study of a sample of 115 OrojeCts
located throughout the United States, representing Part A .grantees. Data: were .,

collected during the fall and-spring visits, using a variety of quantitative
and qualitative procedures.

2
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How-do the services provided to Indian- students -through- federal programs
differ when school districts receiving Part A funds are compared with
districts not receiving Part A funds?

How much in federal funds are used to provide supplemental educational
services for Indian students?

The data for this report were collected through surveys of u sample of public
,

school districts which are eligible to apply for Part A funds. The eligibility

criteria for the Part A Program are broad so that almost all Indian public school

students attend- schools in districts eligible toTeceive Part A funds.2 Thus,

the districts included in the survey sample for this study-represent most public-

schools districts with Indian students. The methodology, sampling procedures,
.

and the content of the survey instrument are discussed in the next section. The

results and discussion are presented in the third section. The fourth section of

this Appendix includes a summary of the empirical findings. The final section

prisents conclusions addressing the issues of the overlap of services between

federal education programs serving Indians and the effects on services and

educational, funding for Indian students-if-the Part A Program were eliminated.

Method

The information presented in this report is based upon interview-And

questionnaire data obtained during the spring of 1982 from school

administrators
3 in districts eligible for, but not receiving, Part A funds- and

2Technically, every public school district that has ten or more Indian students,
or in which at least half of the total enrollment is Indian, or which is a local
educatiohal agency, in Alaska, California, or Oklahoma with Indian or Native
children enrolled-, or which is on or near an Indian reservation is entitled to

. Part A funds, provided it submits an acceptable application to the Department of.
Education. Tribal schools which receive Part A grants and Indian-controlled
schools., which-may receive Part A discretionary grants, Are not included in'this
study.

3The respondents were the admihtstrator or administrators most knowledgeable of
the supplemental educational programs within the district; they were typically
superintendents, federal program coordinators, or administrators in charge of
specific programs areas. Only one survey form was filled out per district, but -,
more than one person was interviewed or asked to fill out parts of-the sUrvey
when the information was not available from one source.

fr
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in eligible districts receiving Part A funds. Each administrator was asked to

name all federal programs providing supplemental services to Indian students in

grades K-12. The administrator was then asked to provide the following

information -about each program named:

i Number-of Indian students served;

Tdtal number of students served;

Amount of federal funds expended
year; and

the program ing the 1981-82 'school

. Types at- activities supported through the-program.

Data were colleC_Ad from four samples o Part A-eligible sch..o1 districts:

Sample -_1 included 115 Part A-funded districts which were visited in the fa 11
and-spring of the 1981-82 schobl year as part of the national impaCt
evaluation of tne Part A Program. These districts were Selected-from a
universe of 865 school districts which had been funded continuously_ by the
Part A PrOgram for three consecutive school years and which had at least 30
eligible India# students.

SampTA 2 included five-districts randomly selectedfromaiiniverse of 81
distridts which had received Part A funds during the 1979-80,and 1980-81
school Years, but not during the 1981-82 schb.ol year-

SalTle_3 included a random sample of three districts- selected -from a
universe of 52 districts with Part A projects With fewer, than 30 Indian
students.

Sample 4 included a sample of 100 districts selected from a universe of
2,179districts which were eligible for Part A fundS, bUt which did not Meet
thA criteria for any of th preVious three samples. SaMple 4 thus included
districts not funded. by Part A during the 1981-82 schoo) year, but which.may
haie been funded -in one-or'More-previous years (excluding Sample 3
districts); districts whiOh had beeR funded the 9 -82 school year,
but not during theprevious school year; andLdiStricts c had never
received Part A funds. t was- su-_--equentlydisCovered t at a .sizable
-proportion of the 2,179 .distrfcts in-the Sample )4 unive -e had no .Indian
students. The number -of these districts without Indian Students !was
estimated be 449. The estimated'nUmber of districts in the Universe for
Sample 4 was therefore readjusted to 1,730.

The districts in-Samples 1 and 4 were selected usingia strat

procedure based upon the size of Indian student enrollments;
led

random sampling

samples 2 and 3'a
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simple random sample was used. Administrators in the-last three samples were-

contacted by telephone and asked to answer a series of questions in the, areas

described earlier; those in Sample1 filled out self-administered questionnaires.

The data for each project were weighted by the reciprocal of the project's

probability of selection. Thut, a school district picked from a strata of twen

districts received a weight of twenty and the results from this district were

multiplied by a factor of twenty. The results from this project, in effect,

"represent" all twenty projects for the purpose of making national-lexel
A

estimates representative of all,Part A-eligible districts. Weighted data are

presented throughout this report.

,

.

\The study findings which are presented combine the results from all four samples
/
for two groups of districts: 89 districts out of an estimated universe of 1,632

districts which were eligible for but did not receive Part A funds and 134

districts out of an estimated universe of 1,096 districts receiving Part A

funds. The Part A-funded group includes 115 districtt for Sample 1; one district.

from Sample 2 and 15. districts for Sample 4 which were found to have received,

Part A funds during the 1981-62 school year; and the three Sample 3 Part,A-funded

districts. The Part A-eligible,-non-funded'Voup is comprised of the four

remaining districts in Sample 2 and the 85 districts remaining. from Sample 4. In

summary, 223.of the estimated 2,720 public school districts eligible to recei

Paet A funds were sur ed.1.(e,
,

'Results and Discussion

The findings in this section are presented according to the study quettions

discussed Athe introduction. The first' subsection provides a summary

descrThptionof the major federally-supported education programs serving Indian

children, the numbers of Indian students served and the proportion of Part'A-

eligible school districts served by each-progriM., The second, subsection examines

the types Of,su pplementary educational services provided to Indian students

through federal educational programs.. The third subsection analyzes how services

provided to Indian students differ between school districts receving Part A

funds-and those not funded by Part A. The final sybse n.describes.the amount

of federal funding directed toward Indian -students. thto, h these programs.

435
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-hat_ edera'i_education programs serve Indian students?

In 1982, most of the supplemental educational services provided to Indian

students' through federal funds were provided through six programs or program

,areas:

Part A of'the Indian Education Act: This program, administered by the
apartment of duction, Providis funds to school districts to support
services addressing-the "special educational or culturally related academic

-'needs" of Indian students. These services may include, but are not limited
to, remedial instruction, cultural instruction and activities, home-school
liaison, counseling, and activities to encourage regular school-attendance.

Johnson O'Malley:, This program, administered by the Bureau of Indian
Airs (Department,of- the interior), provides grants to school districts, -

tribal organizations, or states to meet special educationally related needs
of Indianstudents,' The focus is similar to Part A, but school districts.
with Indian students which are located on or near reservations are given
priority when funds are awarded. Indian student eligibility requirements
for Johnson O'Malley are more restrictive than Part A; students eligible to
participate in Johnson'O'Malley must be at least one - quarter blood Indian
from a federally-recognized tribe.

.

/-ESEA Title I: This program, administered by the Department of.Education,
provides financial assistance to school districts sgring areas with
concentrations of students from low income families. The funds are used
primarily to improve instructional programs in "basic skilli" areas,.such as
reading and mathematics. This program has recently been reauthorized as
"Chapter 1,!' bUt still operated as "Title I" during the 1981-82 school,
year. An estimated 72 percent of the children served by Title I dUring the,
1979 -8O school year were in grades 1-64

Vocational- Education:- Vocational education activities, administered by the
Department _of E6Cation, areisupported by the federal government-through
programs authorized by the Vdcationll Education, Adult Education,- and Career
Education- Incentive Acts. Alerly all student's served through federal
vocation funding are secondary school students.

Education forthe Handicapped: rederal financial assistance supporting

is provided primarily throu_ff,the Education for All Handicapped Act (P.L.
education for\thehandicald, administered by the Department of Education,

94-142). Through this program, each-state is entitled to a specific amount
of funding based upon the namber of handicapped children receiving special
education serOces within the state!

4An Evaluation of ESEA Title o ram e ations and Educational Effects,
nfigrt to ongress, 'arch .page . epar men o iuc4_ion,

Office of Planning, Budget and Evaluation, Washington, DC..

'..436 Ma= Assocungs.
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ESEATitle_VII Bilingual Education: This program, aditinistered by the
Department of aUcation, provides financial assistance to school districts
to carry out programs to meet the special educational needs of students with
limited English speaking ability.

Survey findings from the National Center for Education Statistics indicate

that nearly all (93%1_0-fthe nation's public school districts participated in

at least one major federal education program.
5

The Part A-eligible

districts are similar: nearly all (97%) had participated in at least one

federal education program in addition to Part A. Part A-eligible districts

participated in a mean of 2.6 federal programs each. Most (92%) Part A-

eligible districts participated in Title I, two-thirds participated in

vocational (68%) and education for tt-:, handicapped (64%) programs, one-third

(40%)-participated in Part A, one-fifth (19%) in the-Johnson O'Malley program

and 11% in the Title VII Bilingual Education Program.

c

Estimates of the total numbers of Indian student .served by these major

federal education programs, as well as-the 'averagenumber andlproportion

served in school districts-participating in each program, ardlpresented in

Tables 1 an&I-.N. These estimates are based upon figures obtained from

districts in the survey regarding the actual or estimated number- of students

participating in each federal program. These resultS show th t the Part A and

the JohnsolY-0'Malley Programs, both broadly targeted toward a dressing, the

T
special educational needs of all- Indian Students,served_the argest total

numbers of Indian students of any major federal education Oro ram and also

serve the highest average number and proportion of indiah-sivents in _
I_.

districts with the programs. The Title I program, designed td'improve basic--
.

skills instruction for-Tow. income children, serves the next highest total
/

e 1 _

number and the next highest average number and proportion ofIndian students

in districts with the program.. The vocational education, education for_the

handidapped- and bilingual education prograMs, whichire more narrowly. ..

targeted

5School Districts pArticipating It Multiple Federal' rogr s; Winter ,178-,79,
National Center for tducation Statistis", FRS Report Np,

4
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TABLE 1

ESTIMATED NUMBER OF INDIAN PUBLIC SCHOOL CHILDREN SERVED
BY FEDERAL EDUCATION PROGRAMS DURING-THE 1981,1982°SCHOOL YEAR

IN PART A-ELIGIBLE-5600L DISTRICTS

Federal Program

Estimated Number of
Indian Students Served

RY Program*

Estimated Percentage of
All Indian-Public School
Students Served by Pro§ram"

Part 228,00D 53-70%

Johnson O'Malley 108,000 25-33

Title I 84,000 20-26

Vocational Education 58,000 13 -18

Education for the
Handicapped 22;000-

Title VII Bilingual
Education 24,000 6-8

*These data are weighted estimates based upon the number Of Indian public
school students reported to be served by each program in a survey. of 223 of

= an estimated 2,728 school districts eligible to receive'Part A funds.

* *Thq estimated range of the percentage of Indian children served by each -:
_gram was calculated by'dividing the estimated number of. Indian students

served by-eachOrgOram in-the-public schools by the'loW (326,000, dffice_of
Civil Rights 1980 adjusted Indian enrollment) and hi=gh (410,000,,1980 Census
Bureau estimate for ages five to 17 from indianirace sample). estimates of the

CDefinftio ofindian,U.8.- Dept.

number ofindian students in grades K-12. attending ligeschools. The
estimates of the number of Indian ituaents attending italic ichooIS arefrom
Appendix D of the Revised
.Education, September JO,

Revised_ the,

0-9 and-0-10.' .-='
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TABLE 2

AVERAGE NUMBER AND PERCENTAGE OF INDIAN PUBLIC SCHOOL STUDENTS
SERVED BY-FEDERAL PROGRAMS DURING THE 1981-1982 SCHOOL YEAR

IN PART XELIGIBLE SCHOOL DISTRICTS*

Federal. program

Average (Mean) Number of Average (Mean) Percent of
All Indian Students in All Indian Students in

Districts Served.* Pruram Districts Served by .Program

Part A 204

JOhnson O'Malley 185

Title I 34

Vocational Education 31

Education for the
Handicapped

Title VII Bilingual.
Education

12

78

82%

66

38

30

16.

* *

* These-data are weighted estimates based upon a survey of 223 of an estimated
2728 school districts eligible for Part A-funding during FY 81. ,

**An estimate was not made.of the mean percentage of Indian students served Or
the Title VII program in pariteipating districts because only a small propor-
tion of districts participated in Title VII and the proportions of Indian
students served by Title VII in districts with small Indian enrollments (e.g.,
3 Indian, students. served out of 4 enrolled in the district) inflated the
9verall mean percentage.

4 3 to
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toward students with specific educational needs, served smaller total numbers

of all Indian public school students and served smaller average numbers and

proportions of Indian students within participating districts.

These and other estimates concerning the numbers of Indian students

participating in federal programs should be interpreted with caution. First,

many school districts do not keep accurate records concerning the number of

Indian children participatin'g in federal programs, since counts of program

participants by ethnic or racial group are not required. Second, the

definition of which and hQw many children are Indian is unclear; estimates

concerning the total number of Indian children attending school in grades K-12

in 1980, the most recent year estimates available, vary widely from 326,000 to

429,000.
6

The study from which these figures are quoted concluded, "We see

no solution to the problem of how to impart stability and uniform meaning to

the numbers of students locally counted for participation in the Part A

program. As members of various Indian communities have pointed out

repeatedly, the term Indian has no singular meaning.-"7

1/4

Estimates of the percentage of all Indian students served by major federal

programs, also shown in Table 1, were calculated by dividing the estimated

total number of Indian students enrolled in-the public schools in grades K-12,

cited above, by the estimated number of children served by each program.

Since estimates of the total number of Indians enrolled in school vary, a

range was calculated_of the estimated percent of Indian children served`.' the

most broadly targeted program, Part A, is estimated to reach well over half of

.all Indian children enrolled in the public schools. The Johnson

program, which is designed to meet special educational needs of Indian

children orpor hear reservations and, therefore, serves fewer districts than

Part A, is estimated to serve a fourth to-a third of Indian public school

6Revised_ Report on the Definition of Indian, U.S. Department of Education,
Teptember, 30, T9a2-,--pa0-47.---

7ibid., page 6
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students. Title I, which serves low income Children, reached an estimated 20% -

to 25 percent of Indian public school students, and education for the

handicapped an estimated 5 percent to 7 percent. National surveys conducted by

the National Center for Education Statistics indicate that of all public school

students, 1,1.6 percent are served by Title 18 and 2.3 percent by P.. L.

94-142, the princiOal-federal program serving the handicapped.9'-(National

participation rates were not available for the other federal programs.) Thus,

the estimated proportions of Indian public school students served by Title

and education for the lhandicapped programs were higher than the overall

proportions of public school student's served.

Vocational education served an estimated 13 percent to 18 percent of all Indian

public-school students. Since vocational education is primarily directed

toward secondary students, the proportion of Indian high school students

participating in federally.supported vocational courses is probably,

considerably higher. Title VII (Bilingual Education) served an estimated 6

percent to 8 percent of all Indian public school students.. However, most of

the Indian students -served by Title VII are probably from a small number of

tribes, such as the Navajo, where English is not the primary language used in

the home.

In summary, major federal education programs are widely available to and

extensively used by Indian students. Title I 192%), vocational education

(68%), and education for the handicapped (64%) programs were available in a-

.majority'of districts.-- The Part A.anctior the Johnson O'Malley programs were

prevalent in most districts with concentrations of Indian students. A majority

of Indian public school students were served by Pajt A and a sizable minority ,

were also served by Johnson O'Malley, (25-33%), Title I (20-25%), and vocational

education (13-18%) A higher proportion of Indian public school students were

8An Evaluation of ESEA Title -Pro e ations and Educational Ef'iects,,A
`eport o ongress, 'arc page . epartment o ducation,

. Office of Planning, Budget and Evaluation, Washington, DC.

8Sthool Districts Partici a in in Mul i-le Federal Pro rams Winter 1978-79,
National Center/ or _Education Statistics, FRSS Report No..7.
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served by Title I and education for the handicapped programs than was the case

for all public school students.

2. What types of supplemental education services are provided to Indian students

through major federal_ education programs?

In this section, a description is-given of the specific services provided to

Indian students by each federal program in Part A-eligible districts. This-

information was gathered by ask6g senior school administrators which federal

provams.provided services to Indian students in their districts and what

specific services were provided to Indian students through each program..

To analyze the services provided through federal programs, the services were

cate9prized into six broad areas which are intended to capture. the range of

services- provided through these programs. .These six areas include:

is Cultural instruction and activities;
-0 Instruction in baSic skills (reading, mathematics, language, arts);

is Instruction in other subject areas (including vocational courses);
Counseling;
Activities to improve school attendance rates; and
Home-school liaison activities (home visits, meetings-with parents about
school, etc

The overall results are summarized in Table 3,

federal program are presented below:

key findings'for each

1. The Part A Indian Education Pro-ram, present in 40 percent of the
distriC_S e ig1_- a or tar un s, provided cultural instruction and
activities (68%) basic skills instruction (77 %), and other instruction
(58%), counseling (50%), and activities to promote school attendanCe
(50%) to Indian students in-half or more of the districts participating
in the program.

The Johnson 01Malley_Program served 19 percent of all Part A-eligible
distrlet:S; Services provided Indian students included instruction in
basic skills (47 percent of participating districts), cultural
instruction and activities (46%), and home-school coordination (40%)

The Title I Prel_ram served most districts (92%).. Services provided to
Indian jtudent-s fecuted primarily on instruction iii4basic skills in all
participating districts, although 44 percent of these districts al10
offered home-school liaison services through Title I.

1) AS fraft S



TABLE 3

SERVICES PROVIDED TO INDIAN CHILDREN

THROUGH MAJOR FEDERAL EDUCATION PROGRAMS

BY PART A-ELIGIBLE PUBLIC SCHOOL DISTRICTS*

I.

Percent of Districts Participating in Program Which

' Offer Activity/Service to Indian Students Through

Program ,.1,

Program

Percent of

Districts

Participating

in Program

Cultural

Instruc.

and Ac-

tivities

Instruc-

Lion in

Basic

Skills

Instruc-

tion,in

Other

Areas

Counsel-
. ,

ing ,

Promote
=

School

Attendanc,

Home- 1

School

Liaison

Part A
,

40% 68% 77% 58% 50% 53% 45%

.

Johnson O'Malley

.

19% 46% 47% 29% 31% , 29% 40%,

Title I 92% 14% 99% 10% 13% 19% 44%

Vocational Education 68% 8% 26% 100% .56% 13% 17%

Edutation for the Handicapped 64% 33% 92% 11% 77% 48% 73%

Title VII (Bilingual Education) 45% '56%11% 61% 96% 90% ,

,

il%

. 1

*These data are wiighted estimates based upon a survey of 223 of an estimated 2,728 school districts eligible

for Part A funding during FY1981

1
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4. Vocational education funding was provided to 68 percent of all Part A-
eligible districts. All participating districts offered vocational
instruction to Indian students, 56 percent of these districts also
supported counseling through vocational funding.

5. Education for the handica ed funding was proVided to 64 percent of all
art -e igib e districts. most a 1 of these districts provided basic

skills instruction to Indian students through handicapped -funding; in
addition, 77 percent supported counseling and 73 percent provided
home - school liaison.

6. Eleven percent of the Part A eligible districts received Title VII
Bilingual Education funding. The predominant service provided to Indian
sstudents th-rodgh this funding was bilingual instruction in basic skills .

(96 percent of participating districts)-or in other areas (90%). A
majority of participating districts also provided cultural instruction or
activities (61%) and home-school liaison (55%) to Indian students through
,Title VII.

In the next section the findings are presented which compare the activities

offered through federal programS in school districts which received Part A.

funds with- those that did not.

How do the-services .rovided to Indian students throu h federal 0 ams

differ when Part A funded school districts are com-ared with dis -s not

receiving Part A funds?

Before the, presentation-of the_ comparisons of Pa t-A funded school:districts

with districts not receiving Part A funds, It is important, to describe several

differences between these two groups of districts. First, as shown in Table.

4, Part A-funded districts=were locatid predominantly on or- near reservations

and in other rural areas, whereas a higher Proportion of the niip-Part A46nded

districts were located An urban or metropolitan-areas.- Second; Part A

districts had a higher proportion (mean=28%) of Indian students.in their

student bodies than non -Bart A-funded districts (mean.5%). -These proportions

compare with the overall-mean of 14 percent. Finally, Part A districts had a

mean'cf 142 Indian. students, compared-to-a-meran-of only, 35-_1n A-

funded districts. This is consistent with Department of Education estimates
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TABLE 4

LOCATION OF PUBLIC SCHOOL DISTRICTS ELIGLBLE FQR PART A FUNDINGa

bn or Near
Reservation
(N=407)

. ,

Other Rural
At-eat).

(N=1186)

Urban Non-
Metropolitanc

(N=495)

Metropolitand

(N3640)

All districts
eligible for
Part A funding
(N =2728) 14.3% 44% 18% 23%

Part A-funded
districts
(N=1096)e' 30% 42% 14%

----

Non-Part A-
funded districts
(N=1632) 45% 21% 29%

aData.are weighted to make the'findings statistically representative of all

public school districts eligible for Part Afunding. Thus, the numbers of
districts listed above are weighted estimates.

-bDistricts located in an area with no town 'or city -mar- 10,000 in pCpulation.

cDistricts located in area with a town or city with A population between,10,000
and 50,000.

dDistricts located in a city (or suburb 20Hmiles of a city) with a
populAtion of 50,00Q or more,

eThe actual number of districts receiving Part A funds during the 1981-82

school year was 1048. The figure of 1,096,istricts listed above is based
upon a projection from the study sample.
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that of all the Indian students enrolled in public school districts eligible

for Part A funding, 85 percent attend school in districts ,?ith Part A

projects.
10

The results presented in Table 5 show the percentage of participating school

districts providing different types of services /activities for Indian students

through each federal program, with the results presented overall for each

,program and then separately for Part P-funded districts and districts not

funded by Part A. These results show that,'_for all programs except Title VII

Bilingual Education, a higher proportion of participating districts,not funded

by Part A offered one or more services through each federal program than

districts receiving Part A funds. The more specific results for each program=

are Ammarized below:

rr Title I: More (57%) districts participating in Title I that were not
funded by Part A provided home-school liaison through Title I than Title
IV, Part A-funded districts (44%).

Johnson O'Malley: More (73%) districts participating in Johnson O'Malley
that were not funded by Part A provided cultural instruction through
Johnson WETTley then Part A-funded districts (38%).

Vocational Education: More (63%) districts participating in vocational
education that were not funded by Part A provided counseling through
federal vocational funding than. Part A-funded districts (39%).

rr'Education for the Handicapped: More districts receiving federal
han.icapped funding that were not funded by Part A provided counseling
(87% vs. 55% for Part A fundeddistricts); activities to promote schodl
attendance (50% vs. 25%); and home-school liaison (85% vs. 40%) through
federal education for the handicapped funding than Part A-funded districts.

These results. provide some indirect evidence that school districts have

coordinated services between Part A and other federal programS so that overlap

and duOlicaton of services is avoided; more participating districts without

1 0 ju i'fication for A iation Estimates for Committees on A *ro.rietons
isca_ .ear uce ion, iepartment o iucation, page



TAME

ACTIVITIES OF FEDERAL EDUCATION PROM IN PART A ELIGIBLE PtLIC SCHOOL DISTRICTS1

PERCENT OF DISTRICTS WITH ACTIVITIES SERVING INDIAN STUDENTS

Title 1 Johnson O'Malley Vocational Education Educ.for the Handicap Title VII Bilingual Education

' ACTIVITY

Cultural Instruction or

Activities 46% 38% 73% 43t 61% 64%

Instruction in Basic Skills

Instruction in Other Subject

Areas

Counseling

Activities to Procote School

Attendance

Hole-School Liaison

10iia

100 100 100 77

39' .63 77 55

19 11

44 18

13 6 16

17 6 21 73

are weighted to make the findings statistically representative of all Part A eligible school districts.



A

Part A funds offered specific services through other federal programs than

Aistricts receiving Part A fundS. For example, cultural instruction is an

area of potential duplication between the Part A and Johnson O'Malley

Programs, since such instruction may be offered through both programs to the

same group of Indian- children within a district. HoweVer, the results show

that districts funded by Part A are much less likely offer Aural

instruction through Johnson O'Malley than districts not unded by Part A.

4. How much federal funding is used to provide supplemental educational services

for Indian students?

An estimated $205. million of funds from six major federal educational programs

or program areas were used to provide supplemental educational services for

Indian public school students during the 1981-82 school year (see Table 6).

Slightly over one-third (35%) of these funds -(an estimated $72 million) were

from the Part A and Johnson O'Malley programs, which are broadly targeted

toward all Indian students in eligible school districts to meet special

educational needs. About one-fourth (29%) of these funds (an estimated $50

million) were directed toward improving basic skills instruction for

disadvantaged Indian students through Title.I; 16 percent (an estimated $33

million) were used to provide educational services for Indian students with

educationally handicapping-conditions through federal education for thO

handicapped programs; 14.percent (an estimated $28 million) were-used for

vocational education for- Indian students, and 6 percent an es-

million) were used for bilingual educational activities for Indian students.

'Mean per-student_expenditures for oath program were calculated to provide some

indication as to the amount of services received by students participating in

the program. These results are also shown in Table 6. The mean per-student

expenditure was calculated by.dividing the estimated total amount of funding

fora program by the estimated .nuMber of students served by the program. The

.education for the handicapped program area was estimated to have spent the.

highest amount per Indian student served (mean=$1,500), which perhaps reflects

the high cost of-delivering educational services to students with various

handicaps. The Title -I (mean=$702), Title VII BilingualEducation_

-(mean4542), and vocational education (mean=$483), programs devoted the next

highest amounts of funds per Indian student served.

5
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TABLE 6

ESTIMATED FEDERAL EXPENDITURES FOR SUPPLEMENTAL EDUCATIONAL
SERVICES'PROVIDED TO INDIAN STUDENTS IN PUBLIC SCHOOL DISTRICTS

DURING THE 1981-1982 SCHOOL YEARa

Federal Program

Part A 228,000

Johnsop O 'Malley 108,000

Title I 84,000

Vocational -Education 68,000 $28,000,000

Education for the Handicapped_, $33,000,000

ngua
Education)

aThese data are weighted estimates based upon a survey of 22
3728 school districts eligible for Part A funding in the 1981- 82
school year.

li-
bThe figure reported for the Part A Program is the acts al amount reported by
the Office of Indian Education to be provided to public school districts
through Part A grants, during the 1981-82 school year`..

Estimated Number
of Indian

Students Served

Mean
Estimated Funds Expenditure
Used for Services per Indian

Provided to Student
Indian Studentsd- Served

$50,517,015b $221
(actual)

$22,000,000c $204

$59,000,000 $702.

Olt _ 001 001

$483

,500

of an estimated

dThe actual amount of funds spent under the Johnson O'Malley PrograM during FY
1981. -1982 ($29,450,000) is higher than the amount reported above for public
schools because Johnson O'Malley funds arealso provided to support preschool
programs and to federally-operated Indian schools.

dThese weighted estimates -were calcurated by first-eStimating the amount spent
on Indian Students_ in. each district for a prograM [(number of Indian students
served by the program/humber of-all students served by program)- X (program
budget within each district)]. These ,district estimates were then each
multiplied by the relevant sample-weights to make &projection of the total
amount of funds spent to provide services to Indian students through each
program. The three relevant pieces of data (nuMberofindian students served,
number °fall students served, program budget) were not always available- because.-.

-.the data were not readily_ available during the telephone interview in some cases.=
or because districts are not required to keep count of program partiaipants by
etnnic/racial background. Weighted estimates were therefore calculated using
available data. This weighted figure was then expanded proportionately to
compe
in each federal program which proVided complete data and-on-which estimates are
based are as follows: Johnson.. 'Malley (74 %), I '(54%),'vocatilinal
education (39%), educationfor the- handicapped ,(46%), and:ritie VII (48%)-.-
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The Part A (mean* 221), and Johnson O'Malley (mean =$204) Programs, targeted

broadlytoward all eligible Indian 'students, spent the least amounts per

Indian student served. By contrast, the other programs studied spent more for

each Indian student served. However, those programs served far 'fewer Indian

children. Moreover, the funding for tne Part A Program,appears'tobe thinly

distributed across the different services provided, since an average of only

$221 was spelt for each Indian student served and a majority of Part A

projects provided some services in each of the six areas d=iscussed earlier

except home-school liaison (see Table 3).

Summary

This report investigated the amount of funding and types 6f' activities provided

to Indian public school-students through supplemental.federal education

programs.- A survey was conducted in 223 ot the estimated 2,728 public school

districts eligible to receive funds.from the Part A Indian Education Program.

The key findings are summartzed below:

fi

Part (40 percent of school districts) and Johnson- O'Malley (19%) the two
Programs designed- specifically to meet the educatiional needs of Indian -

students, were present in a minority.of Part'A-eligitie districts, but-
served a large proportion of al1 Indian public school students;:' Part A (53-
79%) and Johnson 01Malley(25-33%).

44

A majority of ,schoordistricts provided services to Indian- students through
Title I (92%), vocational education (68%), educatiOn for the handicapped
(64%), and a'minortty through Title VII Bilingual, Eduation (11%).- These

'programs served a smaller proportion of -all Indian public-Schdol students
than did either Part A or Johnson O'Malley. Title I (20-26%); vocation:

, education (13% to 18%);.educatidn for the handicapped and Title VII
Bilingual Education (6-8%).

FThe types of services provided to Indian students through feder education
prograMs were,Cateborized intp six areas: cultural instruction, basic
skills instruction, other instruction, counseling, Activities to prothote
school attendance, and home-school liaison. The Part A Program supported
services in each of these-areas-except home-school liaison Vn a majority of
Part A-funded districts. -,lohnson O'Malley funds were used to support
cultural instruction and basic skills instruction in nearly half of its
participating districts. Title I focused heavily on basit skills
instruction, with two-fifths of participiting districts also supporting
home-school liaison through Title I,. Slightly over half of the districts
With vocatibtraleducati-_orr-pragramsilso'pr- ng7--educatIon-f
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the handicapped funds were used to support services in all areas except
cultural instruction and school attendance in participating districts.
Districts with Title NH, Bilingual Education funding focused on bilingual
and cultural instruction.

o A higher proportion of school districts. not funded by Part A offered one or
more of the investigated services through other federal programs than school
districts receiving Part A funds.

, An estimated $205 million in federal funds were used by public school
districts to support educational services for Indian students .through. these_
programs: Part A ($50 million); Johnson O'Malley ($22 million); Title I
(559 million); vocational education ($28 million);-education for the
handicapped ($33 million); and Title VII Bilingual Education ($13 million).

0 The two programs addressing the.special educational needs of Indian
students, Part A ($221)'and Johnson O'Malley ($204) spent the smallest
average_amount per Indian student served, whereas the education for- the
handicapped ($1,500), Title I for the-disadvantaged ($702), Title VII
Bilingual Education ($542), and vocational education ($483) programs, spent
tonsiderably more-per Indian student. served.

Conclusions

The concluSions in this section address two major policy issues: the overlap of

services among federal educational programs serving Indian public school students

and the effects on these educational services and funding if the Part A Program

were eliminated.

The issue of overlapping services from different federal programs is important,

especially given the present concerns with a-Voiding waste in governmentespending

and keeping federal expenditures at tolerable levels, While it was not possible

to collect direct evidence on overlap of programs, several types of indirect

evidence. suggest that there is no substantial overlap between the services .

provided to children through the Part A Program and other federal programs.-

-First, only one program, Part A, was estimated to serve more than one half of all.
. .

.

Indian public school students. The Title I program, which has the greatest

potential for overlap with Part-.A-except for the Johnson O'Malley prOgram, was
.._

estimated to serve a quarter 6 fewer of all Indian public school students. All

other programs studied served 1 uch..a small number of students or diitricts as to

make.the potential for overlap relatively modest.

4
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With respect to dvertap between the Part A and Johnson O'Malley Programs, a

recent GAO study of duplication of services in districts receiving funds from

both programs showed that in 25 of 30 school districts visited, services were

adequately coordinated between the two programs so that duplication of services

was avoided.11 rn ten of these districts, when both programs provided similar

services, the services of each program were directed toward different grade

levels. In ten other school distric the program emphasized different

services. In the remaining five school districts, the programs were combined so

that the district had only one Indian education project. A related point is that

fewer than half (42%) of the districts receiving-Part A funds also received

Johnson O'Malley funds. Moreover, the eligibility criteria for students and

school districts are much narrower for the Johnson O'Malley program than for Part

A. As a result, the Johnson O'Malley program is available to and serves far

fewer Indian students than Part A. In brief, in school districts with both

Johnson O'Malley and Part A, the programs were well coordinated and overlap of
--/

services wait minimal; and large numbers of Indian students who are not served by

Johnson O'Malley are served by Part A.

A second major policy issue concerns theeffects,on the funding and services,

provided to Indian public school students-if the Part A Program were eliminated.

An estimated $205 million in federal funds (including Part A: funds) were used to

provide educational services to Indian students during the 1981-82 school year.

If Part A funds had not been available that year, the federal funds directed

towards-Indian students would have decreased by 24 perdent or 5O million. Such

a decrease in funding would have a sharp impact on the school districts in rural

areas and on or near reservations, '-which serve the bulk of the Indian students.

These districts typically have a poor tax base and are economically depressed,

which severely restricts local- resources available for education. The practical

effect of the elimination of Part A would likely be

11Local Coordination Prevents Du licaion of Services at Federal] S onsored
Indisp Education Projects, General Accounting Office, Human Resources Division,
Via-shington, June 15, 1981.
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that a significant number of Indian students would no longer receive certain

supplemeneary educational services (cultural instruction, tutoring, counseling,

etc.), since they are not eligible for or served by any other federal education

programs providing these services. This is based on the study estimates of

students served by the various programs. That is, without Part A, 228,000

students world no longer be served by a program. While the other five programs

are estimated to serve 296,000-children, they all are specialized: Title I

largely on elementary students, Johnson O'Malley on reservation or nearby

locations, vocational education'on secondary students, education for the

handicapped for handicapped students, and Title VII cin the small number of tribes

for whom English is not the primary language. Thus, while it is not possible to

precisely identify the number of students who would no longer receive services,

the above strongly suggest that a large number.of the estimated 326,000 to

429,000 Indian students in grades K-12 attending public schools, would be

unserved and/or less served by these programs.
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