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Abstract 

Background: Historically, American Indians/Alaska Natives (AI/AN) have had the 

highest dropout rate of all other ethnic groups. In 2017, AI/AN youth had a dropout rate 

of 10.1%, higher than youth from all racial/ethnic backgrounds. It is vital to explore 

potential factors influencing persistence to high school (HS) graduation and pursuing a 

postsecondary education to understand the current situation. Based on the literature, four 

factors that potentially influence an AI/AN HS student to persist to graduation and pursue 

a postsecondary/technical education include home/family, school, 

community/tribal/peers, and self/individual. Purpose: The focus of this research was to 

examine the factors that potentially impact Texas high school dropout rates of AI/AN 

students. Research studies have shown the increased concern given to this crucial issue. 

Thus, this study proposed three research questions: 1) What factors - family, school, 

community, or individual - do AI/AN HS students report as potentially influencing 

persistence to graduation and enrolling in postsecondary education/technical training? 2) 

What factors do parents of current AI/AN HS students report as potentially influencing 

their student’s persistence to graduation and enrollment in postsecondary 

education/technical training? 3) What factors do AI/AN students currently enrolled in 

postsecondary education/technical training identify as influential in their persistence to 

HS graduation and pursuit of postsecondary education/technical training? Methods: The 

study used a self-report online survey individualized to the three types of study 

participants. The three distinct groups for this study were a) AI/AN high school (9-12) 

students, b) AI/AN parents, and c) postsecondary/technical school students. A 

recruitment flyer was emailed to the Alabama Coushatta Tribe of Texas for their 
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distribution to their members. Participants were provided a survey link via the Qualtrics 

platform. A total of two high school students and eight parents participated. For the 

postsecondary sample, a total of 172 individuals participated. Descriptive statistics and 

crosstabulations were conducted to provide a summary of the data from the surveys 

across each participant group and the domains being investigated. Results: The data of 

the parent participants revealed most respondents rated each of the four factors primarily 

Extremely Important and Very Important. With regards to persistence and college/trade 

school enrollment, Self/Individual was ranked as highest importance by the most parent 

respondents. The data from postsecondary students revealed that most respondents rated 

each factor Very Important to Moderately Important. With regards to persistence in high 

school, Home was ranked as highest importance by the most respondents while 

Self/Individual was ranked as highest importance with regards to enrolling in 

college/trade school. Conclusion: The ratings of most respondents reflect that of the 

literature regarding the various factors that support and influence AI/AN students to 

persist and enroll in college/trade school. It will be wise for those involved in the 

education of Native students, specifically, parents, K-12 and Higher Education educators 

and administrators, and those involved in Indian Education, to become aware of, adopt, 

and promote these influential factors throughout Indian Country. Importantly, further 

studies with high school students and parents replicating the surveys administered will 

add to the literature on AI/AN academic success.  

 Keywords: American Indian, Native American, Indian, Native, Indigenous, 

persistence, postsecondary, tribal college, education, K–12, educators, parents, factors, 

influence, graduation, technical school, trade school, dropping out  
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Chapter I 

Introduction 

Historically, high school dropout rates have been highest for American 

Indians/Alaska Natives (AI/ANs) among rates for all racial or ethnic groups, dropping in 

2017 to 10.1% down from 15% in 2014. Rates for youth who were Hispanic (8.2 %), 

Black (6.5 %), of two or more races (4.5 %), White (4.3 %), Pacific Islander (3.9 %), or 

Asian (2.1 %) were all lower (McFarland et al., 2020). Causes for dropping out vary 

significantly depending on family, individual, school, tribal, and other community 

environmental factors including poverty, absence of support from parents, feelings of 

detachment or isolation at school, difficulties in the culturally and linguistically required 

curriculum, cultural identity, lack of mentorship or support systems, the low priority 

given to AI/AN education, and large achievement gaps in core curriculum. Today school 

districts and educators work to identify and tackle issues related to AI/AN student 

dropout rates (Thorton & Sanchez, 2010; Upham, 2011). For families, parents, school 

districts, educators, communities, and tribes to better identify and understand 

fundamental strategies that must be in place to aid AI/AN students to graduate high 

school and continue to attain a higher education, factors distinctive to AI/AN students 

that potentially contribute to their academic success must be recognized and understood.  

Problem of Practice 

To understand the current data regarding AI/AN dropout rates, the factors 

influencing persistence to graduation must be researched, documented, comprehended, 

and adopted by AI/AN students themselves, their parents, and those responsible for the 

education of this population of students. The focus of this research is to examine the 



 

 

2 

factors that potentially impact high school dropout rates of AI/AN students. Various 

research studies (Crazy Bull, 1998; Cumbow, 2014; Farris, 2013; Hinkley, 2001; Orona, 

2013) have shown the increased concern given to this crucial issue.  

Some (Crazy Bull, 1998; Hinkley, 2001; Orona, 2013) address the issue with 

various solutions, from working with mothers and their young children, to incorporating 

tribal traditions within the standard curriculum, and supporting tribal colleges as the 

voice and guide influencing student persistence through all high school grades. It is 

believed that starting with the younger children and their parents is the first strategy 

toward influencing education completion. Working closely with these younger children 

and their parents creates the bonds and knowledge base needed to make a difference in 

continuing and completing school (Orona, 2013). When cultural traditions are added to 

the curriculum, it has promoted the students’ interest in continuing with school (Hinkley, 

2001). Tribal colleges on and near American Indian reservations have become a voice for 

education and a guide for students to pursue a higher education (Crazy Bull, 1998). 

Definition of Key Words 

Dr. Jon Reyhner of Northern Arizona University, renown and respected American 

Indian professor, researcher, and American Indian education and Indigenous People’s 

language revitalization author, follows terminology chosen by the Indian Nations at Risk 

Task Force. The preferred term when referring to AI/ANs is American Indian/Alaska 

Native which is representative of the Indigenous People of North America while the short 

form is Native or Native American (Indian Nations at Risk Task Force, 1991; Reyhner, 

2018). 
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As a norm, Native people prefer to be called by their Native tribal name. The term 

Native American has been used widely in the United States but is falling out of favor 

amongst Indigenous people, and therefore, the terms American Indian or Indigenous 

American are preferred by many Native people (Smithsonian’s National Museum of the 

American Indian, n.d.).  

Alaska Natives are made up of five major groupings: Aleuts, Northern Eskimos 

(Inupiat), Southern Eskimos (Yuit), Interior Indians (Athabascans) and Southeast Coastal 

Indians (Tlingit and Haida), as reported by the Public Broadcasting Service (PBS, 2001). 

For this paper, the terms American Indian, Native American, Native, Indigenous, 

and Indian are used interchangeably, Native tribal names are used as a matter of 

preference, and the AI/ANs of the United States are the primary focus. 

Dropout from high school is defined in NCES Fast Facts: The status dropout rate 

represents the percentage of 16- to 24-year-olds who are not enrolled in school and have 

not earned a high school credential (either a diploma or an equivalency credential such as 

a GED certificate) (McFarland et al., 2020). 

Background 

From 1800 to 1970 federal education policy has failed the education of AI/AN 

students because of the government’s aim to erase the Indian, or “get the Indian out of the 

Indian,” rather than providing the academic education other races and ethnicities received 

across the country. The enactment of the No Child Left Behind Act (NCLB) of 2001 

aimed at closing the achievement gap between different racial and ethnic groups and the 

White majority and yet dropout rates among AI/AN students have not shown any 

significant advances. The theoretical framework for the directives of NCLB was 
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introduced in the report A Nation at Risk, which was commissioned by President Reagan 

in 1983 (U.S. Department of Education, 1983; see also Carre, 2017; No Child Left 

Behind [NCLB], 2001). In 2015, Every Student Succeeds Act (ESSA) headed the 

upsurge of high school graduation rates for all racial and ethnic groups. This would be 

very promising except for that fact that the AI/AN dropout rate is more than double that 

of the overall dropout rate. This is a disparaging and unacceptable outcome for this racial 

group (Every Student Succeeds Act [ESSA], 2015). Being a high school dropout has 

been associated with many at-risk factors that impede success in school and in life after 

high school, including future careers, going to college, and experiencing enriching life 

activities. Significantly, dropping out contributes to increased unemployment, and 

likelihood of incarceration, and early mortality (Marling, 2012; McFarland et al., 2020).  

American Indian Nations have continuously survived with the lowest per capita 

income and the highest rates of poverty of all racial and ethnic peoples in the United 

States. To flip these negative trends, American Indian Nations are working toward viable 

economic expansions, yet these Native leaders have an inadequate number of degreed 

AI/AN workers on hand and are facing a complicated relationship with higher education 

that hinders the creation of a viable Native workforce (Marling, 2012). 

Robinson-Zañartu and colleagues (2011) compel us to search inside ourselves to 

assess our commitment to make a difference in improving the persistence problem and 

learner outcomes of AI/AN youth. The alarming AI/AN dropout rates, the significantly 

lower academic achievement of AI/AN students, which is well below that of mainstream 

children, and the rise in over identification of this population for special education are 

concerns for action and interventions. Historically, Native American’s have been 
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criticized for these challenging academic outcomes with fingers pointing to the children, 

their families, and even their cultures as the source of these alarming outcomes. These 

authors propose a change in attitudes as the first step moving forward. These attitudes 

include recognizing multicultural competence to develop systemic methods in service 

delivery and universal changes in school-based attitudes and expectations to culturally 

appropriate interventions (Robinson-Zañartu et al., 2011). 

The research with Navajo school students by Hinkley (2001) indicates a change in 

school culture to lower the number of dropouts. It is seen that Navajo students experience 

high dropout rates, have poor school attendance, and underachieve on standardized 

performance exams. Hinkley proposes that these negative outcomes can be explained by 

a school culture which is grounded on individualism, interpersonal competition, and other 

Western standards and ethics. These Western standards and ethics are an abhorrence to 

AI/ANs’ norms and values and therefore the Western school culture hinders academic 

success for many Navajo high school students (Hinkley, 2001).  

Research carried out by Martnez (1999) supports that of Hinkley (2001). Martnez 

reports the success Ha:Sañ (pronounced HAH-shun) Preparatory and Leadership School 

is having as it aims to crack the persistence problem and low academic success for 

AI/ANs. In the United States there is an increasing number of schools like Ha:Sañ. The 

school’s antidote is one-part standard curriculum and one-part tribal tradition, the two 

elements tightly integrating so that math and English are learned alongside cultural 

traditions and Native People’s languages (Martnez, 1999).  

In searching for possible solutions to the high dropout rate among AI/ANs, 

Fortuin (2012) discovered issues that contributed to lower graduation rates for AI/AN 
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students. These issues involved the large achievement gaps between mainstream students 

and AI/AN youth, the school district judging AI/AN education as a low priority, and 

students having trouble applying the culturally and linguistically standard curriculum. 

Fortuin’s study recommends perspectives to change regarding dropping out and 

graduating. These perspectives need to speak to and advance the academic success for 

Native students in Grades K–12. She proposes that data collected be pointed to those that 

complete against the odds. Her study focused on school experiences relating to family, 

educators, student body, and self to achieve an appreciation of AI/AN students’ schooling 

experiences (Fortuin, 2012). 

The term stopouts is highlighted in the study by Barrat et al. (2012). Typically 

dropping out is considered the permanent leaving of a student from school yet some 

students return after a period of absence and are thus referred to as stopouts. These 

stopouts are considered different than those that are dropouts who fail to return at all to 

school. Depending on the individual student and environmental circumstances, stopouts 

may face difficulties when integrating back into the classroom (Barrat et al., 2012). 

National Context 

The federal laws that recognized Tribal Peoples, their Native sovereignty and 

tribal cultures were the Indian Reorganization Act of 1934, the Indian Self-Determination 

and Education Assistance Act of 1975 and the Indian Child Welfare Act of 1978. These 

laws gave way to tribal communities to be identified as a sovereign people and sovereign 

tribes with a sovereign government. Legislation that upheld Indian self-governance and 

tribal control of communities and peoples includes the passing of these five laws: Indian 

Self-Determination and Education Assistance Act of 1975, Impact Aid Amendments of 
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1978, Tribally Controlled Community College Assistance Act of 1978, Tribally 

Controlled School Grants Act of 1988, and Native American Language Act of 1990 

(Native Voices, n.d.).  

Tribes have been moving toward self-governance and self-determination, yet 

years of oppression and broken treaties have taken a toll on tribal communities. The 

stigma of the boarding schools at which many AI/ANs suffered at led to a negative 

perception of the white man’s education. Therefore, schooling was not considered 

essential nor was it widely accepted within Native communities (Native American Rights 

Fund [NARF], n.d.). See the section below, Historical Background, paragraph five, for 

complete facts regarding boarding schools. 

In 1991, the government completed a survey, Indian Nations at Risk: An 

Educational Strategy for Action. The results of this survey led to President Clinton’s 

signing Executive Order No. 13096, American Indian and Alaska Native Education (63 

Fed. Reg. 42,681 [1998]), which was intended to 1) decrease the dropout rate of AI/AN 

students, 2) to speak to the discord of government services available to Native students, 

and 3) to address the difficulty of diplomatic associations affecting the education of 

AI/AN students (Nations at Risk Task Force, 1991).  

In 2015, ESSA was approved, which explicitly addressed how schools needed to 

focus on addressing educational disparities and outcomes of disadvantaged populations 

and underrepresented subgroups. The National School Boards Association’s 2020 inquiry 

revealed that the national adjusted cohort graduation rate for high school students in 

public schools increased to 85 percent in 2017, yet the adjusted cohort graduation rate of 

AI/ AN students was the lowest rate among all racial or ethnic groups, 74% (Cai, 2020).  
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Tribal Colleges and Universities 

Through tribal colleges, Indian reservations can address many persistent needs of 

their community including social, cultural, and economic. These tribal colleges promote 

tribal sovereignty and self-governance. For tribal sovereignty and self-governance to be 

successful, tribes need AI/AN degreed professionals to obtain expert skill sets and hold 

leadership positions within their Native communities. These tribal colleges promote the 

thinking, “We are still an AI/AN when we wear our “education hat” just as we are still 

AI/AN when we shop at America’s shopping malls and outlets.” Our tribal communities 

will be elevated as tribal self-governance is promoted and supported by AI/AN degreed 

professional. 

AI/AN communities need more American Indian role models at both tribal 

colleges as well as public institutions. Table 1 shows that, no matter the employment 

status, non-Native faculty are the majority at Tribal Colleges and Universities (TCU) 

rather than Native professors. In addition, 42.4% of full-time faculty at tribal colleges 

were AI/AN with 24.6% being AI/AN women and only 19.3% of TCU faculty being 

AI/AN men. In contrast, less than 1% of full-time faculty and staff at all public 

institutions were AI/AN (American Indian Higher Education Consortium, 2017–18; 

NCES Fast Facts, 2018; Taylor et al., 2020). 
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Table 1 

Native and Non-Native Tribal College and University Faculty, by Employment Status: 

2017–18 

Native and Non-Native Tribal College and 

University Faculty Composition % 

Total Faculty 100.0 

  American Indian or Alaska Native  43.9 

  Non-Native  56.1 

Full-Time Faculty 100.0 

  American Indian or Alaska Native  42.4 

  Non-Native  57.6 

Part-Time Faculty 100.0 

  American Indian or Alaska Native  45.5 

  Non-Native  54.5 

Visiting Faculty 100.0 

  American Indian or Alaska Native  12.5 

  Non-Native  87.5 

Note. Data from Measures of Success by the American Indian Higher Education 
Consortium 2017–18. (http://www.aihec.org/our-stories/measuresSuccess.htm). 
 
AI/AN Students in Higher Education 

Due to AI/AN students making up only 1% of the U.S. undergraduate population 

and less than 1% of the graduate population, this population is often left out of 

postsecondary research and data reporting because of the small sample size. Current data 

indicates that there is a necessity for a system that is more responsive to the specific 

needs of AI/AN students especially when data reveal that only 16% of Native Americans 

attain a bachelor’s degree or higher and only 9% attain associate degrees (de Brey et al., 
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2021; Espinosa et al., 2019; Hussar et al., 2020; Initiative on American Indian and Alaska 

Native Education, n.d.; McFarland, 2018). 

Dropping Out vs. Completing High School: Outcomes 

For over a century, tribal communities have experienced high unemployment and 

widespread poverty, which can be attributed partially to having the highest dropout rates 

of all racial and ethnic groups. Figure 1 shows that employment is highest for those who 

complete higher education than for those who attain less. According to the 2019 National 

Center for Educational Statistics publication, Digest of Education Statistics, the 

employment-to-population ratios of persons 25–34 years old, by highest level of 

educational attainment, for selected years 1990–2019, is higher for adults with greater 

educational attainment than for those with less education (Snyder et al., 2019).  

Figure 1  

Employment to Population Ratios of Persons, by Highest Level of Educational 

Attainment 

 
Note. Selected years 1990–2019. Employment to population ratios of persons 25–34 

years old, by highest level of educational attainment. Digest of Education Statistics 

(2019). https://nces.ed.gov/pubs2021/2021009.pdf 
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Collaboration and Assistance from Federal Entities and Businesses 

The Kellogg Foundation's Native American Higher Education Initiative in 1996 

compelled the rest of the higher education establishment to collaborate with tribal 

colleges. Congress designated most tribal colleges as land grant institutions, qualifying 

them for new resources. Congress and the Bureau of Indian Affairs (BIA), now known as 

the Department of the Interior, no longer questioned the need for tribally controlled 

community colleges. Sixty years ago, in the 1960’s, few tribal members had been 

educated at the graduate level, few taught at the college level, and few had the slightest 

idea how to manage a college. Today shortages remain, but there are more tribal 

members equipped to administer and teach at the college level. Both students and 

outsiders now expect more of the tribal colleges than was the case in the late 1960s and 

1970s when the American Indian Higher Education Consortium (AIHEC) founders 

started Diné College, the first tribal college in the United States. It is imperative that 

federal entities, education advocates, and American Indian institutions collaborate toward 

raising the educational success for AI/AN students (American Indian Higher Education 

Consortium [AIHEC], 2017; Ambler, 1997; Gagnon, 2001; W.K. Kellogg Foundation, 

n.d.). 

In a significant report, the Carnegie Foundation for the Advancement of Teaching 

congratulated the effort of colleges controlled by Native tribes, calling them "the most 

significant and hopeful development in our long history of failed policies toward Native 

Americans" (Boyer, 1989b, p. 18). "For the first time, Indians are directing their colleges, 

and great educational and social contributions are being made by the growing network of 
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tribally controlled institutions," said Carnegie Foundation President Ernest L. Boyer 

(Boyer, 1989b, p. 18). 

Tribal colleges, when looking at numbers alone, make up only a small portion of 

the total higher education picture. One can equate the numbers to a small arm of one state 

university. When looking at conventional measurements, tribal colleges administer 

significant impacts in the communities they serve. But when looking at the overall history 

of Indian education, tribal college accomplishments must be much-admired when 

compared to the devastating implementation of past Native education agendas. The 

efforts within the past three centuries never produced what tribal colleges are building 

today throughout Indian country which are the feelings of optimism and opportunity. 

Importantly, the efforts of tribal colleges should be seen in the setting of their own 

societies wherein actual and noteworthy impacts are documented. Tribal colleges address 

many vital needs of the communities including educational, economic, cultural, and 

social and in many instances, are the only organizations on a reservation to do so (Boyer, 

1989b). 

The Tribally Controlled Community College Assistance Act of 1978 led the way 

for federal assistance through annual appropriations to tribal colleges. The Carnegie 

Foundation reported that these annual appropriations, though much deserved, scarcely 

meet the rising necessities of the colleges. "The harsh truth is, however, that federal 

support has been woefully insufficient: it simply has not kept pace with the rate of growth 

in the tribal colleges, or with their most basic needs" (Boyer, 1989b, p. 18). The U.S. 

Commission on Civil Rights 2003 report, A Quiet Crisis: Federal Funding and Unmet 

Needs in Indian Country, provides analysis of the historical lack of funding earmarked 
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for Indian Peoples throughout Indian Country. Regarding Indian education, the sole 

responsibility for delivering education to AI/AN youth is the federal government through 

the U.S. Department of Education. The total discretionary budget of the Department of 

Education’s Office of Indian Education, funded only a relatively small portion, ranging 

from 0.25% to 0.3%, between the years 1998 to 2003. At no time during this period have 

all Office of Indian Education subprograms been funded. Therefore, AI/AN students do 

not receive equal K–12 educational opportunities given to mainstream students rather, in 

blatant contrast, experience deteriorating school facilities and both discriminatory 

treatment and cultural isolation. The system is filled with underpaid teachers equipped 

with weak curricula and outdated learning tools. This has resulted in historic achievement 

gaps in fundamental levels of reading, math, and history as these AI/AN students score 

lower than any other racial and ethnic group causing Native American students more 

likely to drop out. In addition to the K-12 setting in Native communities, postsecondary 

and vocational programs also suffer at the lack of educational opportunities. Federal 

funding to tribal colleges and universities per student is 60% less than funding received 

by other public community colleges (U.S. Commission on Civil Rights, 2003). 

Tribal colleges have become the supporting and guiding arm on Indian 

reservations as they address many pressing educational, financial, cultural, and 

communal needs of the community. The evidence compiled from this study can be added 

to each tribal education code so those responsible for the education of AI/AN youth 

including families, teachers, K–12 school administrators, mentors, college faculty and 

administrators become knowledgeable and accountable about what it takes for AI/AN 
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students to be successful, starting at the elementary grades and persisting through high 

school graduation. 

State/Regional Context 

There are three Native American tribes located in the state of Texas. The 

Alabama-Coushatta Tribe of Texas is located a few hours north of Houston near 

Livingston. The Kickapoo Traditional Tribe of Texas is in Eagle Pass, southwest of San 

Antonio. The third tribe, Ysleta Del Sur Pueblo, is located within the city of El Paso. 

None of these tribes has an education code that would describe tribally mandated 

education enrollment and high school graduation guidelines, including increasing the 

level of achievement on state exams, and preparing graduates to be college or trade ready. 

The National Indian Law Library lists no tribal education code for these three Texas 

tribes (National Indian Law Library, n.d.). Of the 574 federally recognized tribes, 

approximately 125 have tribal education departments while less than a dozen has tribal 

codes of education. Tribes are seeking self-governance through the development and 

implementation of tribal codes in all areas of tribal administration, including education 

(The Institute for Higher Education Policy, 1999). It takes a community to rear a child. It 

takes a tribe with a tribal code to boost graduation rates, decrease dropouts, raise 

achievement levels on state school exams, and produce graduates who are college or 

trade ready (Crazy Bull, 1998; Crazy Bull, 2015). 

Texas House Bill 5 (HB5), passed in 2013 during the 83rd Texas Legislature, 

allows local school districts to establish local graduation requirements for Texas students 

to support them in the next step of going to college or trade school. It has reduced the 

number of examinations required by high school students to pass, such as the State of 
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Texas Assessments of Academic Readiness (STARR), from 15 to 5 exams. Overall, the 

goal of House Bill 5 is to provide more rigorous standards to promote students who are 

college ready and trade ready. The assessment performance on these exams, such as 

STAAR, and the achievement levels in math and reading are not tabulated for AI/AN due 

to the small population of AI/AN students compared with the population size of other 

races or ethnicities. Numbers of these AI/AN students, typically less than 1%, are too low 

to be reported in their specific tabulated columns (Texas Legislature Online, n.d.). 

Purpose and Impact of this Work  

The goal of this research is to examine the factors that potentially influence high 

school persistence to graduation of AI/AN high school students on reservations and in 

rural and urban communities as well as to examine influences on the pursuit of 

postsecondary training or education. Causes for dropping out vary significantly and 

already have been reported above. Data collected will be analyzed for commonalities and 

results will be discussed.  

Developed from the results of this study, proposals for parents, guardians, 

teachers, school districts, college administrators, mentors, policy makers, and 

stakeholders involved in educating AI/AN students will stress the critical role each plays 

in providing the specific support needed by AI/AN students in kindergarten through 12 

Grade (K–12) schools and beyond. The potential impact of this study could be diverse. 

The results of this research will hopefully spearhead the development and 

implementation of professional development for parents, tribal communities, K–12 

educators, and school and tribal college administrators, mentors, policy makers, and 

stakeholders involved in educating and supporting the academic success of AI/AN 
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students. Data generated from this study combined with future replicated studies with 

additional AI/AN communities will add to the knowledgebase of AI/AN academic 

success. Data generated from this study combined with future replicated studies with 

additional AI/AN communities can be used to generate professional development training 

for all who have a hand in teaching Native students and working with Native families. 

The goal and focus of the professional development when supported and incorporated by 

parents, schools, and communities, are to inspire academic achievement in AI/AN 

students and share with these students the belief that education is both attainable and vital 

for both themselves and their tribal communities. In addition, this curriculum, founded on 

the influential factors from these studies, will support guided and informed career 

counseling beginning at the onset of middle school rather than waiting later in high 

school, as it is currently scheduled.  

Long-term impacts from annual professional development for those who serve 

AI/AN students, will be seen in schools, colleges, and Indian communities. In the K–12 

setting, long-term results will include higher end of course math and reading scores for 

AI/AN students. Additionally, the AI/AN dropout rates would decrease across the board 

with students graduating ready for college or trade school. Tribal colleges would continue 

to advocate for high school graduation and college enrollment beginning early on in 

middle school. AI/AN students in college would persist and complete college with 

available support services organized and supported by the college and the tribe. AI/AN 

college graduates will serve as role models, mentors, and major influencers for children 

in their community. Overall, tribal councils and parents would promote education as an 

Indian way of life. 
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Long-term impacts from this work may be indicated by increased implementation 

of tribal education codes being implemented as tribes develop their own education 

department. These codes would mandate a decrease in the AI/AN dropout rate at all 

grade levels and increased higher education attainment. In the future, those tribes without 

a tribal education code could receive mentorship to develop their education code. Long-

term impacts will be seen in government statistical databases. For instance, the U.S. 

Department of Education statistical databases would show significant increases in high 

school graduation as well as increased higher education degrees conferred to AI/ANs.  

Research Questions 

The aim of this study is to identify the potential factors that influence AI/AN high 

school student to persist and graduate. Factors that promote American Indian students to 

complete high school and continue to a higher education will address students’ sources of 

social, emotional, financial, academic, and professional support. These sources of support 

come from family, parents, guardians, peers, the tribal community, schools, teachers, 

administrators, and tribal colleges. 

For this study, there are three research questions.  

1. What factors––home/family, school, community/tribe/peers, self/individual––

potentially influence American Indian/Alaska Native (AI/AN) high school 

student, in Grade 9–12, to persist to graduation and pursue a postsecondary 

education or technical training?  

2. What do parents of current AI/AN high school students, grades 9–12, say are 

factors––home/family, school, community/tribe/peers, self/individual––that 
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potentially influence persistence to graduation and enrollment in 

postsecondary education or technical training? 

3. What factors––home/family, school, community/tribe/peers, self/individual––

do AI/AN students currently enrolled in postsecondary education or technical 

training identify as influencing their persistence to high school graduation and 

to pursuing a postsecondary education or technical training?  

It is predictable that the role of home/family and self/individual would be primary 

influencers and supporters. It is projected that the role of K–12 schools to be secondary 

influencers and supporters. Lastly, it is expected that peers, communities, and tribal 

communities be tertiary influencers and supporters.  
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Chapter II 

Literature Review 

The focus of this study is two-fold: (1) to identify potential factors that influence 

American Indian/Alaska Native (AI/AN) high school students to persist and complete 

high school, and (2) to identify potential factors that influence AI/AN students to pursue 

a postsecondary education or technical training. Existing literature has identified varied 

causes for dropping out among high school students, including home/family (Carré, 

2017; Cox, 2016; Cumbow, 2014; Faircloth & Tippeconnic, 2010; Farris, 2013; Orona, 

2013; Richardson, 2016), self/individual (Cox, 2016; Cumbow, 2014; Fann, 2004; Farris, 

2013; Fortuin, 2012), the school system (Fortuin, 2012; Hinkley, 2001; Leon, 2016; 

Martnez, 1999; Thorton & Sanchez, 2010) and the community/tribe/peers (Cumbow, 

2014; Richardson, 2016). These factors produce multiple impacts, including poverty, 

absence of parental support, feelings of detachment or isolation at school, difficulty with 

the culturally and linguistically required curriculum, cultural identity, lack of mentorship 

or support systems, the low priority given to Native education, and large achievement 

gaps in the core curriculum. 

For this study, there are three research questions.  

1. What factors––home/family, school, community/tribe/peers, self/individual––

potentially influence American Indian/Alaska Native (AI/AN) high school 

student, in Grade 9–12, to persist to graduation and pursue a postsecondary 

education or technical training?  

2. What do parents of current AI/AN high school students, grades 9–12, say are 

factors––home/family, school, community/tribe/peers, self/individual––that 
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potentially influence persistence to graduation and enrollment in 

postsecondary education or technical training? 

3. What factors––home/family, school, community/tribe/peers, self/individual––

do AI/AN students currently enrolled in postsecondary education or technical 

training identify as influencing their persistence to high school graduation and 

to pursuing a postsecondary education or technical training?  

Historical Background 

Since 1800 when the federal education policy toward Indian education began, this 

policy has failed to meet the educational needs of AI/AN students. Compared with all 

other races and ethnic groups, AI/ANs have a dropout rate that has consistently been 

highest. With the passing of two key legislative acts, graduation rates have increased 

across America for all racial or ethnic groups including AI/ANs. The passing of these two 

acts includes the NCLB of 2001, which aimed at closing the achievement gap among 

different racial or ethnic groups, and the passing of ESSA in 2015. The theoretical outline 

for the directives found in NCLB originated in the report A Nation at Risk, 

commissioned by President Reagan in 1983. (Carré, 2017; No Child Left Behind, 2001; 

U.S. Department of Education, 1983). The 4-year adjusted cohort graduation rates of 

2011–2016 registered a 6.9–percentage point increase in AI/ANs graduation rates, 

improving from a 65% in 2011 to 71.9% in 2016. This rate nevertheless shows AI/ANs 

4.5 to 18.9 percentage points behind that of other racial or ethnic groups. Asian/Pacific 

Islanders (90.8%), White, non-Hispanics (88.3%), Hispanics (79.3%), and Black 

Americans (76.4%) all had higher rates (Every Student Succeeds Act, [ESSA], 2015).  
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The concerning alarm of the high AI/AN dropping out of high school is the many 

associated at-risk factors that are barriers to attaining future success in college, following 

a career path, and enjoying enriching life activities. Dropping out contributes to the 

negative outcomes of unemployment, incarceration, and mortality prevalent within many 

AI/AN communities. American Indian Nations have astonishingly survived with the 

lowest per capita income and the highest rates of poverty of all racial and ethnic peoples 

in the United States. To flip these negative trends, American Indian Nations are working 

toward viable economic expansions, yet these Native leaders have an inadequate number 

of degreed AI/AN workers on hand and are facing a complicated relationship with higher 

education that hinders the creation of a viable Native workforce (de Brey et al, 2021; 

Marling, 2012).  

A variety of researchers (Lomawaima & McCarty, 2006a; Noley, 1992; Spack, 

2008) have noted that educational policy makers have ignored the history, language, and 

cultural practices of minority populations. Being aware with the record of AI/AN 

education and understanding that the strategy of the United States education scheme has 

restricted AI/ANs educational achievement will help in understanding why AI/AN 

students have the highest dropout rate of all races. To highlight the downgrading of 

AI/ANs and the cultures of the 574 federally recognized tribes, the control of AI/AN 

education must be understood (Cox, 2016). What is needed is the attention to 

multicultural competence to influence and enable significant procedural changes, from 

school-based mindsets and expectancies to culturally fitting mediations (Castagno & 

Brayboy, 2008; Robinson-Zañartu et al., 2011). 
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Cornelius (2002) discusses in her article “An Exploration of Possible Causes of 

High Dropout Rates in Native American Reservation Schools” the multiple causes that 

contribute to the low graduation rates of AI/AN students. Learning is often hindered 

when there are cultural differences between non-Native teachers and Native students. 

Many students sense that their Indian identity is being negated when they choose to go to 

the white man’s school and thus, they feel that choosing to go to school is making them 

exclude their Native community, creating a strong internal conflict of choices. The 

history of the tragic and violent lived experiences in boarding schools emphasize the 

differences between culture. Even today elders see going to a white man’s school as an 

assimilation tactic and consequently elders do not approve of Native youth to take part in 

the non-Indian world. Many AI/AN students experience high poverty and lack of any 

presence of opportunities on their reservation causing them to feel that trying to do well 

in school and completing an education will not lead to any improvement in their or their 

family’s life (Cornelius, 2002; Reyhner, 2018; Reyhner, 1992a). 

The education of AI/ANs was controlled federally from 1800s to 1920s. During 

this time, beginning in the late 19th century, through the 20th century, Native families 

were forced to send their children to boarding schools. These government or church 

operated boarding school did not allow these Native children to speak their Native 

languages. Children were not allowed to visit their family for 4 years or more after being 

forcibly removed from their families. Some never returned home. In total, there were 357 

boarding schools in operation in 30 states. According to The National Native American 

Boarding School Healing Coalition, (n.d.), by 1900, 20,000 AI/AN children were in 

boarding schools and by 1925, there were 60,889 in boarding schools. The children 
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suffered multiple forms of abuse and neglect, including physical, sexual, cultural, and 

spiritual. When speaking their Native languages, these children were treated in a manner 

that consisted of torture. As of current day, many children sent to boarding schools never 

returned home to their families. The U.S. government nevertheless is wholly responsible 

for explaining the fate of these children that never returned home. These tragic and 

violent lived boarding school experiences left an ineradicable mark in each AI/AN 

individual, family and tribe. It wasn’t until the 1920’s that individual states within the 

United States took control of AI/AN education, control that extended to 1970. Then 

Tribal Nations regained control of their tribe’s education, extending from 1970 to the 

present. The year 1968 also marked a new beginning in Indian Country with the 

establishment of the first tribal college, Diné College on the Navajo Reservation in 

Tsaile, AZ (American Indian Higher Education Consortium, 2017; Bertenthal, 2002; 

Cornelius, 2002; Lomawaima & McCarty, 2006b; Reyhner, 2018; The National Native 

American Boarding School Healing Coalition, n.d.). 

Tribal Colleges and Universities 

Tribal colleges and universities (TCUs) were established to support and assist the 

AI/AN Tribal Nations they serve. Before the establishment of TCUs, access to college 

did not exist for most AI/ANs. To leave home and the support network of the family for 

lengthy time periods was essentially nonexistent since tribal cultures are entrenched in 

the extensive family structure. Today, 37 TCUs together serve over 18,000 scholastic 

students each year, with the largest TCU being Diné College, which has more than 1,870 

students, followed by Oglala Lakota College in Kyle, SD. with more than 1,830 students. 

Keweenaw Bay Ojibwa Community College in Baraga, MI. is the newest and smallest 
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accredited TCU with approximately 60 students (American Indian Higher Education 

Consortium, 2017; National Indian Law Library, n.d.; The Institute for Higher Education 

Policy, 1999). 

TCUs make an impact in Native communities for people of all ages. These 

services include community-based support services and programs, economic and 

workforce development programs, agriculture and land management programs and 

services, and concerted enterprises with other tribes, K–12 education organizations and 

schools, and stakeholders of AI/AN education. In many instances. Native communities 

have a library, health center, and recreation center all provided by tribal colleges. Due to 

the many functions and services of tribal colleges, they can be equated to the hub of a 

wheel (American Indian Higher Education Consortium, 2017; National Indian Law 

Library, n.d.; The Institute for Higher Education Policy, 1999). 

Due to treaty commitments and the federal trust obligation, the TCUs receive 

operational funding from the federal government. Yearly the educational and 

administrative needs of TCUs for Native students are not met sufficiently from the 

standing federal commitment. Additionally, those students attending TCUs who are non-

Native are excluded from federal government funding. The lack of sufficient basic 

operational funding for TCUs is in stark contrast to another minority-serving institution 

in the United States that annually receives federal funding significantly beyond 

operational needs. Congress funds Howard University annually at $200 million 

(exclusive of its medical school) for operational expenses. This compares to 

approximately $19,000 per student whereas TCUs received only $5,235 per Native 

student in 2011, emphasizing a glaring contrast in the federal obligation of minority-
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serving organizations (American Indian Higher Education Consortium, 2017; National 

Indian Law Library, n.d.).  

Together TCUs and the students they serve encompass a special relationship and a 

significant resource to each other even as they face many difficult challenges stemming 

from insufficient annual operational funding. State-controlled university systems 

comprise one system whereas the TCUs collectively compose the American Indian 

Higher Education Consortium (AIHEC). Therefore, AIHEC is likened to the American 

Association of Community Colleges (AACC) at the national level but conversely it 

differs as a member-based institution, formed, commissioned, and overseen directly by 

each of the accredited TCUs in the country. It is through AIHEC that TCUs have a seat at 

the table of national policy and resource allocation discussions. Importantly, TCUs can 

share strategies and best practices regarding the higher education needs of their students 

and the communities they serve (American Indian Higher Education Consortium, 2017, 

2017–2018; Brayboy et al., 2015a; Brayboy et al., 2015b; Brown, 2003; Gagnon, 2001; 

His Horse is Thunder, 2012; National Indian Law Library, n.d.; Native American Rights 

Fund, n.d., 2000; Noley, 1992; The Institute for Higher Education Policy, 1999; Wright, 

1996). 

Theoretical Framework 

TribalCrit 

There are two theoretical frameworks designed specifically around AI/AN 

peoples that are used to fortify this research. Various studies (Bowman, 2015; Broughton-

Pretti, 2016; Carré, 2017; Fann, 2004; Grande, 2004; Leon, 2016; Marling, 2012; 

Montgomery, 2017; Richardson, 2016; Williams, 2011; Wright, 2016) relate influential 
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factors to AI/AN success in education and have been linked to the three types of 

knowledge defined by Bryan Brayboy (2005) in his seminal work of the theoretical 

explanation of tribal critical race theory (TribalCrit). These types of knowledge include 

academic, cultural, and survival knowledge. AI/AN students are, as defined by Brayboy, 

proven to be motivated, successful, and ready to improve the world they live in, with one 

foot in academic knowledge and one foot in cultural knowledge and a plan survival 

(Bartlett & Brayboy, 2005; Brayboy, 2005; Brayboy et al., 2015b).  

TribalCrit purposely speaks to the lived education experiences of Native Peoples 

and thus is ingrained in the geographically located epistemologies and ontologies found 

in Indigenous communities. There are commonalities in those ontologies and 

epistemologies, and it is these commonalities that TribalCrit is rooted in while 

concurrently distinguishing the variety and differences that occurs within and between 

tribal communities and individuals. The TribalCrit analytical framework spotlights the 

educational concerns resulting from liminal positioning of AI/ANs but also from 

hundreds of years of abusive relationships between mainstream educational institutions 

and AI/AN communities (Bartlett & Brayboy, 2005).  

TribalCrit is based on nine principles that support tribal ways of knowing and 

being. Tenets 5 through 8 are specific to education in K–12 and in postsecondary 

institutions. Tenet 5 addresses the three different kinds of knowledge that produce change 

within indigenous communities. First, cultural knowledge refers to the understanding of 

traditions and conventions of a particular group. Second, knowledge of survival is the 

flexibility and adaptability of an individual to accommodate change. Third, academic 

knowledge is what is learned in instructional institutions. The notion is that these three 
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types of knowledge operate synergistically to empower indigenous peoples to adapt in an 

ever-changing environment (Brayboy, 2005). 

Tenet 6 acknowledges that governmental policies toward Native Americans have 

centered on the goal of assimilation. Early colonists attempted to acculturate Indigenous 

Peoples through religion and education. TribalCrit rejects coercion through the 

educational process and promotes integration of indigenous ways of knowing with 

Western education (Brayboy, 2005). 

Tenet 7 emphasizes the importance of tribal culture. This includes stressing 

customs and traditions while respecting the differences that exist among the various 

nations. Tribal philosophies, knowledge, power, thoughts, and beliefs all provide a 

framework to examine the lived experiences of native peoples. Furthermore, Tenet 8 

recognizes the oral tradition as a valid basis for explaining the indigenous experience. 

Stories are honored and treated as important means of transmitting tribal knowledge and 

cultural heritage (Brayboy, 2005). 

TribalCrit was established by Brayboy to understand the multifaceted lived 

experiences of Native Peoples in education. TribalCrit is influenced by Critical race 

theory (CRT) in the law and in educational work and thus speaks to both the racialized 

and unique political status of Native Peoples as members of sovereign nations (Calderón, 

2019). 

CRT which evolved in the mid–1970s as a form of resistance knowledge alarmed 

with the obvious and hidden racism confronting people of color within educational 

institutions. CRT focusses not only on race and racism but also on other types of 

subservience such as gender and class discrimination. It was in the mid 1990s that CRT 
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was applied to education research to view educational institutions in a different way but 

also to point out the difficulties people of color face within these organizations. 

Researchers applying CRT in education overtly argue that their work must move toward 

eradicating the influence racism, sexism, and poverty have in the lives of students and 

faculty.  

Originally CRT was established to report the civil rights concerns of Black 

Americans and yet no other race or ethnic group was part of the conversation. 

Subsequently, Latino critical race theory (LatCrit) and Asian critical race theory 

(AsianCrit) were established to meet the unique needs of Latino and Asian peoples, 

respectively. The theories were established to meet the unique needs of Latino and Asian 

Americans yet mostly to uphold the foundation of CRT being that racism is prevalent in 

our world. But by distinction, the basic principle of TribalCrit stresses that colonization is 

prevalent in our world (Brayboy, 2005). To apprise thinking and research CRT puts value 

on firsthand knowledge and thus makes historical stories and personal testimonies 

fundamental sources of data by CRT scholars (Brayboy, 2005; Calderón, 2019).  

Cultural Resilience: Family Education Model 

HeavyRunner and Marshall’s (2003) theory of Cultural resilience has been cited 

in various studies and articles specifically relating to AI/AN communities (Bergstrom, 

2012; Bowman, 2015; Clark, 2012; Cumbow, 2014; Ferguson, 2016; Hanna, 2005; His 

Horse is Thunder, 2012; Springer, 2015; Williams, 2012). Cultural resilience refers to 

AI/AN populations employing and utilizing cultural factors to survive as a tribe, which is 

a living testimony to the resilience of AI/AN peoples (HeavyRunner-PrettyPaint, 2009). 

HeavyRunner and Marshal (2003) refer to these AI/AN cultural factors as Cultural 
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Resilience and are understood to assist, cultivate, and embolden AI/AN students, their 

families, and communities. These cultural factors are categorized and named by the 

researchers as spirituality, family strengths, elders, ceremonial rituals, oral traditions, 

tribal identity, and support networks that serve as effective coping mechanisms. 

Commonly shared indigenous values have been proven to be effective in substance abuse 

treatment, prevention programs helping American Indian youth to build strong identities, 

and in AI/AN women’s wellness programs (HeavyRunner & Marshall, 2003; 

HeavyRunner & Morris, 1997; HeavyRunner-PrettyPaint, 2009). 

Some AI/AN collegegoers persevere to completion of their undergraduate 

education in conventional establishments by using AI/AN cultural factors that aid 

students to cope with going to college and in circumnavigating higher education 

institutions. HeavyRunner and Marshall specifically identify these cultural factors as 

prayer, giving back and family support as relating to college persistence and retention. 

With Native families fearing that the danger of being in mainstream society will lead to 

acquired acculturation when pursuing academic accomplishments, evidence does point 

out that some AI/AN students exhibit a strong sense of their AI/AN identity at the onset 

and throughout their educational journey (HeavyRunner & Marshall, 2003; HeavyRunner 

& Morris, 1997; HeavyRunner-PrettyPaint, 2009).  

Cultural Resilience is grounded in the Family Education Model (FEM) developed 

by HeavyRunner and DeCelles (2002). HeavyRunner and DeCelles highlighted the need 

for tribal colleges to position themselves to better understand the factors that aid in 

student departure and, conversely, student’s persistence and graduation. HeavyRunner 

and DeCelles examined student persistence trends at four tribal colleges and one 
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mainstream university to determine ways to increase educational accessibility for Native 

American students as well as to identify factors that predict persistence and graduation 

for those students. HeavyRunner and DeCelles based their findings on three assumptions 

for persistence: (a) tribal colleges should act as liaisons between families and social and 

health organizations to provide assistance to families in times of need; (b) tribal colleges 

must empower family members to undergird student efforts; and (c) tribal colleges must 

incorporate family members into the college environment by creating partnerships with 

them and engaging family members in social and cultural activities within the college 

community. These assumptions are used in this study to support the need for additional 

research on tribal colleges and student persistence efforts (HeavyRunner & DeCelles, 

2002). 

Factors Related to High School Persistence and Graduation 

Factors Relating to Home/Family 

Farris (2013) conducted a qualitative case study comprising four men and four 

women, all American Indian students, who recently graduated from high schools in 

Washington State. These high schools were located both on the reservation and off. 

Participants were obtained through a recruitment process that consisted of an 

advertisement in the local tribal newspaper. The sample of respondents was a purposive 

sample, and each agreed to serve as volunteers and expected no compensation. 

Confidentiality was assured. These students completed surveys and shared in controlled 

conversations to gain insight into their perceptions of the obstacles they faced and how 

they were able to overcome those obstacles. The primary aim was to understand how 

changes could be made in efforts to direct assistance for AI/AN students. The efforts, 
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directed toward achieving educational success, would be extended from multiple 

resources including families, friends, teachers, schools, school districts, and communities 

these students lived in. AI/ANs realize that an education is essential if their people are to 

obtain economic success, maintain sovereignty, and preserve their rich cultural heritage 

(Farris, 2013). 

The academic success of these former high school students, as the study 

discovered, was partially due to supportive and optimistic household reassurances with 

most of the participants stating parents, grandparents, and siblings were having a positive 

effect on them in several ways. Parents set expectations for their children, assisted them 

with homework, paid for school expenses, set a positive example, and encouraged them 

to persist. Siblings benefited the students by helping them with homework, chastising 

them when they were not doing well in school, and simply inspiring them to set a good 

example for their siblings. Several students also mentioned grandparents as someone they 

wanted to “make proud”, motivating them to continue with their schoolwork (Farris, 

2013). 

Richardson’s (2016) qualitative study of 20 American Indian juniors and seniors, 

over a 2-year span, at a large, urban high school in Arizona gave high-achieving 

American Indian high school students the opportunity to articulate the elements and 

experiences they felt contributed to their academic success and impending high school 

graduation. The stories and interviews reflect the lived experiences for these 20 American 

Indian students. Their schooling experiences were told through critical oral history 

research using interviews from focus groups and personal interviews for the data 

collection. As data were triangulated and analyzed, emergent themes were used to 
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determine significant patterns. In qualitative research, triangulation allows multiple 

methods for gathering data and comparing and analyzing the information to create a 

complete picture. Richardson’s goal was to provide findings from this study to 

administrators and teachers, who create and engage policy, with guidance to specifically 

address issues they could control to increase success for all AI/AN students. The 

researcher was the principal of this school, and all students were a purposeful sampling 

from the high school. In qualitative research, the selection of participants is necessary to 

produce information-rich cases that provide depth in understanding of the research 

question–What factors and experiences contribute to academic success and on-track-to-

graduate status among tribally enrolled, Native American junior and seniors at a large 

metropolitan public school in Arizona? The framework for this study was based on the 

TribalCrit theory. 

The family relationships of these 20 Native students played a major role in their 

success. The students’ parents and family were stable, influential, and nurturing, 

promoting their academic success and keeping them on track to graduate. High 

expectations of these students to graduate and the celebration of academic achievement 

within the immediate and extended family was strong. Moms were mentioned twice as 

often as dads as the parent influencing achievement. However, dads, grandparents, 

aunties, and uncles were mentioned as role models, matriarchs, and patriarchs of the 

whole family. Although the parents did not have to make them do homework or 

participate in school activities, they encouraged, monitored, attended school events, and 

celebrated success (Richardson, 2016). 
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The research goal of Cox (2016) was to reduce high dropout rates of American 

Indian students throughout North Carolina. By informing policy makers, teachers, 

parents, and stakeholders concerned with the academic success of Native American 

students of his data collection, Cox sought to help improve the high school graduation 

rates of AI/AN students. His research specifically addressed what cultural factors Native 

college students shared that contributed to their graduation from high school and led to an 

ethnographic study done through in-depth interviews with those who completed high 

school and who attended postsecondary school during the research project. By speaking 

personally to these students, conducting observations, and recording extensive field notes 

regarding the factors relating to school, home/family, and community that influenced 

them to graduate high school, Cox obtained individual information that could not be 

obtained by a quantitative instrument. 

The participants in Cox’s study were informed during their classes that 

volunteers, 18 years of age or older, of Native descent, graduates from high school and 

currently attending the university located in a southeastern county in North Carolina in 

which AIs make up the highest percentage of the population were asked to come forth. 

Twenty Native American male and female students responded and were interviewed 

face-to-face and by telephone. Through the open-ended, in-depth interviews, the 

participants were able to explain factors that contributed to and influenced their ability to 

complete high school. The interviews, field notes and observations were recorded and led 

to the developing a narrative of observations. 

Three major themes emerged: (1) school, (2) home, and (3) community. Each of 

the major themes contributed to these Native American students’ academic success. The 
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data of these Native students in southeastern North Carolina regarding high school 

graduation, revealed two powerful family influences. These students were largely 

influenced by their parents’, guardians’, or extended family members’ expectations at 

home and their parent’ or guardians’ involvement with them daily. Secondary themes 

related to the family/home included relationships with siblings and a sense of being loved 

(Cox, 2016).  

The phenomenological study in South Dakota of Cumbow in 2014 aimed to 

ascertain the factors that influence academic success for eight AI/AN students. The 

context for her study was on the theory of cultural resilience. The goal of Cumbow’s 

qualitative study was to record the viewpoints of academically successful AI/AN high 

school students as they speak about their personal experiences and through their 

collective voice identify factors contributing to their resiliency and motivation. The 

second purpose of the study was to confirm and contribute to the limited body of research 

regarding the educational journeys of resilient Native American students. Purposeful 

sampling was used to select the AI/AN participants of Cumbow’s study who were 

enrolled in a midwestern high school, from Grades 9 to 12 and met the indicators of 

success identified by the researcher. All demonstrated either a proficiency and/or 

advanced rating in reading and math on either the eighth–grade or eleventh–grade state 

standardized test or a current cumulative grade point average of 3.0 or higher; an 

attendance rate of at least 90%, and no behavioral office referrals or suspensions. 

Cumbow’s semistructured face-to-face meetings with eight male and female 

academically successful AI/AN students at a South Dakota public high school provided 

data that led to understanding the factors that impacted their academic success. 
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The data analysis revealed several significant themes that impact resiliency and 

success: individual, family, school, peers, and cultural identity. Family topics that the 

students stated were main contributors for their academic success included parental 

support and involvement in the student’s life. The participants identified their parents as 

their role models and said that parents or family was what motivated them the most. The 

expectations parents had of their completing school were a driving force along with the 

value of schooling parents held. The cooperative role the participants had with their 

family added to their resilience and success. Close ties at home provided the support 

these Native American students relied on as they advanced each grade level (Cumbow, 

2014). 

In researching for possible solutions to the high dropout rate among AI/ANs, 

Fortuin (2012) discovered issues that contributed to lower graduation rates for AI/AN 

students that included the large achievement gaps between mainstream students and 

AI/AN youth, the school district judging AI/AN education as a low priority, students 

having trouble applying the culturally and linguistically curriculum, and importantly, the 

high dropout rates and low graduation rates. Fortuin’s study recommends perspectives to 

change regarding dropping out and graduating. These perspectives need to speak to and 

advance the academic success for Native students in Grades K–12. 

Fortuin’s qualitative research was conducted in southwestern United States at a 

school district reporting 850 Native American students enrolled. The AI/AN students had 

similar socioeconomic backgrounds and lived either in the city or the local reservation 

yet the sample of participants in Fortuin’s study were made up of the urban American 

Indians only in the school district. The interview methodology allowed for the case study 
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to address the complexity and multiple components of a student’s experience, including 

family/home, faculty and staff, peers, and self. Fortuin was employed in the school 

district which aided in his knowledge of the student body. The information technology 

department provided a database as a pool of potential participants and Fortuin used 

Facebook to recruit volunteers. Interviews were held at two of the high schools with 

seven participants and color coding was used to categorize the emerging themes about 

schooling experiences that included Family/Home, Faculty/Staff, Student Body/Peers, 

and Self.  

The data regarding family/home experiences revealed that all interviewees 

experienced a high level of parental involvement in their education. This involvement 

with parents was also evident with extracurricular activities, cultural ceremonies, and 

family obligations. Regularly speaking with guardians and others in the home was also 

experienced by these participants. Extra-curricular participation of the parents, guardians, 

and other family members when they were in school had a big influence on the seven 

case study participants. They too became involved in extra-curricular activities that 

helped them make connections with school staff and other students. Cultural duties were 

also identified by the participants with a few sharing that they had trouble accessing 

culture. Lastly, there were several family obligations expressed by the participants that 

included caring for other family members, such as those being younger or older than the 

participants, responsibility for duties at home, and contributing financially to the family 

(Fortuin, 2012). 

Fann’s 2004 study focused on college preparation and college selection of AI/AN 

high school students. Junior and senior high school students, totaling 53, representing 
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California Native nations met and shared the educational experiences as they steered their 

way to college. These students were recruited at a higher education informational 

workshop and only those with college aspirations were chosen.  

In Fann’s study, having access to college stemmed from an environmental context 

that included family life, school life, and tribal and reservation life. Most of the students 

were first-generation students whose parents encouraged higher education attainment but 

did not know the process or the questions to ask about going to college or did not have a 

guide who had familiarity with college enrollment. This made going to college a 

confusing process for the family and student. Fann’s research questions relating to family 

was, “What role do students’ families play in influencing college choice and 

preparation?” Fann used individual interviews that were designed to produce in-depth 

information from her participants. 

The results in this study showed that parents reinforced and encouraged 

postsecondary goals in several ways. Coming up with creative carpooling supported 

getting students to campus, from sport practices, and to extracurricular activities when 

bus transportation was not feasible for the hour-long one-way trip. For some students 

whose reservation did not have electricity, generators were used, though the use was very 

costly, for students to do their homework. Many parents expressed their hope that getting 

the college degree would help their child be more financially successful. For students 

leaving home to attend college, parents were deeply saddened that their child would be 

leaving the reservation but expressed their happiness for them (Fann, 2004).  

Carré’s (2017) documentary analysis of girls on the Navajo reservation who 

withdraw from high school before graduating and how the federal and Navajo education 
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policy constructs influence school leaving. The framework for Carré’s study was based 

on the TribalCrit theory. In Carré’s analysis, she investigated the influence that NCLB, 

and the Navajo education mandates may have had. In her guiding question, she asked, 

“What elements contributed to the decision of a Navajo girl attending public high school 

within the Navajo Nation to withdraw before graduating?” Carré wanted to understand 

the powers that push girls out of the academic setting as well as understand how these 

powers influence Navajo girls whether to stay in or withdraw from high school. 

Interviews, documentary evidence, and narrative policy analysis which informs others of 

experiences had and the experiences had due to the educational policies are the data tools 

in this qualitative study.  

Carré interviewed only one Navajo female student after many recruiting attempts 

failed to yield any more participants. One of the themes that was discovered upon 

analysis of the interviews was the family influences on school attendance. This student 

related how her mother and father did not support her school going and even encouraged 

her to stay home. But what was most influential was the distress the student felt due to 

the alcohol abuse of both parents. The shame she felt as her community looked down on 

the alcohol abuse and therefore her family made it hard to focus on her dreams of 

graduating high school and going on to become a nurse. Alcoholism impacted family 

interactions and communication and thus hindered attempts to discuss her career goals 

with her parents. To escape from her family life, she started to pursue activities with the 

wrong crowd which led to behaviors that caused her expulsion from school. Her social 

support led her in a direction away from her career aspirations. With nothing changing at 

home and not having support and encouragement to pursue her education, she decided 
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that she would not complete school. This student had expressed in the interviews her 

regret of her behaviors, but she regretted even more the lack of support from her family 

(Carré, 2017). 

Orona (2013) surveyed fifth-grade students and their mothers in northeastern 

Oklahoma from 23 rural public schools to understand the degree relationships between 

mothers’ and students’ mathematical ability beliefs as well as whether the usefulness 

value of mathematics is an influencer to student achievement. AI/ANs have the highest 

dropout rates of all racial or ethnic groups, with dropping out technically occurring in 

high school; however, dropping out begins during elementary school years with lower 

academic achievement. There were 148 participants and their parents, and each 

completed a 5-point Likert-type scale survey instrument, comprising items covering 

various categories, such as ability in mathematics, usefulness value for mathematics, and 

the belief mothers have of her child’s ability in mathematics. Upon data analysis, only a 

mother’s usefulness value of mathematics significantly predicted children’s achievement 

in mathematics. Interestingly, the children’s own ability belief in mathematics and 

usefulness value for mathematics was not predictive of achievement in mathematics. 

Orona’s study offers a clear understanding of the influence mothers have on their AI/AN 

children. The knowledge of this study is a guide for supportive parent participation in 

education efforts (Orona, 2013).  

Factors Relating to the School System 

Hinkley’s (2001) research with Navajo school students indicated a change in 

school culture to lower dropout rates. Hinkley’s research goal was to understand and 

contribute to Navajo high school students’ academic achievement motivation. High 
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school students, from Grades 9 to 12, from Kayenta High School (n = 300) and Window 

Rock High School (n = 529) participated in this survey. Both male (n = 391) and female 

(n = 422) students participated. Students’ self -identified about whether they lived 

remotely on the nearby Navajo reservation or lived in an urban area in a nearby town.  

Students who stated that they spoke English at home numbered 557 while 243 

students stated they spoke Navajo at home. Female and male students that lived in town 

and who spoke English were 71% and 76%, respectively. In contrast to those that lived in 

rural areas, more females spoke Navajo at home than males, 65% and 56% respectively. 

In comparison to those attending Kayenta High School versus Window Rock High 

School, speaking Navajo was far more prominent at Kayenta High School. 

Before administering the survey consisting of 37 items, parental authorizations 

were gained, when students were informed that the survey was voluntary. Because of the 

enthusiasm of the students, the response rate was excellent. The survey was administered 

by teachers in English classes and students took 50 minutes to complete the survey which 

was based on a 5–point Likert scale (from 1 [Extremely Important] to 5 [Not at All 

Important]).  

The results of Hinkley’s study indicated that those Navajo students that are 

nontraditional, who speak English at home and live-in towns and those students that are 

near traditional, who speak Navajo at home and live-in rural areas, and no matter the 

gender, are more similar than dissimilar. The data informs those making academic policy 

regarding assumptions being made regarding presumed differences of AI/AN students. 

The academic achievement goals that Navajo students emphasize are influenced by 
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ability beliefs from those at home, at school, and of themself, the social endorsement and 

social concern goals, and the school achievement measures (Hinkley, 2001). 

In an article in the Christian Science Monitor, Pila Martnez (1999) informs 

readers of schools, with goals of reducing dropouts and increasing academic achievement 

for AI/AN students, being established across the United States. Harrison, a student at the 

Ha:Sañ Preparatory and Leadership School, has a voice in this article as he shares his 

learning experiences: "I'm finally learning my language," he says. He is a member of the 

Tohono O'odham Nation, a tribe that stretches across southern Arizona into northern 

Mexico. "It feels really good to be here," he says.  

The teaching of native cultures is one of the most important and one of the most 

significant areas of Indian education that has, unfortunately, been given low priority in 

Indian schools. In the 1800s the US Bureau of Indian Affair’s education policy on 

American Indian education began violently for Native families. Back then, children were 

forcibly taken from their families, forced to cut their hair, and punished when they spoke 

their native language. Today, AI/ANs who don't go to special schools like Ha:Sañ, are 

faced with different challenges. Those living in cities are likely to go to public schools 

where their cultural heritage is rarely acknowledged. For many students, schools like 

Ha:Sañ fill an important niche. Here, the only foreign language offered is Tohono 

O'odham. A tribal elder is the adviser for a botany class where learning planting songs is 

part of the coursework. And restoring a Hohokam pit house was a project for the service-

learning class. Through classes like these, Ha:Sañ and other similar schools have 

provided for Native Americans a relevance in educational programs that many traditional 

public schools have lacked (Martnez, 1999).  
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The highly cited paper by Faircloth and Tippeconnic (2010) examines the dropout 

crisis among AI/AN students. The data from the National Center for Education Statistics 

was used by the researchers as they focused on the seven states with the highest 

percentage of AI/AN students as well as five states in the Pacific and Northwestern 

regions of the United States to gather the numbers of dropouts and graduations in Indian 

Country. Their study was limited by incomplete data collection and reporting for AI/AN 

students at the state and national levels. Small numbers of less than 1%, coupled with a 

geographically dispersed student population, result in AI/AN students’ being 

characterized as statistically insignificant. Using the extant data, the authors were able to 

compare dropout and graduation rates in these chosen states between AI/AN and other 

racial or ethnic groups as well as between gender. The researchers aimed at highlighting 

the growing educational crisis among AI/AN students and to also call those involved in 

the education of Native youth, including policymakers and educators, to act in resolving 

the crisis. The researchers organized the existing data to illustrate the magnitude of the 

graduation/dropout crisis among AI/AN students and calls for urgent action at many 

levels, including federal, state, district, local and tribal. Faircloth and Tippeconnic 

revealed the difficulty they had in finding accurate data for this population and that this 

lack of data is not limited to graduation and dropout rates. Historically, large-scale data 

sets do not include AI/ANs and thus other incomplete data make it virtually impossible to 

adequately describe the growing educational crisis facing AI/AN students (Faircloth & 

Tippeconnic, 2010). 

Besides dropout rates pointing to student-level factors, school-level factors also 

affect dropout rates, according to Faircloth and Tippeconnic (2010). These school factors 
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include curricula that lack Native cultures and traditions, teachers who lack empathy for 

the students they serve, passive teaching strategies, large schools, lack of student 

engagement in their learning and future career goals, and the school’s use of academic 

tracking of Native students in special education programs (Faircloth & Tippeconnic, 

2010). 

Fortuin’s (2012) research revealed topics that emerged in faculty and staff. 

Student participants openly shared those individuals at school who supported them and 

interacted with them as well as where the lack of support existed per faculty and staff and 

who they were discriminated by. Overall, during the interviews students related how 

beneficial the support from faculty and staff were in helping these AI/AN students 

succeed academically. They enjoyed learning from those teachers that pushed them to do 

well instead of just being lenient with them in their studies by their teachers (Fortuin, 

2012). 

The research by Leon (2016) was meant to reveal how policy creates cultural 

genocide when K–12 schools are not established on all Indian reservations. This research 

that share’s the cultural disconnection of Yuli, who lived on a remote reservation in the 

Southwest, and was of key interest to Leon. Families in the United States believe that 

children have a right to a quality K–12 education within their communities yet the 

reservation on which Yuli was born, she had access to only K–8 education and thus was 

not given the same access to education that other children in the United States receive. 

For Yuli to attend and receive a high school education, she had to leave her family and 

move off the reservation to attend high school. The leaving of home, moving off the 
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reservation, and attending high school far from home impacted Yuli personally and 

culturally. 

Leon sent out social media posts requesting AI/AN participants who fit her 

research criteria. A former classmate who was a Quechan Indian Tribal Judge provided a 

referral that led to Yuli, the sole participant in this study. Yuli was introduced to the 

researcher during the onset of her research steps, and this changed the direction of Leon’s 

initial study. Leon was confounded when she discovered that the Bureau of Indian 

Education (BIE) failed in its responsibility for the education of the Native Peoples it 

serves which Leon had expected of this agency of the government. Her qualitative 

methodology was to capture Yuli’s story effectively, the experiences she lived and the 

life story she expressed. 

Leon hopes that her qualitative study would empower Indigenous peoples to 

obtain an education no matter the barriers they face. Yuli herself wanted others to know 

her story so that on-reservation education for Grades K–12 is made available through the 

Bureau of Indian Education. Leon used the biographical narrative study which used 

recorded interviews with Yuli. Leon asked Yuli where they could record these sessions, a 

location that was most comfortable to Yuli. Instead of choosing her home, or the library, 

or another public building, Yuli chose a spot next to a river in Needles, California. 

During the data analysis phase, Leon and Yuli communicated through follow-up emails. 

The framework for Leon’s study was based on the TribalCrit theory (Leon, 2016). 

Thornton and Sanchez (2010) published a literature review in an academic journal 

on the facilitation of resiliency in an AI/AN high school student by educators and the 

school system with a focus on sustainable dropout prevention plans geared toward 
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successful educational outcomes. Becoming resilient is a skill that can be developed and 

learned. Youth that are resilient respond to stress, trauma, and adverse conditions 

differently which helps them to adapt to the school environment successfully no matter 

the poverty and other family and social negative concerns. Students that become 

overwhelmed at school, or lose their motivation in continuing in school, and finally give 

up on attending school, when they do not have the necessary support from key 

stakeholders–school, family, and community– as well as personal self-worth maturity. 

School and family involvement is vital in enabling resilient behavior in AI/AN youth. 

Resiliency can be observed among children with the presence of (a) stable, peer 

relationships; (b) problem solving skills; (c) realistic future; (d) a positive sense of ability 

to achieve and effectively deal with tasks; (e) successful experiences; (f) an ability to 

communicate effectively; (g) a strong attachment with at least one adult; and (h) being 

accountable for themselves and their actions (Thornton & Sanchez, 2010).  

A study was done in 2005 on high-impact and leverage-impact schools by 

Education Trust (2005) with the purpose of defining what these schools can do to flip the 

crisis of dropping out for AI/AN students. A high-impact schools created large academic 

growths for those students that entered behind by proactively focusing and working on 

plans for students’ graduation and on academic. These schools continually had high 

expectations of the students and inspired and challenged them to push forward. The entire 

instructional organization including teachers and counselor were involved to directly 

impact the specific needs of the students and the missions of the school. This involved the 

development and implementation of early warning procedures to help these students to 

stay on track. Importantly these high-impact and leverage-impact schools developed 
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partnerships with other organizations that also serve to directly target student needs. This 

study shared the five important aspects of these schools: (1) school culture, (2) academic 

core, (3) support, (4) teachers, and (5) time and other resources (Education Trust, 2005).  

 Support means to enable resilience in AI/AN youth were developed by Elder and 

Conger (2000) to prevent the dropping out of this population. The five supports can be 

universal to the corresponding role within our schools and the authors strongly promote 

schools implementing each of the five which include the following: (a) strong 

intergenerational bounds; (b) expectation of productive roles in work and leadership 

opportunities; (c) positive engagement in church, school, and community life; (d) close 

ties with grandparents and involvement with extended families; and (e) strong family 

connections with the community (Elder & Conger, 2000; Luthar et al., 2015; Thornton & 

Sanchez, 2010).  

In 2013, Farris reported that success for former high school students was due to 

several school factors. Students were aided and encouraged in school through programs, 

activities, and educators. Some of the programs that students were involved in included 

volunteer work, cultural groups, media programs, leadership teams, art club, and 

community service. Many of the students were involved in sports activities, such as 

tennis, volleyball, track, baseball, football, and as sports spectators. Educators played a 

vital role for many of the students as far as encouraging and supporting the student. 

Teachers were named most often as an educator who had a significant effect or influence 

on the student’s ability to succeed. Most of the students identified teachers by name and 

gave examples of effective teaching strategies that the teacher exhibited in the classroom.  
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Many of the students identified specific instructional strategies that were 

beneficial to their ability to succeed. A culturally appropriate curriculum and culturally 

appropriate teaching strategies contributed to the student’s ability to learn the subject 

matter, participation in the classes, and in their academic achievement. Strategies 

included hands-on teaching; the use of projects instead of book assignments; allowing 

students to work at their own pace and not rushing them through an assignment; one-on-

one teaching; and making lessons interesting. Students also reported that culturally 

appropriate curriculum was an instructional strategy that was beneficial to them as 

learning became fun and interesting (Farris, 2013). 

Similarly, mentorship by school personnel was an influential factor for the 

Arizona high school juniors and seniors reported by Richardson (2016). Students 

benefited from being mentored and the students depended on having staff available for 

mentorship throughout school sessions. All the student interviewees mentioned a teacher, 

coach, or staff member who mentored or positively influenced their time at school. From 

tutoring to suggesting higher level course work, coaching, or sponsoring extracurriculars, 

these staff members reached out and helped the students be successful by building 

relationships and consistently spending time with the students. These students named the 

best teachers who made class interesting, active, challenging and fun. These teachers 

helped students to learn and encouraged them to take stimulating classes. The best 

teachers cared about the students and got to know them. They had high expectations, 

were prepared for class, and led the way with exemplary modeling (Richardson, 2016). 

In Fann’s (2004) study of high school students of California Native nations, her 

research question regarding the school’s influence was, “What role do the students’ 
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schools play in influencing college choice and preparation?” The findings from the one-

on-one interviews for this question were manyfold. Students stated that college 

discussion or preparation was non-existent in their classes. Students discovered that their 

counselors were just not available for career counseling even after many attempts or that 

the counselors would send them to the military recruiters, though that was not the interest 

of the student. The schools had more military recruiters than college recruiters and they 

were actively walking around during the lunch periods talking with students while 

college recruiters never walked around talking to students during the lunch periods. 

Sports coaches and team members had the information students needed regarding the 

various types of colleges, course requirements, and the specific entrance exams and their 

criteria for college acceptance, and coaches readily aided and encouraged these students 

in their quest for a higher education (Fann, 2004). 

Cox’s (2016) study also revealed that teacher support within the school was vital 

to the students’ high school completion. Additionally, the participation of AI/AN students 

in school clubs or organizations helped students persist in and complete high school. Cox 

proposed that identifying and implementing cultural activities that assist Native student in 

their academic success would help Native students to achieve their goals no matter that 

schools are designed to keep the status quo. His projection is that possibly the data can 

serve to support addition research that provides successful outcomes for AI/AN students 

during their academic journey (Cox, 2016). 

Schools and school districts are external support organizations that are critical to 

AI/AN student achievement. Resiliency is vital for schools to teach and reinforce to 

students in their academic journey. Thornton et al. (2006) studied the relationship AI/AN 
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high school students have concerning resiliency and academic achievement with cultural 

resilience theory being the basis of their study. They emphasized that "schools are 

important social, cultural, and environmental sites for the development of student 

resiliency" (Thornton et al., 2006, p. 4). There are various relatively low-cost approaches 

schools can adopt: creating a caring school climate for students, giving encouragement to 

students that lets them know that they can do it, expressing high expectations for the 

students’ academics, and developing occasions for students to have meaningful 

participation. A climate of support, respect, and trust are foundational to the school’s 

climate. Providing students a climate that is safe and friendly but also addressing 

academic and social behaviors with well-defined and consistent guidelines (Thornton et 

al., 2006).  

The school system was one of the main themes that emerged from Cumbow’s 

study which revealed the impact schools had on the resilience and success of AI/AN 

students (Cumbow, 2014). The engagement of teachers and their relationships with the 

students was a high topic amongst the students. Students named the teachers who were 

most supportive thereby motivating the participants to try their best in class. The 

teachers’ use of time in the classroom and their ability to be flexible were other 

characteristics highlighted by the participants. When the teachers made the curriculum 

relevant and applicable, the students felt they learned the most. A supportive and positive 

school climate in both the classroom and the school building created a welcoming 

environment for the students. Students also voiced that the school support systems were 

needed and beneficial. Students themselves gave suggestions that would support both 

AI/AN high school students but also the schools that serve AI/AN youth. These 
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suggestions included (a) a schoolwide culture that gave encouragement to students for 

them to become involved in school programs activities and (b) the accessibility of 

programs and staff and teachers for students to reach out to when students began to 

struggle in school but also staff and teachers who themselves reach out earlier than later 

to these struggling students (Cumbow, 2014). 

Factors Relating to Community 

Richardson’s 2-year study published in 2016 further illustrated that peer 

relationships were significant in the students’ high school completion. Peers supported 

each other in classes and joined each other in extracurricular activities. These 

relationships were ties that strengthened each other in scholarship. Alternatively, when 

other Native students decided to dropout, these high-achieving students tried to 

encourage them to finish but the stay-in-school message was more effective coming from 

a parent or role model who was close to the student. The message was out in the 

community but if the expectation was not a part of home life, the student would continue 

to be absent until they dropped out (Richardson, 2016). 

One of the primary themes that emerged in Cox’s study (2016) was the time spent 

with role models that were like minded and had mutual principles. The American Indian 

students in North Carolina valued the mentorship, guidance, encouragement, and 

motivation they received from their engagement with valued role models in their 

community and this engagement helped these American Indian students to persist and 

complete high school. The secondary themes for community in this study included 

poverty, friends, jobs, and mental health. Living in poverty and not having employment 

were motivational factors pushing these students to continue with schooling. Seeing the 
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poverty in their community and acknowledging their personal desire not to live in 

poverty were very influential to these students. Leaning on each other, having bonds 

between friends, and accessing mental health services also influenced these students’ 

desire to remain and complete high school (Cox, 2016).  

Cumbow’s (2014) study listed having peer support and fitting in as major 

influences toward academic success for the eight Native American participants. In 

addition to parents and other positive adults, the participants believed that whatever peer 

group was chosen for friends significantly impacted their academic success. The 

participants felt that they were accepted by many different peer groups, but they 

purposely chose the group that had similar values and goals because they kept the 

participants on the right path (Cumbow, 2014). 

The qualitative case study of Farris (2013) revealed that friends also played a 

significant role, for all the participants, in their successful graduation. Peer pressure from 

friends encouraged some of the participants to graduate while for others, friends were a 

distraction and a negative influence. Talking with family members and/or counselors 

about the distractions, participants were about to adjust schedules or work more with the 

friends who provided help in staying on track. Students were very appreciative that tribes 

provided financial support for school supplies, school clothes, shoe vouchers, sports gear, 

and school related field trips. The tribe also provided tutoring, back to school events and 

teen activities, such as dances and other youth activities, such as proms (Farris, 2013). 

Fortuin’s research topics that emerged under the “Student Body/Peers” heading 

included relationships students had with their friends and the various cliques they were 

included in by either academically or racially (Fortuin, 2012). More important to these 
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students were their friends versus the cliques as many of the participants felt as if their 

friends were an extension of their families. Their friends provided support in school and 

importantly social support. These participants shared that academic support from their 

friends was very special to them as their friends helped with homework, their class 

assignments, and maintained an open dialogue about school and future college 

aspirations. When some of their friends dropped out of school, these participants still 

associated with them out of school yet was not able to spend as much time with them as 

before. When friends did leave school, the participants spent more time with those friends 

who had graduated and those who were still in school with them (Fortuin, 2012). 

Factors Relating to Individual 

Faircloth and Tippeconnic (2010) reviewed the literature for factors influencing 

high school dropouts. Studies reveal that student engagement, which is influenced by the 

school system and student factors, attributes to the dropout crisis when there is a lack of 

student engagement. The student level factors included feeling unwanted or pushed out of 

school, boredom, problems with other students, discipline problems, distance from 

school, pregnancy, poor attendance, lack of future plans or goals, retention in grade, 

student mobility/transiency, legal problems, substance and alcohol abuse, frustrations 

related to student being older than other students, lack of adequate transportation, medical 

reasons, high rates of suspension and expulsion, lack of interest in school, lack of child 

care, running away, low expectations, difficulty with classes and with reading, 

responsibilities at home or on the job, transferring from one school to another, inability to 

adjust to the school environment; failure to reenroll, failure to complete assignments, 
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poor quality of student-teacher relationships, and language barriers (Faircloth & 

Tippeconnic, 2010). 

Forty out of the 53 participants in Fann’s study published in 2004, lived on a 

reservation where students typically lived in strongly knit kinship organizations with 

larger extended family members. Leaving the reservation to go to college caused students 

to be conflicted because that would mean they would be leaving their home, their 

reservation, where they had always lived. Students stated that being away from their 

family was an enormous event and that it would be hard because of their family’s support 

not to have their family around. Students also expressed that leaving the reservation 

would cause stressful disruptions in their life when not being able to participate and 

attend religious traditions, live their cultural traditions, and speak their Native language. 

They were concerned about how they would be able to miss college to return home for 

weeklong sacred religious ceremonies (Fann, 2004). 

Research topics that emerged under the “Self/Individual” topic in Fortuin’s 

research (2012) included the student’s own self-awareness and their attitude toward 

education. Participants shared the various reasons which cause a Native student to leave 

school, including financial restraints, pregnancy, lack of attendance, school suspensions, 

absence of transportation, and work requirements (Fortuin, 2012). 

Farris (2013) found that there are factors that improve a Native student’s high 

school persistence with those being inherent and external motivators. Self-determination 

to get an education to help their family was first and foremost. Self-belief that they could 

reach their education goal filled them. Students felt bored sometimes, felt exhausted all 

the time, lacked motivation, or believed they did not fit in. When they turned to those 
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family members who provided encouragement, or to the educators/counselors that 

believed in them, graduation was back in focus (Farris, 2013).  

Data about Native American high school students regarding their academic 

success and remaining on track to graduate showed that the participants navigated 

barriers both in school and out of school that they responded to as challenges to 

overcome or persist through (Richardson, 2016). These students described the following 

personal characteristics that made them academically successful: being competitive, 

driven, smart, courageous, focused, caring, balanced, disciplined; having determination, 

mental toughness, a positive attitude; serving as a positive role model and a 

communicator; and rejecting being afraid to fail, overthinking, and accusations of being 

lazy (Richardson, 2016).  

From Cumbow’s study in South Dakota, topics that emerged as part of the 

individual theme included the importance of goals, a sense of control, intrinsic 

motivation, self-efficacy, and coping skills (Cumbow, 2014). Every participant 

acknowledged high school graduation as a gateway to their goals to go onto college or 

military service. Hard work was a common term used by the participants to explain what 

helped them to be and remain successful. Hard work did not intimidate or overwhelm the 

group of participants. Rather participants shared an overall acceptance that hard work 

would allow them to graduate and then do something beyond that. A sense of ownership 

and control over one’s life was noted as essential by many participants. Participants 

voiced that they felt in control of what happened to them in life. Each participant 

possessed a desire to do well, to overcome challenges, to avoid failure, and to do the right 

thing. Many had internalized the feelings of confidence and determination associated 



 

 

55 

with success in school. The students’ parents and family were stable, influential, and 

nurturing to their academic success accomplishing goals and it made them want to keep 

doing well. Participants had a clear sense of their future and what it would take to reach 

those goals; motivating themselves became second nature to them. When the participants 

described the qualities that allowed them to be more successful than some of their peers, 

the belief in their own abilities was apparent. Students described a belief in their 

academic abilities; this confidence seemed to translate into a degree of independence that 

impacted each student’s ability to succeed and to push through when challenges arose 

(Cumbow, 2014). 

In Brayboy and Maaka’s (2015) article “K–12 Achievement for Indigenous 

Students” and Grande’s 2004 publication, Red Pedagogy: Native American Social and 

Political Thought, the structural barriers, cultural barriers, and climates of school(s) make 

it challenging for AI/AN students to be college ready. Low teacher expectations, 

inappropriate tracking into either special education or noncollege preparatory tracks, 

inadequate funding for school facilities and programs, fundamental economic and social 

inequities, and unfair disciplinary practices are among the reasons why Indigenous 

students have difficultly pursuing a higher education (Brayboy and Maaka, 2015; Grande, 

2004). Brayboy and Maaka (2015) and Montgomery (2017) advise that preparing 

students for college is an important task for schools, parents, and communities and it 

should begin early in their schooling, from the first day children set foot in the classroom 

and not when they enter high school (Brayboy & Maaka, 2015; Montgomery, 2017). 
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Summary of Factors Related to High School Persistence and Dropping Out 

The literature provides factors related to high school persistence and dropping out 

across four main themes–home/family, school/school system, community/peers, and the 

individual/self. The home/family factors summarized from the literature that influenced 

high school persistence included supportive and positive family influences; a stable and 

nurturing family environment; family members as role models; high parental expectations 

for school achievement and graduation; parental daily involvement; close relationships 

with siblings; and the students’ active involvement at home with responsibilities which 

including caring for younger or older family members, responsibility for household 

duties, and helping the family financially. 

School/school system factors summarized from the literature are manyfold. These 

influential factors include the following:  

• Provide a change in school culture • Effectively employ academic 
tracking  

• Aid and encourage students 
through school programs, school 
activities, and school personnel 

• Support the engagement of teachers 
and their relationships with 
students 

• Determine early for the students 
who lack engagement 

• Provide access to K–12 schooling 
on all Indian reservations 

• Provide a culturally suitable 
curriculum 

• Ensure culturally suitable teaching 
strategies that support students’ 
ability to learn 

• Develop viable dropout prevention 
programs to include development 
of students' resiliency 

• Support the engagement of teachers 
and their relationships with 
students 

• Revise curriculum to be one-part 
standard curriculum and one-part 
tribal tradition so that core subjects 
are learned alongside ancient songs 
and native languages 

• Administer professional 
development to address the 
cultures and knowledgebase 
contained by Native peoples 

•  
•  
•  
•  
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Community/peer factors summarized from the literature that influenced high 

school persistence included peer relationships as seen as an extension of their families 

and a source of social support, engagement with role models of similar beliefs, accessible 

school counselors to talk to about high school experiences, having open access to mental 

health services, receiving financial tribal support, available cultural activities to 

participate; and being academic motivated due to living in poverty and not having 

employment. 

Individual/self-factors summarized from the literature that influenced high school 

persistence include self-awareness, importance of education; importance of goals, a sense 

of control, self-efficacy, coping skills and being resilient, and both intrinsic and extrinsic 

motivators such as competitiveness, determination, driven, smart, courageous, confident, 

mental toughness, role model, positive attitude, balanced, communicator, afraid to fail, 

overthinking, focused, caring, lazy and disciplined.  

The findings from this study will contribute to the understanding of what it takes 

for an AI/AN student to graduate from high school. The acquired knowledge, use, and 

support of potential factors that influence an AI/AN student to persist to completion can 

directly turn around dropouts for this sidelined population. Significant outcomes will 

become obvious. More AI/AN students will graduate and be college ready. AI/AN 

students in college would persist and complete with available support services organized 

and supported by the school, tribe, and college. With parents, schools, tribes, and AI/AN 

students themselves being aware of these potential factors, and by working together can 

significantly leverage-impact the AI/AN dropout rate which currently is highest of all 

current racial/ethnic groups.  
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AI/AN Students in Higher Education 

To get an understanding of the education pipeline of AI/AN students, we will look 

primarily at current National Center for Educational Statistics data of AI/ANs graduating 

from high school and enrolling in postsecondary or technical schools compared with 

those of other racial/ethnic peoples. Of 18 to 24-year-olds, 19% AI/ANs are in college 

but when comparing to the overall U.S. population of this age group it is 41%. In public 

institutions in 2018 79% of AI/ANs were enrolled and TCUs were the choice for 89.5% 

of all AI/AN college students. The picture of college completion and degree attainment 

for AI/ANs differs from other students overall. Beginning 2012, 41% of first-time, full-

time AI/AN students graduated within six years whereas 62% for all students graduated. 

Degree attainment for AI/ANs over the age of 25 was 25% in 2019 compared with 42% 

of all students.  

There are many unique obstacle these AI/AN students face when pursuing a 

higher education. These students need and receive financial aid and grants while this need 

for financial assistance is less for other students. 90% of AI/ANs received financial aid in 

2015-16 yet this compares to 77% of all students. When in high school, these AI/AN 

students were less likely to have access to Advance Placement or other college prep 

curriculum. More AI/AN students do not have a family member who has gone to college. 

For 21% of AI/AN children under the age of 18, they had a parent who completed a 

bachelor’s degree or higher whereas 52% of white household in 2017 completed a 

bachelor’s degree or higher (de Brey et al., 2021; Espinosa et al., 2019; Hussar et al., 

2020; Initiative on American Indian and Alaska Native Education, n.d.; McFarland et al., 

2020). 
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Life Outcomes and Educational Attainment 

Dropping out of high school is related to several negative outcomes. Dropouts are 

vulnerable to poorer academic outcomes, poorer economic futures, and increased social 

marginalization (e.g., Barrat et al., 2012; Carré, 2017; Cox, 2016; Luthar et al., 2015; 

Marling, 2012; Richardson, 2016). Various government reports and datasets report that 

those dropouts of the age 25 are in worse health than those who did not dropout, no 

matter their income. Additionally, dropouts disproportionately make up high percentages 

of the nation’s institutionalized population than of the nation’s noninstitutionalized 

population. As well, the average high school dropout costs the economy about $272,000 

over their lifetime due to higher reliance on Medicaid and Medicare, higher reliance on 

welfare, higher rates of criminal activity, and lower tax contributions (Apthorp, 2016; 

Dalton et al., 2009; de Brey et al., 2019; de Brey et al., 2021; Espinosa et al., 2019; Fuller 

& Davis, 2016; Hussar et al., 2020; U.S. Bureau of Labor Statistics, 2019).  

AI/AN communities have survived the widespread negative outcomes of 

dropouts, including high unemployment, high poverty levels, high incarcerations, and 

high mortality as tribal communities work to decrease these outcomes through education 

attainment and self-governance. It is the Native youth that hold the key to the cultural, 

social, and economic survival of AI/ANs. If we do not ensure high school graduation for 

this population, it places the entire population at risk (Barrat et al., 2012; Coleman, 1966; 

Cunningham & Redd, 2000; Espinosa et al., 2019; Faircloth & Tippeconnic, 2010; Indian 

Nations at Risk Task Force, 1991; Marling, 2012; Richardson, 2016).  

The following illustrations (Figures 2 to 8) depict the most current data regarding 

AI/AN schooling, education attainment, employment, and median annual earnings. 
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Figure 2  

Status Dropout Rates: 2018 

 

Note. The status dropout rate is the percentage of 16- to 24-year-olds who are not 

enrolled in school and have not earned a high school credential (either a diploma or an 

equivalency credential such as a GED certificate). Data are based on sample surveys of 

persons living in households, noninstitutionalized group quarters (including college and 

university housing, military quarters, facilities for workers and religious groups, and 

temporary shelters for the homeless), and institutionalized group quarters (including adult 

and juvenile jails, nursing facilities, and other health care facilities). Race categories 

exclude persons of Hispanic ethnicity. The Condition of Education 2020 (Hussar et al., 

2020). https://nces.ed.gov/pubs2020/2020144.pdf 

The overall status dropout rate for American Indian/Alaska Native decreased from 

15.1% in 2006 to 9.5% in 2018. The status dropout rates for 16 to 24-year-old AI/ANs 

not enrolled in school who had not completed high school, the 2018 percentage dropped 

to 9.5% from the 2017 10.1% rate (Figure 2). Even though the status dropout rates for 16 

to 24-year-old AI/ANs improved by 0.6% between 2017 and 2018 to 9.5%, overall, this 

rate remains highest compared to all other races.  
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Figure 3  

High School Completion Status: 2018 

 
Note. Percentage of 20 to 24-year-olds who were neither enrolled in school nor working, 

by sex, race/ethnicity, and high school completions status: 2018. Reprinted from The 

Condition of Education 2020 (Hussar et al., 2020). 

https://nces.ed.gov/pubs2020/2020144.pdf 

The percentage of AI/AN 20- to 24-year-olds in 2018 who were neither enrolled 

in school nor working was 27% of those who completed high school compared with 60% 

(2.2 times as many) who had not completed high school (Figure 3). 
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Figure 4  

Percentage of 18 to 25-Year-Olds Not in School and Not Working, by Race/Ethnicity: 

2018 

 
Note. Percentage of 18 to 25-year-olds who were neither enrolled in school nor working 

by race/ethnicity: 2018. The Condition of Education 2020 (Hussar et al., 2020). 

https://nces.ed.gov/pubs2020/2020144.pdf 

Among the 18- to 25-year-olds, the percentage of AI/ANs neither in school nor 

working was 29%, the highest percentage of all racial/ethnic groups in 2018 (Figure 4). 

The percentage of AI/AN 18- to 25-year-olds who were neither enrolled in school nor 

working in 2018 outpaced rates in all other racial/ethnic groups by sex (males, 27%; 

females, 30%). The percentage of AI/AN 18- to 25-year-olds who were neither enrolled 

in school nor working was highest in AI/AN females (30%), a rate higher than any rate of 

a racial or ethnic group for the same year (Figure 3, 29%) and higher than any other rates 

within race or ethnic groups by sex, male or female (Figure 5). 
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Figure 5  

Percentage of 18 to 25-Year-Olds Not in School and Not Working, by Race and Sex: 

2018 

 

Note. Percentage of 18 to 25-year-olds who were neither enrolled in school nor working 

by race/ethnicity and sex: 2018. The Condition of Education 2020 (Hussar et al., 2020). 

https://nces.ed.gov/pubs2020/2020144.pdf 

The 2019 employment rates of adults ages 25 through 34 who worked full-time 

year-round and who had not completed high school were 17 to 30 percentage points 

lower than those with higher levels of educational attainment. Adults ages 25 through 34 

who did not complete high school had an employment rate of 57% while those who did 

complete high school were employed at 74%. The employment rate of 25- to 34-year-

olds who had some college, but no bachelor’s degree, had an employment rate of 80%, 

and 87% of those with a bachelor's degree or higher were employed. In addition, across 

all educational levels, men had higher employment rates than women (Figure 6).  
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Figure 6  

Employment Rates, by Sex and Educational Attainment: 2019 

 
Note. Employment rate of 25 to 34-year-olds, by sex and educational attainment: 2019. 

NCES Fast Facts, n.d., https://nces.ed.gov/fastfacts/display.asp?id=61  

The U.S. Bureau of Labor Statistics data of 2019 shows the unemployment rate of 

adults ages 25 and older who worked full time year-round and who had not completed 

high school was higher than rates of those with higher levels of educational attainment 

(Figure 7). According to the report, the unemployment rate of persons 25 and older 

without a high school credential was highest at 5.9%, twice that for those with an 

associate degree (2.7%) and 2.7 times that for those with a bachelor’s degree (2.2%).  

In addition, the median usual weekly earnings of adults ages 25 and older who 

worked full-time year-round and who had not completed high school were lower than the 

earnings of those with higher levels of educational attainment. The median usual weekly 

earnings of those who had not completed high school were $592, but those with a high 

school diploma ($746), those with an associate degree ($887), and those with a 

bachelor’s degree ($1,246) all earned more (Figure 7). 
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Figure 7  

Unemployment Rates and Earnings by Educational Attainment: 2019 

 
Note. Unemployment rates and earnings by educational attainment: 2019. Data are for 

persons 25 and over. U.S. Bureau of Labor Statistics, 2019, September 4. 

https://www.bls.gov/emp/chart-unemployment-earnings-education.htm. 

For AI/AN persons 16 to 19 years of age, the unemployment rate in 2016 was 

27%, whereas AI/AN persons 20- to 24-years of age had a 3–percentage point 

improvement in the unemployment rate. Markedly, the unemployment rate for AI/AN 

persons 25- to 64-year-olds improved even further, falling to 11% (Figure 8). 
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Figure 8  

Unemployment Rates by Selected Age Group and Race: 2016 

 
Note. Unemployment rates of persons 16 to 64-year-olds, by selected age group and 

race/ethnicity: 2016. Reprinted from Status and Trends in the Education of Racial and 

Ethnic Groups 2018 (de Brey et al., 2019). https://nces.ed.gov/pubs2019/2019038.pdf 

The 2018 data reports median earnings for full-time workers ages 25 through 34 

who had not completed high school ($27,900) were lower than those of workers whose 

highest education level was high school completion ($34,900), an associate degree 

($40,000), or a bachelor’s or higher degree ($54,700+) (Figure 9).  
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Figure 9  

Median Annual Earnings by Educational Attainment: 2018 

 
 
Note. Median annual earnings of full-time, year-round workers ages 25 through 34 by 

educational attainment: 2018. Reprinted from The Condition of Education 2020 (Hussar 

et al., 2020). https://nces.ed.gov/pubs2020/2020144.pdf 

AI/AN Persistence and Completion of Higher Education 

A wide range of positive outcomes have been associated with higher levels of 

education as reported in a brief from the Economic and Social Research Council (2014) 

titled The Wellbeing Effect of Education. Life outcomes such as social status, 

employment, and income are determined by education attainment which is also a strong 

predictor of optimistic attitudes and well-being. The findings are based on the research 

project Identity, Socioeconomic Status, and Wellbeing, funded under the council’s 

Secondary Data Analysis Initiative (Economic and Social Research Council, 2014). 

This next study breathes hope and promise into AI/AN families and communities 

across the nation as AI/AN students persist and complete. Imagine the impact in AI/AN 
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families and communities that high outcomes can produce. Cunningham and Redd (2000) 

surveyed 242 graduates from 17 TCUs who graduated in the spring of 1998. The focus 

for their study was specifically tribal college graduates versus mainstream college 

graduates. Cultural assimilation of Natives rather than educational development and 

progress for Natives was the goal of predominately white, mainstream institutions that 

took place over hundreds of years. The turn of the millennium marks this legacy of 

history. Within this context, 37 TCUs were established to improve academic success 

while increasing access to higher education of AI/AN students. TCUs originated in the 

1960s during the American Indian self-determination movement that sought to make 

affordable and culturally relevant postsecondary education, especially for geographically 

isolated reservation communities.  

The study asked four questions:  

• Have the tribal colleges prepared students for future employment and education?  

• Are tribal college alumni employed in meaningful jobs?  

• Are graduates continuing for more advanced degrees?  

• Are graduates satisfied with the education they received at the tribal colleges?  

Approximately one year after receiving their degrees or certificates, 91% of tribal college 

graduates were either working or attending college. More than half (52%) were working 

only; an additional 22% were both working and attending college, 17% were attending 

college only, and only 9% were neither working nor attending school. Overall, 76%of the 

graduates said they were employed 54% were employed full-time, 19% were working 

part-time, and 3% were self-employed. About 7% of the survey respondents were 

homemakers.  
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Many of the 1998 tribal college graduates were employed in fields considered 

"high need" occupational areas on tribal reservations. The employment status of the 

majority these graduates is in stark contrast to the general employment patterns of 

AI/ANs living on reservations and therefore, is encouraging for the tribes. Career 

positions filled by these graduates included 24% as clerks, secretaries, or office 

managers; 6% in construction or other trades; 6% as program administrators or managers; 

and 35% in a wide variety of other occupations, including daycare providers, law 

enforcement personnel, and computer technicians (Cunningham & Redd, 2000).  

The median salary for all currently employed tribal college graduates was 

$15,683, with nearly 20% reporting annual salaries of $25,000 or higher. The median 

salary of the respondents who were working fulltime was $18,444 with about 26% of 

these full-time employees earning salaries of $25,000 or more. These median salaries are 

clearly lower in the reservation communities than in mainstream communities for these 

careers.  

The 1990 national census reports the median household income on Indian 

reservations where TCUs are located equate to half of the median household income level 

for the United States population. TCU graduates who continued to higher education 

institutions in the 1998–1999 academic year was 48% while 82% of the survey 

respondents completed a bachelor’s degree or higher. The transfer function of TCUs is an 

indication of these figures for the 1998 graduates whereas the high graduation outcome 

and the high employment rate of these spring graduates make an impact on the Tribal 

Nations’ aim of self-governance (Cunningham & Redd, 2000). 
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Factors Influencing Postsecondary Enrollment and Persistence for AI/AN Students 

The focus of this study is on factors influencing AI/AN high school student 

persistence yet those who care about AI/AN student advancement know it is important to 

understand what factors influenced those individuals who go on to postsecondary higher 

education or to technical training. Research that includes postsecondary students connects 

back to the research on high school students by gaining a better understanding of AI/AN 

students when they are in college and can identify the factors that helped them persist. 

Understanding the current research on underrepresented groups, specifically AI/AN 

young adults, and factors influencing their college success may give insight into this 

group and inform this study.  

In a study by Fox (2012), 25 American Indian postsecondary students who grew 

up on reservations and had attended a college or university in the Southwest full-time for 

at least six months volunteered to participate in private interviews. The framework for the 

study was based on the cultural resilience theory. Fox was interested in discovering the 

personal lived academic experiences of Native students. Six themes were identified upon 

data analysis of the interview transcripts that included transportation challenges, financial 

challenges, experiences of familiarity while at college, pressure to succeed academically, 

pressure to navigate two worlds–school and family, and academic endurance.  

Transportation challenges included lengthy commutes to and from school daily or 

every other day, the high cost of fuel, limited financial resources, and unreliable or 

unavailable transportation. Family and extended family pulled together to meet these 

challenges for the student. Money for food and acquiring scholarships and financial aid 

were financial limitations these participants faced. Many first-generation students did not 
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know how to apply and obtain scholarships. Experiences of familiarity while at college 

showed that students were able to adjust to college life if they had a member of their 

family who had previously attended college and knew the ropes for a successful 

academic experience. Students felt pressure to succeed academically from their family. 

This pressure was perceived positively by the students because they felt that education 

would lead to a better life, and that completing a college degree would do what their 

parents could not do and, as well, was a way of giving back to their family. 

Families supported the endeavor for their children to navigate two worlds and 

committed themselves to being strong advocates for balancing cultural traditions and 

succeeding in the White world. The theme of academic endurance is based on family 

support and encouragement, support from alternative sources and a personal commitment 

to education. These six themes that result from Fox’s study are all family-based factors 

that helped these college students to graduate from high school and enroll in a 

postsecondary institution (Fox, 2012). 

Broughton-Pretti (2016) conducted a phenomenological study to identify those 

lived experience of Native students that inspired and encouraged these students to 

complete their postsecondary education. The framework for her study was based on two 

theories: TribalCrit and cultural resilience. Interviews, questionnaires, and field notes 

were used with this sample consisting of 18 AI/AN students who were graduating with a 

bachelor’s degree from either Fort Lewis College in Durango, Colorado or Arizona State 

University in Tempe, Arizona in 2015. 

Upon data analysis, these students had revealed a collective voice of experiences 

that illuminated why they were able to persist in completing their postsecondary 
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education. Dominant themes of this study included Native American Centers designed to 

support the academic success and personal development of all Native students, retention 

programs, support systems, family, community, financial support, cultural identity, 

spirituality, strategies, and social activities. The major contributors to persistence were 

influenced by positive lived college experiences, academic success and personal 

development support programs at the Native American Centers, family and tribal 

community relationships, financial support, spirituality, and cultural identity (Broughton-

Pretti, 2016).  

Based on the theory of cultural resilience, a study of 19 American Indian college 

students in their last year of undergraduate studies was undertaken by Drywater-

Whitekiller (2010) to uncover, via AI/AN student voices, cultural aspects that have led to 

their persistence in college. Her research question was “How do Native American college 

students utilize cultural resilience as a means to persist in college?” Drywater-Whitekiller 

used criterion- and snowball sampling in her recruiting process. The 19 AI/AN students, 

11 females and 8 males, all diverse tribes, attended four universities in three different 

states with large student bodies that were exclusively AI/AN students. These students 

voiced their different perspectives concerning their direct lived experience in higher 

education and the use of cultural resilience in their persistence. For these students, higher 

education was a way to empower their families and communities. Drywater-Whitekiller 

used interviews to call upon cultural factors that helped these students persist while 

attending predominately White higher education institutions. Talking about and sharing 

the different ways of knowing, unique to every AI/AN population, is important in 

reversing the repression of knowledge that began five centuries ago. Upon analysis of the 
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data gathered in Drywater-Whitekiller’s study, three topics emerged relating to the theory 

of cultural resilience to persisting in college. The three cultural aspects that these AI/AN 

students identified as helping them persist through college were giving back, prayer, and 

family. Drywater-Whitekiller’s study springs from HeavyRunner and Marshal’s (2003) 

theory of cultural resilience (Drywater-Whitekiller, 2010; Joseph, 2015; Strand, 2003). 

Oosahwe (2008) conducted a phenomenological study of AI/AN students to 

understand the lived experiences of Native American students in postsecondary 

institutions. The framework for this study was based on the theory of cultural resilience. 

This study consisted of a series of face-to-face interviews and focus groups conducted at 

a midsize, public, mainstream university having a student population of 25,000 and a 

minority enrollment of 4,570 of which 1,626 were AI/AN. In addition, of the 176 full-

time minority faculty members at this university, 33 were Native American, as the 

number of Native American staff personnel was 233 out of 597 minority staff personnel. 

Native American students at this university came from inside and outside reservation 

communities and were tribally and regionally diverse. 

The researcher used two methods to recruit 13 participants, both undergraduate 

and graduate students: (a) a personal invitation was given at Native American student 

organization meetings and (b) a letter that described the study was sent to the entire 

Native American student population through the Office of American Indian Student 

Services. Oosahwe used five criteria to identify and recruit American Indian students 

proven to be successful in persisting in their college studies: These students had to be 

enrolled in the university, have good academic standing at the university, have accrued a 
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minimum of 60 hours of academic credit, be a member of a federally recognized tribe, 

and have one parent who was also Native American. 

The 13 students participated in focus groups and one-on-one interviews and 

reflected in journal entries. The focus groups concentrated on defining success according 

to these Indian participants who collaborated to tackle difficulties they had experienced in 

college as well as devising problem-solving techniques A cyclic path emerged in the 

analysis of the recorded sessions and from the themes that surfaced from the narratives 

and stories of these Native American students in higher education. The following three 

steps led to college academic success for these AI/AN students. The first step to 

persistence was having a motivating factor that drove the students. The top three 

motivational factors were family, cultural identity, and giving back. The next step in the 

cyclic path was employing three core resources, which were God and prayer, a bicultural 

mentality, and support systems that made it possible for students to be able to overcome 

obstacles. The third step involved developing essential strategies to obtain support, such 

as help seeking, mentorship, and self-efficacy (Oosahwe, 2008).  

Bergstrom (2012) used a bounded, intrinsic, case study of American Indian 

students enrolled in a teacher education program at a large urban university that had a 

total enrollment of over 53,000 students. Her main research questions were “What are the 

factors that influence the retention rate of Native American students enrolled in a 4-year 

teacher education program?” and “What are the students’ perceptions of the factors that 

influence their ability to stay in college until degree completion?” Bergstrom used 

purposeful sampling to obtain her five participants which included two Indian students, 

an Indian tribal community leader, the dean of students at the college, and a faculty 



 

 

75 

member who taught and interacted with Indian students. The framework for her study 

was based on the theory of cultural resilience. 

Analysis of the interviews, documents, field notes, and federal initiatives yielded 

major themes and topics that included (a) cultural identity, (b) the institution, (c) factors 

for success, and (d) barriers to success. As expressed by the two Native students as being 

essential for continuing and completing the teacher education program, the vital themes 

included support from family members, mentorships, having campus relationships with 

faculty, individual learning experiences, and being connected with other American Indian 

students (Bergstrom, 2012). 

Summary of Factors Influencing Postsecondary Enrollment and Persistence for 

AI/AN Students 

Understanding the current research on underrepresented groups, specifically 

AI/AN young adults, and factors influencing their college success may give insight into 

this group and inform this study. The literature provides factors influencing success for 

AI/AN postsecondary students relating to family influence, including transportation 

challenges, financial challenges, experiences of familiarity while at college, pressure to 

succeed academically, pressure to navigate two worlds—school and family, and 

academic endurance. Participants shared three characteristics that helped them navigate 

the academic pipeline: (a) an ability to function biculturally, (2) spirituality, and (3) a 

traditional understanding of reciprocity. AI/ANs also expressed the need for support 

networks as remediation for students who are academically underprepared, including 

counseling services and funding support. 
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The major contributors to persistence were influenced by family support, mentors, 

building relationships on campus, individual learning experiences, connectedness with 

other Native Americans, positive lived college experiences, academic success, and 

personal development support programs at Native American Centers, family and tribal 

community relationships, financial support, spirituality, and cultural identity as being 

essential for continuing and completing. The cultural aspects that led to their persistence 

in college that were identified by AI/AN students are defined as cultural resilience and 

include giving back, prayer, and family. 

The following three steps led to college academic success for AI/AN students. 

The first step to persistence was having a motivating factor that drives the students. The 

top three motivational factors were family, cultural identity, and giving back. The next 

step in the cyclic path was employing three core resources, God and prayer, bicultural 

mentality, and support systems making it possible for students to be able to overcome 

obstacles. The third step involved developing essential strategies to obtain support, such 

as help seeking, mentorship, and self-efficacy. 
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Chapter III 

Methodology 

 
American Indians and Alaskan Natives have the highest dropout rate of all racial 

or ethnic groups in the United States. Dropout rates among these students have not shown 

significant improvement since the implementation of the NCLB in 2001, whose aim was 

to close the achievement gap among different racial/ethnic groups, and ESSA in 2015, 

which has increased the graduation rates across America for all racial and ethnic groups, 

including AI/ANs (Carré, 2017). For well over two centuries, federal education policy 

has failed to meet the educational needs of American Indian students. 

The causes for this high dropout rate can depend on family, school, community, 

and individual factors such as poverty, cultural identity, lack of parent support, and 

feelings of detachment or isolation at school. The predominant effects that these 

individuals experience from dropping out of high school include barriers to college, 

careers, and life activities and increased rates of unemployment, incarceration, and 

mortality. Native American Nations have perpetually had the highest rates of poverty and 

unemployment and the lowest per capita income of any racial/ethnic population in the 

United States. Besides the fact that AI/AN students have the highest high school dropout 

rates, they also have the lowest academic performance rates, the lowest college admission 

rates, and the lowest college retention rates in the nation. As Native Nations try to reverse 

these trends through sustainable economic development, they do so with a limited 

number of educated, skilled AI/AN workers in their communities and with a complicated 

relationship with higher education that obstructs their ability to create a viable workforce 

that will move tribes toward tribal sovereignty and self-governance (Marling, 2012). 
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Research Questions 

For this study, there are three research questions:  

1. What factors––home/family, school, community/tribe/peers, 

self/individual––potentially influence American Indian/Alaska Native 

(AI/AN) high school student, in Grade 9–12, to persist to graduation and 

pursue a postsecondary education or technical training?  

2. What do parents of current AI/AN high school students, grades 9–12, say 

are factors––home/family, school, community/tribe/peers, self/individual–

–that potentially influence persistence to graduation and enrollment in 

postsecondary education or technical training? 

3. What factors––home/family, school, community/tribe/peers, 

self/individual––do AI/AN students currently enrolled in postsecondary 

education or technical training identify as influencing their persistence to 

high school graduation and to pursuing a postsecondary education or 

technical training?  

Research Design 

This was a quantitative descriptive study using a survey instrument as the primary 

data source. The three surveys developed are collectively named, American Indian 

Education Factors (AIEF). These surveys examined familial, school, or educational, 

community/friends/tribal, and self/individual impacts relating to persistence to graduation 

and pursuing a postsecondary/technical education. The survey questionnaires included 

general demographics such as grade, age, gender, specific tribal affiliation, marital status, 

employment, and level of parent’s education attainment. Participant consent was 
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requested at the onset of each survey prior to advancing forward. Personal identifying 

information was not collected in any of the surveys. Appendix B lists the questions 

contained in each of the three surveys. A recruitment flyer contained the active weblinks 

to two of the surveys as the third student survey was sent out via email only upon 

receiving parent permission for the student to participate. Appendix A contains the 

recruitment flyer. 

Demographic Characteristics of Sample 

The target population for this study included AI/AN high school students in 

Grades 9 through 12, 2021 high school graduates, the parents of high school students, 

current AI/AN technical and other postsecondary school students, and 2021 college/trade 

school graduates. At the onset of designing this study, three American Indian Nations of 

Texas were contacted regarding potential interest, specifically, the Alabama-Coushatta of 

Texas, the Ysleta del Sur, and the Kickapoo. The Alabama-Coushatta are located near 

Cleveland, Texas. The Ysleta del Sur are in El Paso and the Kickapoo are located south 

of San Antonio. Only one tribe responded, the Alabama-Coushatta Tribe of Texas in the 

Big Thicket and accepted the request from the investigator for the participation of their 

members in this study. Appendix C contains the Letter of Cooperation written by the 

Tribal Council of the Alabama-Coushatta Tribe of Texas giving enthusiastic consent for 

their members to participate in this study. 

A recruitment flyer was emailed to the Alabama Coushatta Tribe of Texas for 

their distribution to its members. The flyer, which provided participation criteria for the 

surveys and the web links to two of the three surveys, was emailed, printed, and posted 

on various public and private websites and Facebook pages of the tribe. Individuals that 
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had access to the various websites and received the emails and printed flyers were able to 

access and complete two of the surveys. The third survey to high school students was 

dependent upon parental permission after which the survey link was sent to the high 

school student’s email address provided by their parent. 

Therefore, not only did Alabama-Coushatta members respond to the surveys but 

so did other Native Peoples as well as other races and ethnicities, yet only the data of 

those self-identifying as being Native were used to answer the research questions. Of the 

Native respondents, there were 41 different Native tribes identified with two Native 

respondents choosing not to self-identify their Tribal Nation. Tables 2 through 4 provide 

the participant demographics for each study group: high school students/2021 graduates, 

parents of high school students, and technical and other postsecondary students/2021 

graduates. 

Table 2 

AIEF Survey: Participant Demographic Characteristics–High School 

Variable n % 

Ethnicity   
Alabama-Coushatta Tribe of Texas 2 100 

Gender   
Male 1 50 
Female 1 50 

Age (years)   
17 1 50 
19 1 50 

Grade   
12 2 100 

Parents' level of education   
High school graduate 1 50 
Some college 1 50 

Note. N = 2. 
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Table 3 

AIEF Survey: Participant Demographic Characteristics–Parents 

Variable n % 

Ethnicity     
 Alabama-Coushatta Tribe of Texas 8 100.0 

Gender     
Male 4 50.0 
Female 4 50.0 

Age (years)     
38–46 4 50.0 
48–61 4 50.0 

Marital status     
Married/Widowed 4 50.0 
Divorced/Never married 4 50.0 

Employment status     
Full time 7 87.5 
Unemployed looking for work 1 12.5 

Parents' education level   
Less than high school to high school graduate 4 50.0 
Some college to 2-year degree 4  50.0 

Note. N = 8. 
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Table 4 

AIEF Survey: Participant Demographic Characteristics–Postsecondary or Technical 

School Students 

Variables n % Total (%) 

Ethnicity  
  

Alabama-Coushatta Tribe of Texas 17 9.9 
 

Remaining 40 Tribal Nations 155 90.1 100.00 
Gender 

   

Male 107 62.2 
 

Female 85 37.8 100.00 
Age (years) 

   

18–24 86 50.0 
 

25–54 86 50.0 100.00 
Classification in school 

   

First year/Freshman 9 5.2 
 

Second year/Sophomore 29 16.9 
 

Third year/Junior 38 22.1 
 

Fourth year/Senior 34 19.8 
 

Graduate student 24 14.0 
 

2021 College/Trade graduate 38 22.1 100.00 
Marital status 

   

Married 45 26.2 
 

Widowed 4 2.3 
 

 Divorced 2 1.2 
 

Separated 4 2.3 
 

Never married 117 68.0 100.00 
Employment status 

   

Employed full time 52 30.2 
 

Employed part time 51 29.7 
 

Unemployed looking for work 6 3.5 
 

Unemployed not looking for work 1 0.6 
 

Student 62 36.0 100.00 
Parents' education level   

 

Less than high school 39 22.7 
 

High school graduate 72 41.9 
 

Some college 24 14.0 
 

Two-year degree 9 5.2 
 

Four-year degree 15 8.7 
 

Professional degree 13 7.6 100.00 

Note. N = 172. 



 

 

83 

Survey Development 

One of the primary purposes of this study was to explore a topic that is of utmost 

importance in the education of AI/ANs and that the respondents’ answers will 

expectantly highlight. The survey questionnaires were developed based on current 

literature of AI/AN education since no survey existed to model after. Seven individuals 

read over the draft survey to clarify and validate the questions. Of the seven, two were 

high school students, two were college students, and three were parents of high school 

students. Based on their responses and input, some questions in the survey draft were 

combined or eliminated, some were rewritten for more clarity, and suggested questions 

that were relevant to this study were added.  

The three online surveys were developed using Qualtrics online software. Each 

survey began with a consent section that explained the purpose of the survey and contact 

information of the researcher and advisor. Participants were required to mark their 

consent to participate for the survey to continue forward. For the AIEF Parent Permission 

Form, also created in Qualtrics, text fields were provided for parents to input the email 

address of their high school child in Grade 9 through 12, including 2021 graduates, 

giving permission for these minors to participate. Once these fields were filled in and the 

parent signed, the investigator received notice through Qualtrics.  

For the three surveys, AIEF High School Students, AIEF Parents of High 

Students, and AIEF Postsecondary/Technical school Students, the next section asked 

various demographic questions specific to each sample group. The research questions 

followed and were designed on a Likert scale of 1 to 5 (1 = Extremely Important; 2 = 

Very Important; 3 = Moderately Important; 4 = Somewhat Important; and 5 = Not at All 
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Important). The question items were self-rated by the participants as to their importance 

to the four factors–home/family, school, community/tribe/peers, self/individual–that 

potentially influence an AI/AN student to persist to graduation and decide to enroll in a 

postsecondary/technical school were.  

The next two sections that followed asked participants to rank on a scale of 1 to 4, 

with one being the highest and four being the lowest, the importance of each of the four 

factors: home/family, school, community/tribe/peers, self/individual. An optional 

comment field was provided for feedback, comments, or questions regarding the survey. 

Lastly, the participants who chose to enter a randomized drawing for one of 30 $20 Visa 

e-gift cards provided their email address.  

The surveys consist of a total of 62 to 74 questions, including demographics and 

categorical factors. Each participant group had seven questions addressing familial 

factors, seven addressing school factors, seven addressing community/tribal/peer factors, 

and seven addressing individual factors. The current postsecondary/technical school 

students had an additional ten questions regarding factors that currently influence them in 

persisting in their current college/technical school. Lastly, the participant demographic 

section was made up of four questions describing 9th through 12th grade AI/AN students, 

six describing parents of high school students, and six describing currently enrolled 

AI/AN postsecondary/technical school students. 

An example of a question that spans across all four categorical factors is: My 

family . . , my teachers . . , my community . . , I . . . have high expectations of finishing 

high school. The survey was based on a 5-point Likert scale, 1 = Extremely Important to 

5 = Not at All Important. The survey is included in Appendix B.  
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Procedures 

The investigator requested participation from the Alabama Coushatta Tribe of 

Texas through the Education Director, Higher Education Director, and the Tribal 

Council. After receiving Institutional Review Board approval from the University of 

Houston, a zoom session was held with each group noted above to present this research 

study, its importance, as well as request the tribe’s participation. The study was 

welcomed and approved for member participation. A Letter of Cooperation was obtained 

from the Tribal Council by the investigator.  

Two zoom sessions were set up for members of the tribe to meet the investigator, 

learn about the study, and understand the survey access. A recruitment flyer was emailed 

to the Alabama Coushatta Tribe of Texas for their distribution to their members. The 

flyer, which provided participation criteria for the surveys and the web links to two of the 

three surveys, was emailed, printed, and posted on various public and private websites 

and Facebook pages of the tribe. The third survey to high school students was dependent 

upon parental permission after which the survey link was sent to the high school student’s 

email address provided by their parent.  

Participants accessed a website (Qualtrics) to take part in the surveys. There was 

one survey link for parents of high school students, one link for college/technical school 

students, and one for high school students. The survey questionnaires were completed 

one time per participant. Also, the Parent Permission Form was accessible for parents via 

a (Qualtrics) weblink.  

With the distribution of the study details and survey links, which included emails, 

interoffice messages, employee emails, paper copies of the flyer, and multiple websites of 
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the tribe, including business and private, member-only Facebook pages, individuals 

having access were able to access and complete two of the three surveys. These 

respondents were both Native and non-Native and yet, only Native questionnaires were 

included in the analysis for this study. 

Although the surveys were designed to be administered online, the researcher 

provided a three-hour window on one weekend for participants to come to the One Stop 

Store owned by the Alabama Coushatta Tribe of Texas to complete a paper survey. 

During this timeframe, 11 surveys were completed. The data from these in-person 

surveys were imported into the Qualtrics database per specific survey. 

The online surveys were opened for 17 days for participants to begin and finish 

their survey. Once the surveys were closed, the data were downloaded to Excel and 

SPSS. As noted in previous sections, there were only two HS student participants who 

met the criteria, eight parent participants, and 172 participants who were enrolled in 

postsecondary/technical school.  

Analysis 

As indicated, the data for this study were collected by means of a quantitative 

survey questionnaire based on a 5-point Likert scale. To analyze the data and answer the 

research questions, Excel and SPSS software was used. Descriptive statistical analyses, 

including frequencies (counts, percentages), measures of central tendency (mean), and 

measures of variability (range, standard deviation) were conducted to examine how each 

of the four factors were reported as influencing high school completion and college-

going.  
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Crosstabulations were conducted between the mean averages per factor to the 

various demographics asked per sample group. Results of this study are presented in text, 

tables, and figures to describe the overall sample population and to summarize the 

relationship between the four factors– home/family, self/individual, school, and/or 

community/tribe/peers –that were self-reported by the participants to be influential to an 

AI/AN student to persist to graduation and decide to enroll in a postsecondary/technical 

school.  
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Chapter IV 

Results 

AI/AN students have the highest high school dropout rate of all racial or ethnic 

groups in the United States. They also have the lowest academic performance rates as 

well as the lowest college admission and retention rates in the nation. The causes for the 

high AI/AN dropout rate can be attributed to family, school, community, and individual 

factors, such as lack of parent support, feelings of disengagement or isolation at school, 

poverty, and cultural identity. The predominant effects that individuals experience from 

dropping out of high school include barriers to college, careers, and enriching life 

activities as well as increased rates of unemployment, incarceration, and early mortality. 

Native American Nations have perpetually had the highest rates of poverty and 

unemployment and the lowest per capita income of any racial and ethnic population in 

the United States. As Native Nations try to reverse these trends through sustainable 

economic development, they do so with a limited number of educated, skilled AI/AN 

workers in their communities and with a complicated relationship with higher education 

that obstructs their ability to create a viable workforce (Marling, 2012). 

Research Questions 

For this study, there are three research questions:  

1. What factors––home/family, school, community/tribe/peers, 

self/individual––potentially influence American Indian/Alaska Native 

(AI/AN) high school student, in Grade 9–12, to persist to graduation and 

pursue a postsecondary education or technical training?  
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2. What do parents of current AI/AN high school students, grades 9–12, say 

are factors––home/family, school, community/tribe/peers, self/individual–

–that potentially influence persistence to graduation and enrollment in 

postsecondary education or technical training? 

3. What factors––home/family, school, community/tribe/peers, 

self/individual––do AI/AN students currently enrolled in postsecondary 

education or technical training identify as influencing their persistence to 

high school graduation and to pursuing a postsecondary education or 

technical training?  

The data instrument for this research study consisted of four online surveys for 

AI/AN participants inclusive of enrolled high school students in Grades 9 through 12, 

2021 high school graduates, parents of high school students and recent graduates, and 

currently enrolled postsecondary/trade school students including 2021 college/trade 

school graduates. The responses to the survey, titled American Indian Education Factors 

(AIEF), were collected using a Likert Scale of 1 to 5 with 1 = Extremely Important, 2 = 

Very Important, 3 = Moderately Important, 4 = Somewhat Important, and 5 = Not at All 

Important.  

Research Question 1 

The first research question was to ascertain what factors–home/family, 

self/individual, school, and/or community/tribe/peer–potentially influence AI/AN high 

school students in Grades 9 through 12 to persist to graduation and pursue a 

postsecondary education or technical training. Three parent permission responses were 

completed with two of these parents self-identifying as being Native. Therefore, two 
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AI/AN high school students were sent the high school survey link to the email address 

provided by their parents. These high school participants are described as one male and 

one female, both in grade twelve, and both members of the Alabama-Coushatta Tribe. 

The students reported that both parents graduated high school while one of the two 

obtained some college education. There were seven items in each factor which were 

averaged for this study. To help maintain the confidentiality of the participants, they are 

being identified as Participant A and B. Due to the low response rate, further data 

analysis is not possible for this research question. Table 5 lists the factor ratings of these 

participants about high school persistence and enrolling in postsecondary/technical 

school. 

Table 5 

AIEF High School Survey–Part B: Persistence and Part C: College/Trade School 

Enrollment Ratings 

Factors Part B: Persistence Ratings Part C: College/Trade School 
Enrollment Ratings 

Participant A Participant B Participant A Participant B 

Home 1 2 1 2 
School 1 2 1 2 
Community 1 2 1 2 
Self/Individual 1 2 1 2 

Note. The number “1” indicates “Extremely Important” and the number “2” indicates 

“Very Important.” 

The data show that one AI/AN high school participant rated all factors as 

Extremely Important while the other AI/AN high school participant rated all factors as 

Very Important. These two ratings represent the highest ratings across all factors for the 

AI/AN high school students. 
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Research Question 2 

The second research question in this study was to understand what parents of 

current AI/AN high school students in Grades 9 through12 reveal are factors–

home/family, self/individual, school, and/or community/tribe/peers–that potentially 

influence persistence to graduation and enrollment in postsecondary education/technical 

training. The AIEF Parent Survey had seven items for each factor–home, school, 

community, and self/individual–with a focus on both high school persistence and 

college/trade school enrollment.  

AIEF Parent Survey Results–Part B: High School Persistence  

Part B of the AIEF Parent Survey asked about their high school student’s 

persistence toward graduation. Tables 6 displays the descriptive statistics of Home and 

School factors followed by Table 7 of the Community and Self/Individual factors.  

In Table 6, the mean of responses of the Home questions of Part B, ranged from 

1.25 (SD = 0.46) to 1.50 (SD = 0.53). The mean of responses of the School questions, 

ranged from 1.13 (SD = 0.35) to 1.50 (SD = 0.76). The data show that the last six 

questions of the Home factors were rated Extremely Important while only three questions 

of the School factors were rated Extremely Important, questions two through four. Of the 

Home factors, parents reported that their expectations of their child were only Very 

Important while the remaining questions were Extremely Important. Of the School 

factors, parents rated the teachers’ expectations of their child, teachers being supportive 

of their child’s learning, and the school providing tutoring and other programs for their 

child as Extremely Important.  
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Table 6 

Descriptive Statistics of AIEF Parent Survey Part B–High School Persistence: Home and 

School Mean Averages 

Factor

s 

As a parent of a high school student, how 

important are the following instances that have 

helped your child to persist and graduate from 

high school? 

M SD 

Home 1. Having high expectations of my child. 1.50 0.53 

2. Being involved in my child's 
school/extracurricular activities. 

1.25 0.46 

3. Feeling a sense of pride when my child graduates 
from high school. 1.25 0.71 

4. My child's grades and performance in school 
being important to me. 1.25 0.46 

5. Speaking often with my child about their 
schooling and what their goals are after graduating 
from high school. 

1.25 0.46 

6. Regularly discussing and encouraging my child to 
go to college or a technical school after high school. 1.25 0.46 

7. My child having a mentor in our family/extended 
family who cares about them, gives them guidance, 
and motivates them to finish high school and enroll 
in college or a technical school. 

1.38 0.52 

School 1. My child's teachers having high expectations of 
them. 1.50 0.53 

2. My child having a teacher that is very supportive 
of their learning, pushes them to do well in school. 

1.13 0.35 

3. My child's school providing tutoring/programs to 
help them with assignments and learning. 

1.25 0.46 

4. My child's grades and performance in school 
being important to the teachers and administrators at 
school. 

1.38 0.52 

5. My child speaking often with their counselor 
about their classes and their goals after graduating 
from high school. 

1.50 0.76 

6. My child's counselor regularly discussing and 
encouraging them to go to college or a technical 
school after high school. 

1.50 0.76 

7. My child having a mentor in school who cares 
about them, gives them guidance, and motivates 
them to stay in school. 

1.50 0.76 

Note. N = 8; range, 1–5.  
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Table 7 

Descriptive Statistics of AIEF Parent Survey Part B–High School Persistence: 

Community and Self/Individual Mean Averages 

Factors As a parent of a high school student, how 

important are the following instances that 

have helped your child to persist and graduate 

from high school? 

M SD 

Community 1. My child's community/friends having high 
expectations of my child to finish high school. 

1.75 0.89 

2. My child and their friends being involved in 
school/extracurricular activities. 

1.50 0.53 

3. My child and their friends feeling a sense of 
pride when they graduate from high school. 1.00 0.00 

4. My child's grades and performance in school 
being important to our community/my child's 
friends. 

1.63 0.74 

5. My child's community/friends speaking often 
with my child about their schooling and their 
goals after graduating from high school. 

1.75 0.89 

6. My child's community/friends regularly 
discussing and encouraging my child to go to 
college or a technical school after high school. 

1.75 0.89 

7. My child having a mentor in the 
community/friends who cares about my child, 
gives them guidance, and motivates them to stay 
in school. 

1.63 0.74 

Self/Individual 1. My child having high expectations of 
themself. 1.13 0.35 

2. My child being involved in 
school/extracurricular activities. 

1.50 0.53 

3. Economic hardships motivate my child to 
finish high school and/or go to college/technical 
school. 

1.63 0.74 

4. My child's grades and performance in school 
being important to my child. 1.25 0.46 

5. My child being able to talk with others about 
their schooling and what their goals are after 
graduating from high school. 

1.25 0.46 

6. My child having plans to go to college or a 
technical school after high school. 1.38 0.53 

7. My child having a mentor is important to them 
because their mentor cares about them, gives 
them guidance, and motivates them to finish. 

1.38 0.52 

Note. N = 8; range, 1–5. 
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In Table 7, the mean of responses of the Community questions of Part B, ranged 

from 1.00 to 1.75 (SD = 0.89). The mean of responses of the Self/Individual questions 

ranged from 1.13 (SD = 0.35) to 1.63 (SD = 0.74). The data show that all the questions of 

the Community factors, which focus on high school persistence, were rated Very 

Important except for question three, feeling a sense of pride when graduating high school, 

which was rated Extremely Important. In addition, all the questions of the Self/Individual 

factors were rated Extremely Important except for two questions rated at Very Important. 

These two questions related to their child being involved in school programs and 

extracurricular activities and their child experiencing economic hardships which 

motivated them to persist. Tables 6 and 7, regarding high school persistence, lists 15 

questions rated Extremely Important with 13 rated Very Important by the parent 

participants.  

For further analysis, the mean of each of the four factors, home, school, 

community, and self/individual were analyzed in crosstabulations with five of the six 

demographic characteristics of the parent participants (N = 8), which included gender, 

age, employment status, marital status, and parents’ level of education. Tables 8 and 9 

display the parents’ crosstabulations between the factors and demographic characteristics 

regarding the topic of high school persistence.  
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Table 8 

AIEF Parent Survey Responses Part B–High School Persistence: Home and School Crosstabs 

Parent Survey Part B–
Crosstabs 
 
Demographic 
Characteristics 

Home Crosstabs School Crosstabs 

1.00–1.43 1.71–1.86 1.00–1.14 1.86–2.14 

n % n % n % n % 

Gender         

Male 2 25.0 2 25.0 2 25.0 3 37.5 
Female   4 50.0 2 25.0 1 12.5 

Age (years)         

38–46 3 37.5 3 37.5 1 12.5 3 37.5 
48–61 1 12.5 1 12.5 4 50.0   

Employment status         

Employed full time 6 75.0   5 62.5 3 37.5 
Unemployed looking 1 12.5 1 12.5     

Marital status         

Married 3 37.5   1 12.5 2 25.0 
Widowed/Divorced 1 12.5 2 25.0 2 25.0 1 12.5 
Never married 2 25.0   2 25.0   

Parents’ education level         

< High school   1 12.5 1 12.5   

High school graduate 3 37.5   1 12.5 2 25.0 
Some college 3 37.5   3 37.5   

Two-year degree     1 12.5     1 12.5 
Note. N = 8; range, 1–5. 
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Table 9 

AIEF Parent Survey Responses Part B–High School Persistence: Community and Self/Individual Crosstabs 

Parent Survey Part B–
Crosstabs 
 
Demographic 
Characteristics 

Community Crosstabs Self/Individual Crosstabs 

1.00–1.29 1.57–2.29 2.57 1.00–1.14 1.86 

n % n % n % n % n % 

Gender           

Male 2 25.0 2 25.0   2 25.0 3 37.5 
Female 2 25.0 1 12.5 1 12.5 2 25.0 1 12.5 

Age (years)           

38–46   3 37.5 1 12.5 1 12.5 3 37.5 
48–61 4 50.0     4 50.0   

Employment status           

Employed full time 3 37.5 3 37.5 1 12.5 4 50.0 1 12.5 
Unemployed looking 1 12.5     3 37.5   

Marital status           

Married 1 12.5 1 12.5 1 12.5 1 12.5 2 25.0 
Widowed/Divorced 2 25.0 1 12.5   2 25.0 1 12.5 
Never married 1 12.5 1 12.5   2 25.0   

Parents’ education level           

< High school 1 12.5     1 12.5   

High school graduate 1 12.5 1 12.5 1 12.5 1 12.5 2 25.0 
Some college 2 25.0 1 12.5   3 37.5   

Two-year degree     1 12.5         1 12.5 
Note: N = 8; range, 1–5. 
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AIEF Parent Survey Results–Part C: Postsecondary/Technical School Enrollment 

Part C of the AIEF Parent Survey asks about their high school student’s decision 

to enroll in college/trade school. In Part C, the survey had seven items for each factor–

home, school, community, and self/individual–with a focus on college/trade school 

enrollment. Table 10 displays the descriptive statistics of Home and School factors 

regarding postsecondary/technical school enrollment. Table 11 displays the descriptive 

statistics of Community and Self/Individual factors regarding postsecondary/technical 

school enrollment. 

In Table 10, the mean of responses of the Home questions of Part C ranged from 

1.25 (SD = 0.46) to 1.50 (SD = 0.76). The mean of responses of the School questions 

ranged from 1.50 (SD = 0.53) to 1.75 (SD = 0.71). For the Home factors relating to 

enrolling in college, the first three questions were rated Extremely Important while the 

last four were rated Very Important. The three questions pertained to parents having high 

expectations of their children, parents being involved in their child’s school, and parents 

having a sense of pride when their child graduates. For the School factors, all questions 

were rated as Very Important to enrolling in college. These parent participants rated 

Home factors higher than School factors. 
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Table 10 

Descriptive Statistics of AIEF Parent Survey Part C–Enrolling in Postsecondary/Trade 

School: Home and School Mean Averages 

Factors As a parent of a high school student, how important 
are the following instances that have helped your 
child to enroll in college or technical school? 

M SD 

Home 1. Having high expectations of my child. 1.38 0.52 
2. Being involved in my child's school/extracurricular 
activities. 1.25 0.46 

3. Feeling a sense of pride when my child graduates 
from high school. 1.38 0.52 

4. My child's grades and performance in school being 
important to me. 1.50 0.53 

5. Speaking often with my child about their schooling 
and what their goals are after graduating from high 
school. 

1.50 0.76 

6. Regularly discussing and encouraging my child to go 
to college or a technical school after high school. 1.63 0.74 

7. My child having a mentor in our family/extended 
family who cares about them, gives them guidance, and 
motivates them to finish high school and enroll in 
college or a technical school. 

1.63 0.74 

School 1. My child's teachers having high expectations of them. 1.63 0.52 

2. My child having a teacher that is very supportive of 
their learning, pushes them to do well in school. 

1.63 0.74 

3. My child's school providing tutoring/programs to help 
them with assignments and learning. 

1.63 0.52 

4. My child's grades and performance in school being 
important to the teachers and administrators at school. 1.50 0.53 

5. My child speaking often with their counselor about 
their classes and their goals after graduating from high 
school. 

1.75 0.71 

6. My child's counselor regularly discussing and 
encouraging them to go to college or a technical school 
after high school. 

1.75 0.71 

7. My child having a mentor in school who cares about 
them, gives them guidance, and motivates them to stay 
in school. 

1.75 0.71 

Note. N = 8; range, 1–5. 
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Table 11 

Descriptive Statistics of AIEF Parent Survey Part C–Enrolling in Postsecondary/Trade 

School: Community and Self/Individual Mean Averages 

Factors As a parent of a high school student, how 
important are the following instances that have 
helped your child to enroll in college or technical 
school? 

M SD 

Community 1. My child's community/friends having high 
expectations of my child to finish high school. 

1.50 0.76 

2. My child and their friends being involved in 
school/extracurricular activities. 

1.50 0.53 

3. My child and their friends feeling a sense of pride 
when they graduate from high school. 

1.38 0.52 

4. My child's grades and performance in school 
being important to our community/my child's 
friends. 

1.38 0.52 

5. My child's community/friends speaking often with 
my child about their schooling and their goals after 
graduating from high school. 

1.38 0.52 

6. My child's community/friends regularly 
discussing and encouraging my child to go to college 
or a technical school after high school. 

1.50 0.53 

7. My child having a mentor in the 
community/friends who cares about my child, gives 
them guidance, and motivates them to stay in school. 

1.63 0.74 

Self/Individual  1. My child having high expectations of themself. 1.38 0.52 
2. My child being involved in school/extracurricular 
activities. 1.50 0.53 

3. My child experiencing economic hardships that 
motivate them to finish high school and/or go to 
college/technical school. 

1.63 0.52 

4. My child's grades and performance in school 
being important to my child. 1.38 0.52 

5. My child being able to talk with others about their 
schooling and what their goals are after graduating 
from high school. 

1.50 0.53 

6. My child having plans to go to college or a 
technical school after high school. 1.38 0.52 

7. My child having a mentor is important to them 
because their mentor cares about them, gives them 
guidance, and motivates them to finish. 

1.50 0.76 

Note. N = 8; range, 1–5. 
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In Table 11, the mean of responses of the Community questions in Part C ranged 

from 1.38 (SD = 0.52) to 1.63 (SD = 0.74) with the mean of responses of the 

Self/Individual questions range from 1.38 (SD = 0.52) to 1.63 (SD = 0.52). Four of the 

Community factor questions on college/trade school enrollment were rated as Very 

Important while three were rated Extremely Important. Of the Self/Individual factors on 

college/trade school enrollment, the rating pattern repeats. The data shows that both 

Community and Self/Individual factors each had only three ratings of Extremely 

Important. For the Self/Individual questions that were rated Extremely Important, the 

child’s high expectations of themselves, maintaining grades and academic performance, 

and having plans to go on to college/trade school made the highest rating. Tables 10 and 

11, regarding college/trade school enrollment, list nine questions rated Extremely 

Important while nineteen were rated Very Important by the parent participants.  

Mean averages of the four factors, home, school, community, and self/individual 

were analyzed in crosstabulations with five of the six demographic characteristics of the 

parent participants (N = 8): gender, age, employment status, marital status, and parents’ 

level of education. Tables 12 and 13 display the parents’ crosstabulations between the 

factors and demographic characteristics regarding the topic of college/trade school 

enrollment.  
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Table 12 

AIEF Parent Survey Responses Part C–College/Trade School Enrollment: Home and School Crosstabs 

Parent Survey Part C–
Crosstabs 
 
Demographic 
Characteristics 

Home Crosstabs School Crosstabs 

1.00–1.43 1.86–2.43 1.00 1.71–2.43 

n % n % n % n % 

Gender                 
Male 2 25.0 2 25.0 2 25.0 2 25.0 
Female 3 37.5 1 12.5 1 12.5 3 37.5 

Age (years)                 
38–46 1 12.5 3 37.5     3   
48–61 4 50.0     4 50.0 1 12.5 

Employment status                 
Employed full time 4 50.0 3 37.5 2 25.0 5 62.5 
Unemployed looking 1 12.5     1 12.5     

Marital status                 
Married 1 12.5 2 25.0 1 12.5 2 25.0 
Widowed/Divorced 2 25.0 1 12.5 2 25.0 1 12.5 
Never married 2 25.0         2 25.0 

Parents’ education level                 
< High school 1 12.5     1 12.5     
High school graduate 1 12.5 2 25.0 1 12.5 2 25.0 
Some college 3 37.5     1 12.5 2 25.0 
Two-year degree     1 12.5     1 12.5 

Note. N = 8, range, 1–5.  
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Table 13 

AIEF Parent Survey Responses Part C–College/Trade School Enrollment: Community and Self/Individual Crosstabs 

Parent Survey Part C–
Crosstabs 
 
Demographic 
Characteristics 

Community Crosstabs Self/Individual Crosstabs 
1.00–1.43 2.00–2.29 1.00–1.43 2.00–2.14 

n % n % n % n % 

Gender                 
Male 2 50.0 2 50.0 2 25.0 2 25.0 
Female 3 37.5 1 12.5 3 37.5 1 12.5 

Age (years)                 
38–46 1 12.5 3 37.5 1 12.5 3 37.5 
48–61 4 50.0     4 50.0     

Employment status                 
Employed full time 4 50.0 3 37.5 4 50.0 3 37.5 
Unemployed looking 1 12.5     1 12.5     

Marital status                 
Married 1 12.5 2 25.0 1 12.5 2 25.0 
Widowed/Divorced 2 25.0 1 12.5 2 25.0 1 12.5 
Never married 2 25.0     2 25.0     

Parents’ education level                 
< High school 1 12.5     1 12.5     
High school graduate 1 12.5 2 25.0 1 12.5 2 25.0 
Some college 3 37.5     3 37.5     
Two-year degree     1 12.5     1 12.5 

Note. N = 8; range, 1–5.  
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AIEF Parent Survey Results–Part D: Ranking Home, School, Community, 

Self/Individual  

The last section of the parents’ survey, Part D, included two sets of ranking. The 

first ranked home, school, community, and self/individual factors to high school 

persistence, The second ranked home, school, community, and self/individual factors to 

college/trade school enrollment. Although there were eight participants, three did not 

rank either set from highest to lowest and therefore only five of the eight parent 

participants rankings are tabulated.  These five participants ranked both high school 

persistence and college/trade school enrollment the same per factor, see Table 14. 

Table 14 

AIEF Parent Survey Part D: Frequencies of Both High School Persistence & 

College/Trade School Enrollment Rankings, in Percent 

Persistence 
Factors 

Ranked 1 Ranked 2 Ranked 3 Ranked 4 

Home 0 60 40 0 

School 20 20 40 20 

Community 0 0 20 80 

Self/Individual 80 20 0 0 

Note: N = 8; Ranking: 1 = Highest and 4 = Lowest. 
 

With regards to persistence and college/trade school enrollment, Self/Individual 

was ranked as highest importance by the most respondents, 80%. Participants ranked 

Home second importance by the most respondents, 60%, whereas for School factors, 

40% of most respondents ranked it third highest importance. Lastly, 80% of respondents 
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ranked Community factors as lowest importance, ranking it 4th out of 4, among these four 

factors. 

Research Question 3 

The third question of this study was to learn the factors–home/family, 

self/individual, school, and/or community/tribe/peer–that currently enrolled AI/AN 

postsecondary education/technical students identified as influential in their persistence to 

high school graduation and in pursuing a postsecondary education/technical training. 

Tables 15 and 16 display the descriptive statistics of Part B of the AIEF 

Postsecondary/Technical School Survey which asks about high school persistence on the 

seven items per factor–home/family, self/individual, school, and/or 

community/tribe/peer. Tables 21 and 22 display the descriptive statistics of Part C of the 

AIEF Postsecondary/Technical School Survey which asks about college/trade school 

enrollment on the seven items per factor–home/family, self/individual, school, and/or 

community/tribe/peer. 

AIEF Postsecondary or Technical School Survey Results–Part B: High School 

Persistence  

Part B of the AIEF Postsecondary/Technical School Survey asks about their high 

school persistence. For Part B the survey had seven items for each factor–home, school, 

community, and self/individual–with a focus on high school persistence. For this sample 

group (N = 172), Table 15 displays the descriptive statistics of Home and School factors, 

and Table 16 displays the descriptive statistics of Community and Self/Individual factors. 

On Table 15 the Home questions of Part B, the mean ranged from 2.14 (SD = 

0.91) to 2.56 (SD = 0.91). Across the School questions, the mean ranged from 2.06 (SD = 
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0.86) to 2.57 (SD = 1.05). For the Home factor questions to postsecondary/technical 

students regarding high school persistence, five were rated at Very Important and two 

Moderately Important. Four of the School factor questions were rated as Very Important 

with three rated Moderately Important. These college/trade school participants noted that 

their parents being involved in their child’s school and having conversations with family 

about future college/trade school goals were only Moderately Important. In addition, the 

school having tutoring/programs, grades and performance being important by teachers, 

and speaking often with their counselors about future schooling plans were also rated 

only Moderately Important. The data shows that the most frequent respondent rating was 

Very Important while no questions were rated as Extremely Important. 
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Table 15 

Descriptive Statistics of AIEF Postsecondary or Technical School Survey Part B–High 

School Persistence: Home and School Mean Averages 

Factor
s 

As you think back to when you were a high school 
student, how important were the following instances 
in helping you graduate from high school? 

M SD 

Home 1. My parents having high expectations of me. 2.19 0.84 
2. My parents being involved in my 
school/extracurricular activities. 2.56 0.91 

3. Seeing my parents/grandparents proud when I 
graduated from high school. 2.49 0.99 

4. My grades and performance in school being important 
to my parents/family. 2.44 1.04 

 5. My family often speaking with me about my 
schooling and my goals after graduating from high 
school. 

2.53 1.07 

 6. My parents regularly discussing and encouraging me 
to go to college or a technical school after high school. 2.29 0.92 

7. Having a mentor in my extended family who cared 
about me, gave me guidance, and motivated me to finish 
high school and enroll in college or a technical school. 

2.14 0.91 

School 
1. My teachers having high expectations of me. 2.24 0.9 

2. Having a teacher that was very supportive of my 
learning, pushed me to do well in school. 2.46 0.97 

3. My school providing tutoring/programs to help me 
with my assignments and learning. 2.5 1.05 

4. My grades and performance in school being important 
to my teachers and administrators at school. 2.57 1.05 

5. Speaking often with my counselor about my classes 
and my goals after graduating from high school. 2.53 1.03 

6. My counselor regularly discussing and encouraging 
me to go to college or a technical school after high 
school. 

2.48 1.03 

7. Having a mentor in school who cared about me, gave 
me guidance, and motivated me to stay in school. 2.06 0.86 

Note. N = 172; range, 1–5.  
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Table 16 

Descriptive Statistics of AIEF Postsecondary or Technical School Survey Part B–High 

School Persistence: Community and Self/Individual Mean Averages 

Factors As you think back to when you were a high 
school student, how important were the following 
instances in helping you graduate from high 
school? 

M SD 

Community 1. My community/friends having high expectations 
of me. 2.48 1.02 

2. My friends and I being involved in 
school/extracurricular activities. 2.62 1.02 

3. My community/friends would be proud of me 
when I graduate from high school. 2.69 1.12 

4. My grades and performance in school being 
important to my community/friends. 2.77 1.05 

5. Speaking often with my community/friends about 
my schooling and my goals after graduating from 
high school. 

2.67 1.04 

6. My community/friends regularly discussing and 
encouraging me to go to college or a technical 
school after high school. 

2.35 0.91 

7. Having a mentor in my community/friends who 
cared about me, gave me guidance, and motivated 
me to stay in school. 

2.20 0.93 

Self/Individua
l 1. Having high expectations of myself. 2.09 0.83 

2. Being involved in my school/extracurricular 
activities. 2.56 0.99 

3. Experiencing economic hardships motivated me 
to finish high school and/or go to college/technical 
school. 

2.62 1.13 

4. My grades and performance in school being 
important to me. 2.40 0.93 

5. Talking with others about my schooling and my 
goals after graduating from high school. 2.48 0.96 

6. Having plans to go to college or a technical 
school after high school. 2.21 0.93 

7. Having a mentor was important to me because 
they cared about me, gave me guidance, and 
motivated me to finish. 

2.06 0.82 

Note. N = 172; range, 1–5. 
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On Table 16, across the Community questions of Part B, the mean ranged from 

2.20 (SD = 0.93) to 2.77 (SD = 1.05). and across the Self/Individual questions, the mean 

ranged from 2.06 (SD = 0.83) to 2.62 (SD =1.13). Three of the Community factor 

questions on high school persistence were rated as Very Important while four were rated 

as Moderately Important. In contrast, five of the Self/Individual factors on high school 

persistence were rated as Very Important with two rating at Moderately Important. The 

data show that having expectations for self and amongst friends, getting encouragement 

from community/friends and having a mentor within their community/friends were Very 

Important to these college/trade school students. These participants noted that being 

involved in extracurricular activities/programs and experiencing economic hardships 

were only Moderately Important in their high school persistence. Tables 15 and 16, 

regarding high school persistence, lists 11 questions rated Moderately Important with 17 

rated Very Important by the college/trade school participants. 

From the surveys completed, the mean averages of the four factors–home, school, 

community, and self/individual–were analyzed in crosstabulations with five of the six 

demographic characteristics of the postsecondary/technical school participants (N = 172) 

which included gender, age, employment status, marital status, and parents’ level of 

education. Tables 17 through 20 display the college/trade school participants’ 

crosstabulations between the factors and demographic characteristics regarding the topic 

of high school persistence.  
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Table 17 

AIEF Postsecondary or Technical School Survey Responses Part B–High School 

Persistence: Home Crosstabs 

Postsecondary or 
Technical Survey Part B–
Crosstabs 
 
Demographic 
Characteristics 

Home Crosstabs 

1.00–1.43 1.57–2.43 2.57–3.43 3.57–4.43 

n % n % n % n % 

Gender                 
Male 8 4.7 45 26.2 51 29.7 3 1.7 
Female 15 8.7 23 13.4 26 15.1 1 0.6 

Age (years)                 
18–24 3 1.7 35 20.3 41 23.8 2 1.2 
25–54 15 8.7 33 19.2 36 20.9 2 1.2 

Classification in 
college/Trade school                 

Freshman, sophomore 1 0.6 12 7.0 23 13.4 2 1.2 
Junior, senior 11 6.4 22 12.8 39 22.7     
Graduate student 9 5.2 9 5.2 5 2.9 1 0.6 
2021 graduate 2 1.2 25 14.5 10 5.8 1 0.6 

Employment status                 
Employed full time 10 5.8 21 12.2 21 12.2     
Employed part time 4 2.3 26 15.1 21 12.2     
Unemployed 1 0.6 3 1.7 2 1.2 1 0.6 
Student 8 4.7 18 10.5 33 19.2 3 1.7 

Marital status                 
Married 4 2.3 12 7.0 28 16.3 1 0.6 
Widowed/Divorced, 
Separated 3 1.7 3 1.7 4 2.3     

Never married 16 9.3 53 30.8 45 26.2 3 1.7 
Parents’ education level                 

< High school   0.0 17 9.9 21 12.2 1 0.6 
High school graduate 3 1.7 23 13.4 43 25.0 3 1.7 
Some college, two-year 
degree 11 6.4 11 6.4 11 6.4 11 6.4 

Four-year degree 4 2.3 10 5.8 1 0.6     
Professional degree 5 2.9 7 4.1 1 0.6     

Note. N = 172; range, 1–5.  
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Table 18 

AIEF Postsecondary or Technical School Survey Responses Part B–High School 

Persistence: School Crosstabs 

Postsecondary or 
Technical Survey Part 
B–Crosstabs 
 
Demographic 
Characteristics 

School Crosstabs 

1.14–1.43 1.57–2.43 2.57–3.43 3.57–3.71 

n % n % n % n % 

Gender                 
Male 12 7.0 47 27.3 44 25.6 4 2.3 
Female 7 4.1 21 12.2 34 19.8 3 1.7 

Age (years)                 
18–24 9 5.2 37 21.5 42 24.4 3 1.7 
25–54 10 5.8 34 19.8 33 19.2 4 2.3 

Classification in 
college/Trade school                 

Freshman, sophomore 2 1.2 12 7.0 21 12.2 3 1.7 
Junior, senior 11 6.4 17 9.9 44 25.6     
Graduate student 4 2.3 14 8.1 6 3.5     
2021 graduate 2 1.2 25 14.5 7 4.1 4 2.3 

Employment status                 
Employed full time 9 5.2 20 11.6 19 11.0 4 2.3 
Employed part time 4 2.3 21 12.2 26 15.1     
Unemployed     5 2.9 2 1.2     
Student 6 3.5 22 12.8 31 18.0 3 1.7 

Marital status                 
Married 4 2.3 12 7.0 28 16.3 1 0.6 
Widowed/Divorced, 
Separated 2 1.2 4 2.3 3 1.7 1 0.6 

Never married 13 7.6 52 30.2 47 27.3 5 2.9 
Parents’ education level                 

< High school 2 1.2 15 8.7 22 12.8     
High school graduate 4 2.3 24 14.0 40 23.3 4 2.3 
Some college, two-
year degree 10 5.8 13 7.6 9 5.2 1 0.6 

Four-year degree     9 5.2 5 2.9 1 0.6 
Professional degree 3 1.7 7 4.1 2 1.2 1 0.6 

Note. N = 172; range, 1–5.  
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Table 19 

AIEF Postsecondary or Technical School Survey Responses Part B–High School 

Persistence: Community Crosstabs 

Postsecondary or 
Technical Survey Part 
B–Crosstabs 
 
Demographic 
Characteristics 

Community Crosstabs 

1.14–1.43 1.57–2.43 2.57–3.43 3.57–4.43 5.00 

n % n % n % n % n % 

Gender 
          

Male 9 5.2 39 22.7 55 32.0 4 2.3   
Female 8 4.7 18 10.5 31 18.0 7 4.1 1 0.6 

Age (years)           
18–24 5 2.9 28 16.3 57 33.1 6 3.5   
25–54 12 7.0 27 15.7 32 18.6 5 2.9   

Classification in 
college/Trade school 

  
        

Freshman, sophomore 1 0.6 5 2.9 27 15.7 5 2.9   
Junior, senior 9 5.2 18 10.5 42 24.4 3 1.7   
Graduate student 6 3.5 10 5.8 6 3.5 1 0.6 1 0.6 
2021 graduate 1 0.6 24 14.0 11 6.4 2 1.2   

Employment status 
          

Employed full time 8 4.7 19 11.0 23 13.4 2 1.2   
Employed part time 2 1.2 24 14.0 23 13.4 2 1.2   
Unemployed   5 2.9 1 0.6 1 0.6   
Student 7 4.1 9 5.2 39 22.7 6 3.5 1 0.6 

Marital status           
Married 3 1.7 11 6.4 27 15.7 3 1.7 1 0.6 
Widowed/Divorced, 
Separated 3 1.7 4 2.3 2 1.2 1 0.6   

Never married 11 6.4 42 24.4 57 33.1 7 4.1   
Parents’ education level 

          
< High school 1 0.6 10 5.8 28 16.3     
High school graduate 2 1.2 19 11.0 41 23.8 9 5.2 1 0.6 
Some college, Two-
year degree 12 7.0 10 5.8 10 5.8 1 0.6   

Four-year degree   10 5.8 4 2.3 1 0.6   
Professional degree 2 1.2 8 4.7 3 1.7     

Note. N = 172; range, 1–5.   
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Table 20 

AIEF Postsecondary or Technical School Survey Responses Part B–High School 

Persistence: Self/Individual Crosstabs 

Postsecondary or 
Technical Survey Part B–
Crosstabs 
 
Demographic 
Characteristics 

Self – Individual Crosstabs 

1.00–1.43 1.57–2.43 2.57–3.43 3.57–3.86 

n % n % n % n % 

Gender 
        

Male 7 4.1 51 29.7 46 26.7 3 1.7 
Female 10 5.8 29 16.9 24 14.0 2 1.2 

Age (years) 
        

18–24 10 5.8 39 22.7 41 23.8 6 3.5 
25–54 11 6.4 36 20.9 29 16.9 

  

Classification in 
college/Trade school 

        

Freshman, sophomore 1 0.6 10 5.8 23 13.4 4 2.3 
Junior, senior 9 5.2 30 17.4 33 19.2 

  

Graduate student 6 3.5 13 7.6 5 2.9 
  

2021 graduate 1 0.6 27 15.7 9 5.2 1 0.6 
Employment status 

        

Employed full time 8 4.7 25 14.5 19 11.0 
  

Employed part time 1 0.6 31 18.0 19 11.0 
  

Unemployed 1 0.6 3 1.7 3 1.7 
  

Student 7 4.1 21 12.2 29 16.9 5 2.9 
Marital status 

        

Married 2 1.2 21 12.2 22 12.8 
  

Widowed/Divorced, 
Separated 

3 1.7 3 1.7 4 2.3 
  

Never married 12 7.0 56 32.6 44 25.6 5 2.9 
Parents’ education level 

        

< High school 
  

18 10.5 20 11.6 1 0.6 
High school graduate 1 0.6 28 16.3 40 23.3 3 1.7 
Some college, two-year 
degree 

10 5.8 13 7.6 10 5.8 
  

Four-year degree 1 0.6 14 8.1 
    

Professional degree 5 2.9 7 4.1 
  

1 0.6 
 Note. N = 172; range, 1–5.  
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AIEF Postsecondary or Technical School Survey Results–Part C: College/Trade 

School Enrollment  

AIEF Postsecondary/Technical School Survey Part C, with a focus on 

college/trade school enrollment, was made up of seven items per factor–home, school, 

community, and self/individual. Tables 21 and 22 display the descriptive statistics of Part 

C of the AIEF Postsecondary/Technical School Survey which examined factors related to 

college/trade school enrollment. 

In Table 21 the mean across the Home questions of Part C regarding enrolling in 

college/trade school ranged from 2.10 (SD = 0.90) to 2.56 (SD = 0.94). The mean across 

the School questions ranged from 2.13 (SD = 0.85) to 2.62 (SD = 0.97). College/trade 

school participants rated Home factors regarding college/trade school enrollment Very 

Important on four questions and three Moderately Important. These participants rated five 

questions of the school factors Very Important and two Moderately Important. 

Comparing these two factors, college/trade school participants rated more school-related 

factors higher than home factors than did parents, marking a new trend in the data of this 

study.  
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Table 21 

Descriptive Statistics of AIEF Postsecondary or Technical School Survey Part C–

Enrolling in College/Trade School: Home and School Mean Averages 

Factors As you think back to when you were a high school 
student, how important were the following examples 
about yourself that helped you decide to enroll in 
college or technical school? 

M SD 

Home 1. My parents having high expectations of me. 2.11 0.85 

2. My parents being involved in my school/extracurricular 
activities. 2.51 1.01 

3. Seeing my parents/grandparents proud when I graduated 
from high school. 2.51 0.95 

4. My grades and performance in school being important 
to my parents/family. 2.56 0.94 

5. My family often speaking with me about my schooling 
and my goals after graduating from high school. 2.42 0.97 

6. My parents regularly discussing and encouraging me to 
go to college or a technical school after high school. 2.29 0.96 

7. Having a mentor in my extended family who cared 
about me, gave me guidance, and motivated me to finish 
high school and enroll in college or a technical school. 

2.10 0.90 

School 
1. My teachers having high expectations of me. 2.20 0.84 

2. Having a teacher that was very supportive of my 
learning, pushed me to do well in school. 2.45 0.97 

3. My school providing tutoring/programs to help me with 
my assignments and learning. 2.48 0.99 

4. My grades and performance in school being important 
to my teachers and administrators at school. 2.62 0.97 

5. Speaking often with my counselor about my classes and 
my goals after graduating from high school. 2.58 1.04 

6. My counselor regularly discussing and encouraging me 
to go to college or a technical school after high school. 2.40 1.10 

7. Having a mentor in school who cared about me, gave 
me guidance, and motivated me to stay in school. 2.13 0.85 

Note. N = 172; range, 1–5.  
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Table 22 

Descriptive Statistics of AIEF Postsecondary or Technical School Survey Part C–

Enrolling in College/Trade School: Community and Self/Individual Mean Averages 

Factors As you think back to when you were a high school 
student, how important were the following 
examples about yourself that helped you decide to 
enroll in college or technical school? 

M SD 

Community 1. My community/friends having high expectations 
of me. 2.40 0.93 

2. My friends and I being involved in 
school/extracurricular activities. 2.65 1.01 

3. My community/friends would be proud of me 
when I graduate from high school. 2.70 1.06 

4. My grades and performance in school being 
important to my community/friends. 2.67 1.04 

5. Speaking often with my community/friends about 
my schooling and my goals after graduating from 
high school. 

2.67 1.01 

6. My community/friends regularly discussing and 
encouraging me to go to college or a technical school 
after high school. 

2.43 0.99 

7. Having a mentor in my community/friends who 
cared about me, gave me guidance, and motivated 
me to stay in school. 

2.18 0.93 

Self 
Individual 1. Having high expectations of myself. 2.22 0.95 

2. Being involved in my school/extracurricular 
activities. 2.48 0.98 

3. Experiencing economic hardships motivated me to 
finish high school and/or go to college/technical 
school. 

2.53 1.03 

4. My grades and performance in school being 
important to me. 2.49 1.06 

5. Talking with others about my schooling and my 
goals after graduating from high school. 2.55 1.00 

6. Having plans to go to college or a technical school 
after high school. 2.31 0.85 

7. Having a mentor was important to me because 
they cared about me, gave me guidance, and 
motivated me to finish 

2.07 0.90 

Note. N = 172; range, 1–5. 
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In Table 22 the mean across the Community questions in Part C range are from 

2.18 (SD = 0.93) to 2.70 (SD = 1.06) with the mean across the Self/Individual ranging 

from 2.07 (SD = 0.90) to 2.55 (SD = 1.00). 

College/trade school participants rated Community factors regarding college/trade 

school enrollment Very Important on three questions and four Moderately Important. 

These participants rated five questions of the Self/Individual factors Very Important and 

two Moderately Important. Comparing these two factors, college/trade school 

participants rated more Self/Individual factors higher than Community factors which is 

like the Parent Survey data of this study. Tables 21 and 22, regarding college/trade school 

enrollment, list 17 questions rated Very Important with 11 questions rated Moderately 

Important by the college/trade school participants. 

Mean averages of the four factors–home, school, community, and self/individual–

were analyzed in crosstabulations with the five of the six demographic characteristics of 

the postsecondary/trade school participants (N = 172) which included gender, age, 

classification in college/trade school, employment status, marital status, and parents’ 

level of education. Tables 23 through 26 display the postsecondary/trade school 

crosstabulations between the factors and demographic characteristics regarding 

college/trade school enrollment.
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Table 23 

AIEF Postsecondary or Technical School Survey Responses Part C–Enrolling in 

College/Trade School: Home Crosstabs 

Postsecondary or 
Technical Survey Part 

C–Crosstabs 
 

Demographic 
Characteristics 

Home Crosstabs 

1.00–1.43 1.57–2.43 2.57–3.43 3.57–4.43 

n % n % n % n % 

Gender                 
Male 10 5.8 51 29.7 44 25.6 2 1.2 
Female 10 5.8 27 15.7 25 14.5 3 1.7 

Age (years)                 
18–24 11 6.4 39 22.7 42 24.4 4 2.3 
25–54 29 16.9 33 19.2 3 1.7 11 6.4 

Classification in 
college/Trade school                 

Freshman, sophomore 1 0.6 10 5.8 24 14.0 3 1.7 
Junior, senior 8 4.7 33 19.2 31 18.0     
Graduate student 7 4.1 11 6.4 5 2.9 1 0.6 
2021 graduate 4 2.3 24 14.0 9 5.2 1 0.6 

Employment status                 
Employed full time 10 5.8 24 14.0 17 9.9 1 0.6 
Employed part time 2 1.2 31 18.0 18 10.5     
Unemployed     4 2.3 3 1.7     
Student 8 4.7 19 11.0 31 18.0 4 2.3 

Marital status                 
Married 2 1.2 19 11.0 23 13.4 1 0.6 
Widowed/Divorced, 
Separated 3 1.7 4 2.3 3 1.7     

Never married 15 8.7 55 32.0 43 25.0 4 2.3 
Parents’ education level                 

< High school 2 1.2 14 8.1 21 12.2 2 1.2 
High school graduate 3 1.7 30 17.4 37 21.5 2 1.2 
Some college to two-
year degree 10 5.8 12 7.0 10 5.8 1 0.6 

Four-year degree     15 8.7         
Professional degree 5 2.9 7 4.1 1 0.6     

Note. N = 172; range, 1–5.  
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Table 24 

AIEF Postsecondary or Technical School Survey Responses Part C–Enrolling in 

College/Trade School: School Crosstabs 

Postsecondary or 
Technical Survey  
Part C–Crosstabs 
 
Demographic 
Characteristics 

School Crosstabs 

1.00–
1.43 

1.57– 
2.43 

2.57– 
3.43 

3.57– 
4.29 4.86 

n % n % n % n % n % 

Gender                     
Male 8 4.7 53 30.8 42 24.4 3 1.7 1 0.6 
Female 9 5.2 22 12.8 31 18.0 3 1.7     

Age (years)                     
18–24 11 6.4 34 19.8 45 26.2 5 2.9 1 0.6 
25–54 9 5.2 36 20.9 29 16.9 2 1.2     

Classification in 
college/Trade school                     

Freshman, sophomore 2 1.2 11 6.4 21 12.2 4 2.3     
Junior, senior 10 5.8 25 14.5 37 21.5         
Graduate student 5 2.9 13 7.6 5 2.9 1 0.6     
2021 graduate     26 15.1 10 5.8 1 0.6 1 0.6 

Employment status                     
Employed full time 6 3.5 25 14.5 18 10.5 3 1.7     
Employed part time 3 1.7 28 16.3 20 11.6         
Unemployed 1 0.6 2 1.2 4 2.3         
Student 7 4.1 20 11.6 31 18.0 3 1.7     

Marital status                     
Married 2 1.2 20 11.6 23 13.4         
Widowed/Divorced, 
Separated 2 1.2 3 1.7 4 2.3 1 0.6     

Never married 13 7.6 52 30.2 46 26.7 5 2.9 1 0.6 
Parents’ education level                     

< High school 1 0.6 17 9.9 19 11.0 2 1.2     
High school graduate 3 1.7 27 15.7 40 23.3 2 1.2     
Some college to two-
year degree 9 5.2 13 7.6 9 5.2 2 1.2     

Four-year degree 1 0.6 10 5.8 4 2.3         
Professional degree 3 1.7 8 4.7 1 0.6     1 0.6 

Note. N = 172; range, 1–5.  
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Table 25 

AIEF Postsecondary or Technical School Survey Responses Part C–Enrolling in 

College/Trade School: Community Crosstabs 

Postsecondary or 
Technical Survey  
Part C–Crosstabs 
 
Demographic 
Characteristics 

Community Crosstabs 

1.00–1.43 1.57–2.43 2.57–3.43 3.57–4.43 5.00 

n % n % n % n % n % 

Gender                     
Male 9 5.2 42 24.4 52 30.2 4 2.3     
Female 6 3.5 21 12.2 31 18.0 6 3.5 1 0.6 

Age (years)                     
18–24 8 4.7 32 18.6 51 29.7 5 2.9     
25–54 10 5.8 27 15.7 33 19.2 6 3.5     

Classification in 
college/Trade school                     

Freshman, 
sophomore 1 0.6 3 1.7 31 18.0 3 1.7     

Junior, senior 7 4.1 24 14.0 39 22.7 2 1.2     
Graduate student 6 3.5 10 5.8 6 3.5 1 0.6 1 0.6 
2021 graduate 1 0.6 26 15.1 7 4.1 4 2.3     

Employment status                     
Employed full time 6 3.5 23 13.4 18 10.5 5 2.9     
Employed part time 3 1.7 25 14.5 22 12.8 1 0.6     
Unemployed 1 0.6 2 1.2 4 2.3         
Student 5 2.9 13 7.6 39 22.7 4 2.3 1 0.6 

Marital status                     
Married 2 1.2 15 8.7 25 14.5 2 1.2 1 0.6 
Widowed/Divorced
, Separated 1 0.6 5 2.9 3 1.7 1 0.6     

Never married 12 7.0 43 25.0 55 32.0 7 4.1     
Parents’ education 
level                     

< High school 2 1.2 8 4.7 29 16.9         
High school 
graduate 2 1.2 21 12.2 43 25.0 5 2.9 1 0.6 

Some college to 
two-year degree 8 4.7 15 8.7 8 4.7 2 1.2     

Four-year degree 1 0.6 10 5.8 2 1.2 2 1.2     
Professional degree 2 1.2 9 5.2 1 0.6 1 0.6     

Note. N = 172; range, 1–5.  
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Table 26 

AIEF Postsecondary or Technical School Survey Responses Part C–Enrolling in 

College/Trade School: Self/Individual Crosstabs 

Postsecondary or 
Technical Survey 
Part C–Crosstabs 
 
Demographic 
Characteristics 

Self/Individual Crosstabs 

1.00 -1.43 1.57 -2.43 2.57 -3.43 3.57 - 4.00 

n % n % n % n % 

Gender                 
Male 9 5.2 50 29.1 45 26.2 3 1.7 
Female 8 4.7 27 15.7 29 16.9 1 0.6 

Age (years)                 
18–24 9 5.2 40 23.3 42 24.4 5 2.9 
25–54 10 5.8 33 19.2 33 19.2     

Classification in 
college/Trade school                 

Freshman, sophomore 1 0.6 11 6.4 23 13.4 3 1.7 
Junior, senior 8 4.7 29 16.9 35 20.3     
Graduate student 7 4.1 11 6.4 6 3.5     
2021 graduate 1 0.6 26 15.1 10 5.8 1 0.6 

Employment status                 
Employed full time 7 4.1 28 16.3 17 9.9     
Employed part time 2 1.2 27 15.7 22 12.8     
Unemployed     3 1.7 4 2.3     
Student 8 4.7 19 11.0 31 18.0 4 2.3 

Marital status                 
Married 2 1.2 19 11.0 24 14.0     
Widowed/Divorced, 
Separated 3 1.7 4 2.3 3 1.7     

Never married 12 7.0 54 31.4 47 27.3 4 2.3 
Parents’ education level                 

< High school 2 1.2 11 6.4 25 14.5 1 0.6 
High school graduate 2 1.2 28 16.3 40 23.3 2 1.2 
Some college to two-
year degree 10 5.8 15 8.7 8 4.7     

Four-year degree     14 8.1 1 0.6     
Professional degree 3 1.7 9 5.2     1 0.6 

Note. N = 172; range, 1–5. 
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AIEF Postsecondary or Technical School Survey Results–Part D: Ranking Home, 

School, Community, Self/Individual  

The next section of the college/trade school survey, Part D, included two sets of 

ranking. The participants first ranked the importance of home, school, community, and 

self/individual factors as related to high school persistence, see Table 27. Then they 

ranked the importance of home, school, community, and self/individual factors to 

college/trade school enrollment, see Table 28. 

With regards to persistence in high school, Home was ranked as highest 

importance by the most respondents, 37.8%. Meanwhile, nearly half (47.7%) of 

respondents rated Community factors as lowest importance among these four factors. 

Both School and Self/Individual had a spread of rankings within each group. Participants 

ranked School as second most importance by the most respondents, 39.5%, whereas 36% 

also ranked School as third most importance of the factors. For Self/Individual factors, 

33.1% ranked it as highest importance of the factors whereas 32% also ranked it as 

lowest importance among the four factors. 

Table 27 

AIEF Postsecondary/Technical School Survey Responses Part D–Frequencies of 

Persistence Ranking, in Percent 

Persistence Rank 1 Rank 2 Rank 3 Rank 4 

Home 37.8 30.2 24.4 7.6 
School 11.6 39.5 36.0 12.8 
Community 17.4 12.8 22.1 47.7 
Self/Individual 33.1 17.4 17.4 32.0 

Note. N = 172; range, 1–5.  
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Table 28 

AIEF Postsecondary/Technical School Survey Responses Part D–Frequencies of College/ 

Trade School Enrollment Ranking, in Percent 

Enroll in College Rank 1 Rank 2 Rank 3 Rank 4 

Home 29.1 40.7 19.8 10.5 
School 23.3 32.6 33.7 10.5 
Community 14.0 12.8 25.0 48.3 
Self/Individual 33.7 14.0 21.5 30.8 

Note. N = 172; range, 1–5. 

Regarding enrolling in college/trade school, Self/Individual was ranked as highest 

importance by the most respondents, 33.7% and Home was ranked as second most 

importance, 40.7%. Meanwhile, nearly half (48.3%) of respondents rated Community 

factors as lowest importance among these four factors. The School category had a spread 

of rankings with participants ranking School as second most importance by 32.6% 

although 33.7% also ranked School as third most importance of the factors.  

AIEF Postsecondary/Technical School Survey Results–Part E: Persisting in 

College/Trade School 

The last section of the AIEF Postsecondary/Technical School Survey, Part E, 

includes ten questions regarding persistence in college/trade school. The questions are a 

mix of factors–home, school, community, and self/individual. Table 29 lists the 

descriptive statistics of these ten statements.  
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Table 29 

Descriptive Statistics of AIEF Postsecondary or Technical School Survey Part E–

Persisting in Postsecondary or Technical School Mean Averages 

Variable Now that you are in postsecondary/technical school, how 
important are the following statements right now helping you 
to persist in your college/technical education? 

M SD 

College 
Persistence 1. My family has high expectations of me. 2.08 0.80 

2. I have a mentor in my extended family who cares about me, 
gives me guidance, and motivates me. 2.30 0.87 

3. I want to see my parents/grandparents proud when I graduate 
from college/technical school. 2.49 0.96 

4. My college/technical school provides tutoring/programs to 
help me with my studies. 2.33 1.01 

5. My grades and performance in college/technical school are 
important to my teachers and administrators. 2.52 0.97 

6. I have a mentor in school who cares about me, gives me 
guidance, and motivates me. 2.23 0.98 

7. I have a mentor in my community/friends who cares about me, 
gives me guidance, and motivates me. 2.31 0.97 

8. I have high expectations of myself. 2.18 0.94 

9. My grades and performance in college/technical school are 
important to me. 2.18 0.87 

10. Experiencing economic hardships motivate me to finish 
college/technical school. 2.30 0.94 

Note. N = 172; range, 1–5. 

In Table 29 the mean across the College Persistence questions in Part E of the 

AIEF Postsecondary or Technical School survey range from 2.08 (SD = 0.80) to 2.52 (SD 

= 0.97). This table shows that all questions on the AIEF Postsecondary or Technical 
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School Survey Part E were rated Very Important except for question five, grades and 

performance in college/technical school are important to my teachers and administrators. 

The highest rating for most of these questions regarding college/trade school persistence 

is Very Important for these college/trade school participants. 

The mean of each of the ten questions regarding home, school, community, and 

self/individual factors were analyzed in crosstabulations with the six demographic 

categories of the postsecondary/technical school participants (N = 172) including gender, 

age, classification in college/trade school, employment status, marital status, and parents’ 

level of education. Table 30 displays the postsecondary/technical school crosstabulations 

between the factors and demographic characteristics regarding college/trade school 

persistence.  
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Table 30 

AIEF Postsecondary or Technical School Survey Responses Part E–College/Trade School Persistence Crosstabs 

Postsecondary or Technical Survey 
Part E–Crosstabs 
 
Demographic 
Characteristics 

Persist in College/Trade School Crosstabs 

1.00–1.40 1.50–2.40 2.50–3.40 3.50–3.80 

n % n % n % n % 

Gender                 

Male 9 5.2 45 26.2 52 30.2 1 0.6 

Female 6 3.5 29 16.9 28 16.3 2 1.2 
Age (years)                 

18–24 10 5.8 39 22.7 45 26.2 2 1.2 

25–54 8 4.7 32 18.6 34 19.8 2 1.2 

Classification in college/Trade school                 
Freshman, sophomore 1 0.6 10 5.8 26 15.1 1 0.6 

Junior, senior 8 4.7 24 14.0 29 16.9 1 0.6 

Graduate student 4 2.3 14 8.1 6 3.5     
2021 graduate 2 1.2 26 15.1 9 5.2 1 0.6 

Employment status                 

Employed full time 7 4.1 21 12.2 22 12.8 2 1.2 

Employed part time 3 1.7 28 16.3 20 11.6     
Unemployed     4 2.3 3 1.7     

Student 5 2.9 21 12.2 35 20.3 1 0.6 

Marital status                 
Married 3 1.7 13 7.6 29 16.9     

Widowed, divorced, separated 2 1.2 5 2.9 2 1.2 1 0.6 

Never married 10 5.8 56 32.6 49 28.5 2 1.2 

Parents’ education level                 

< High school 1 0.6 13 7.6 25 14.5     

High school graduate 4 2.3 23 13.4 44 25.6 1 0.6 
Some college to two-year degree 8 4.7 15 8.7 10 5.8     

Four-year degree 13 7.6 1 0.6 1 0.6     

Professional degree 2 1.2 10 5.8     1 0.6 

Note. N = 172; range, 1–5. 
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Chapter V 

Discussion 

Understanding factors that support AI/AN students to persist in high school and 

enroll in postsecondary/technical schooling was the focus of this study. With AI/AN 

students having the highest dropout rate among all other races and ethnicities it is crucial 

for families and stakeholders in the education of AI/AN students to better understand the 

factors that support and advance AI/AN persistence and enrolling in college/trade school. 

Through the advancement of AI/AN education, tribal communities are also advanced in 

tribal sovereignty and self-governance. This chapter includes a discussion of major 

findings as related to the literature on AI/AN academic success factors that influence 

persistence and enrolling in postsecondary/technical education as well as the implications 

of these findings. Sections covering the limitations of the study, recommendations for 

future research, and conclusion will complete this chapter. 

This study had three research questions all focused on determining the specific 

factors, home/family, school, community/peers/tribe, and self/individual that assisted 

AI/AN students to persist to graduation and enroll in a postsecondary/technical education. 

Three separate groups were included to address these questions, high school students, 

parents of high school students, and students currently enrolled in postsecondary training 

or education. The investigator wrote and developed three quantitative 

surveys/questionnaires by constructing each question from the current literature 

concerning high school persistence and enrolling in college/trade school. These question 

items were purposefully written to compare and examine the data collected of today’s 
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AI/AN high school students, parents of high school students, and current AI/AN 

postsecondary/technical students.  

Summary of Key Findings 

Based on the responses from the three surveys/questionnaires addressing home, 

school, community, and self/individual factors that literature identified as contributing to 

AI/AN persistence and enrollment in college/trade school education, respondents of this 

study unanimously marked all factors as very influential to AI/AN academic success. The 

data collected on each set of factor questions, Home, School, Community, and Self 

revealed just how important these factors are to each sample group. Collectively, the 

ratings of each sample group were of the highest possible ratings, Extremely Important, 

Very Important, Moderately Important. The high ratings indicated that the participants 

agreed with the literature that identified what specific factors are influential and 

positively impacting AI/AN academic success. While the sample groups may offer some 

variation on the factor ratings, each set of factor questions represented identified factors 

that unquestionably influenced current AI/ANs persistence and enrollment in 

college/trade school.  

Another important finding was the participants’ rankings of the four factors, 

Home, School, Community, and Self/Individual. Most respondents ranked both 

Self/Individual and Home factors as being of most importance to today’s AI/AN students, 

whereas, School and Community factors, respectively, consistently were ranked third and 

lowest importance of the factors. While two factors ranked highest, all are recognized as 

necessary components in guiding, supporting, and advancing today’s AI/AN student. The 

results of this study are significant in that today’s AI/AN students and parents agreed 
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with the cited literature concerning the specific factors that influence AI/AN students to 

persist to graduation and pursue a postsecondary education or technical training. 

Discussion of Findings 

The literature tells us the importance researchers place on supporting and 

advancing AI/AN education through imploring families, school districts, peers, 

communities, tribes, and the individual to combine forces by recognizing, learning, 

adopting, teaching, and supporting the factors critical to an AI/ANs’ educational success. 

Although some researchers focused only on the family factors, (Carré, 2017; Orona, 

2013), others on school, family, and community factors (Cox, 2016; Richardson, 2016), 

and even others on all four factors, home, school, community, and individual (Cumbow, 

2014: Farris, 2013; Fortuin, 2012; Thornton & Sanchez 2010) all are intent on advancing 

the knowledgebase of successful AI/AN education with the purpose of addressing the 

high dropout rates of AI/AN students, understanding the factors influencing persistence, 

including those that guide students toward pursuing a postsecondary/technical education. 

The concern to improve these outcomes permeate throughout the cited literature 

facilitating readers–K–12 educators, school districts, policymakers, college 

administrators, faculty, parents, grandparents, tribal communities, and Indian students 

themselves–to understand the issues and join in on advancing AI/AN academic success at 

all levels of their educational journey. Instead of waiting until an AI/AN student enters 

high school to foster the seed of persistence and enrolling in college/trade school, prior 

literature (Brayboy & Maaka, 2015; Carré, 2017; Faircloth & Tippeconnic, 2010; Leon, 

2016: Orona, 2013) recommends beginning early on in K–5 Grades. 
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This investigator purposefully designed the three research surveys/questionnaires 

of this study to reflect the knowledge found in the literature regarding persistence and 

enrolling a college/trade school and with the intent of understanding what today’s AI/AN 

student and family express as being supportive and influential in their academic journey. 

Faircloth & Tippeconnic, 2010, acknowledge their struggle in locating AI/AN literature 

on this topic due to this population being characterized as statistically insignificant based 

on population size. This is important to acknowledge as well because it is essential that 

more studies on this topic for this population are conducted and added to enrich the 

literature on successful Indian education strategies. This investigator too admits the 

difficulty at the onset of this study to obtain the literature that is cited in this study. I 

believe the perspective needs to change regarding characterizing what is statistically 

insignificant in the objective of advancing Indian research and Indian education. 

This study was successful as it was able to identify the factors today’s AI/AN 

high school students, parents of high school students, and postsecondary/technical school 

students report as being influential to high school persistence and enrollment in higher 

education/training. Due to the design of each survey/questionnaire, the results of this 

study match what was predicted–all four factors, home/family, school, 

community/peers/tribe, and self/individual are important to the academic success of 

AI/AN students; however, Home/Family and Self/Individual factors are paramount. Each 

of the three research questions guide the discussion of the findings of this study to the 

cited literature found in Chapter II. 
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Research Question 1 

The investigator’s goal was to primarily survey high school participants for this 

study, yet a few issues prevented that from occurring. The COVID-19 pandemic has 

affected the possibility of in-person events and thus the investigator had to rely on emails, 

flyers, and website postings to request the participation of the members. Thus, the 

participation was dependent upon intended participants in opening and checking emails 

or accessing webpages. Another issue was the parents being uncomfortable in accessing 

surveys online. This generation of parents interact more genuinely with an in-person 

gathering. Natives want to meet you in person to determine whether they will participate 

or not. Thus, two scheduled zoom sessions were announced to the tribal members to give 

an introduction by the investigator and to explain the purpose of the research. The 

attendees of the zoom sessions were a mix of tribal council members and some of the 

members of the community. During both zoom sessions, no high school students and few 

parents of high school students attended yet many postsecondary/technical students 

attended. Therefore, the lack of parents’ permission for their high schoolers to participate 

closed these students off from access to the survey. If the COVID-19 was not a barrier 

and if in-person events could be held, more parents would be able to give the permission 

thereby allowing high schoolers access to participate in the surveys resulting in data 

collection for this sample group. 

With respect to the first research question, a total of two high school students 

participated in the high school survey designed to determine the specific factors, 

home/family, school, community/peers/tribe, and self/individual that assisted AI/AN 

students to persist to graduation and enroll in a postsecondary/technical education. Both 
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students, members of the Alabama-Coushatta Tribe of Texas, rated the 28 home, school, 

community, and self/individual factor questions regarding high school persistence and 28 

factor questions regarding college/trade school enrollment with top ratings, Extremely 

Important and Very Important. Although these findings comprise only two participants, 

the responses of these high school students seem to indicate an agreement with the 

literature identifying the specific factors that have been attributed to influencing 

persistence and college/trade school enrollment. For these two AI/AN students, based on 

their high ratings of home/family, school, community/peers/tribe, and self/individual 

factors, all questions regarding persistence and enrolling in college/trade school were 

deemed influential and consequently impacted their academic success. One might say 

that only two students are not significant in noting key findings, yet this investigator 

believes that all students matter mainly because as we join forces in the advancement of 

Indian education then the data of two students is especially important to build the 

knowledgebase for this population. 

Research Question 2 

For research question two, a total of eight parents, members of the Alabama-

Coushatta Tribe of Texas, participated in the parent survey designed to pinpoint the 

specific factors, home/family, school, community/peers/tribe, and self/individual that 

guided and assisted their high school student to persist to graduation and enroll in a 

postsecondary/technical education. The demographic characteristics of these eight 

respondents who consistently rated the factors, regarding persistence and college/trade 

school enrollment, highest were of the ages 48 to 61, employed fulltime, and whose 

parents completed some college. The male participants rated the factors relating to 
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persistence higher than the female participants whereas the women rated the factors 

relating to college/trade school enrollment higher than the men. 

A few key findings of the parent survey data were unsurprising to the investigator. 

First, the eight participants rated 15 of the 28 home, school, community, and 

self/individual factor questions regarding high school persistence Extremely Important 

and 13 Very Important. Second, regarding college/trade school enrollment, nine of the 28 

factor questions were rated Extremely Important while 19 were rated Very Important by 

these parent participants. With the intentional design of the surveys/questionnaires to 

reflect cited literature, this investigator wanted to hear back from this sample group as to 

what factors influence persistence and enrolling in a college/trade education for their 

student. Research with this sample group (e.g., Carré,2017; Cumbow, 2014; Farris, 2013; 

Orona, 2013) reveals that the primary influencer on the education of their children is the 

parent/family. This equates to parents being involved, supportive, providing positive 

family interactions, providing a stable and nurturing environment, while having high 

expectations, encouraging persistence and higher education attainment. When the parent 

participants of this study rated the factors regarding persistence and enrolling in 

college/trade school with the highest possible ratings, these results corroborate the 

findings of the limited number of the previous studies (Carré, 2017; Faircloth & 

Tippeconnic, 2010; Farris, 2013; Fortuin, 2012; Hinkley, 2001; Leon, 2016; Martnez, 

1999) seeking to lower the high dropout rates, increase graduation rates and promote 

higher education attainment for AI/AN students.  

Another key finding was in the ranking section of the parent survey where the 

most respondents ranked the factors identical for both high school persistence and 
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college/trade school enrollment. For these parent participants, Self/Individual placed at 

highest importance followed, in order, by Home, School, and Community. This 

investigator anticipated that the results of the parent survey would show that this sample 

held Home and Self/Individual factors in highest regard as being influential in the 

educational journey of their child. As mentioned in the literature (Brayboy & Maaka, 

2014; Carré, 2017; Fann, 2004; Faircloth & Tippeconnic, 2010; Fortuin, 2012; Grande, 

2004; Orona, 2013) possible solutions to the high dropout rate start at home as well as 

with the individual student. This is important as these results gives us a light to move 

forward armed with strategies and knowledge to reach higher academic outcomes for this 

population of students and their families. 

Like the high school students, these parent participants agreed with the literature, 

by the high ratings they gave on the factor questions and therefore identifying specific 

factors clearly influential to high school persistence and college/trade school enrollment 

for their high school student. Based on the parents’ high ratings of home/family, school, 

community/peers/tribe, and self/individual factors, all questions regarding persistence and 

enrolling in college/trade school were deemed influential and consequently impacted 

AI/AN student’s academic success. Importantly, these AI/AN parents of high school 

students identified Self/Individual and Home factors having highest importance over 

School and Community factors. Not only does the results of this study advance current 

literature on AI/AN academic success, but it also conveys to K–12 educators, school 

districts, policymakers, college administrators, faculty, parents, grandparents, tribal 

communities, and Indian students themselves, strategies to adopt as we make efforts 

together in lowering the dropout rate for AI/AN students, increasing high school 
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graduation rates, and aiding Native students to deem higher education important for 

themselves and their communities. 

Research Question 3 

The third research question in this study sought to determine the specific factors, 

home/family, school, community/peers/tribe, and self/individual that influenced AI/AN 

postsecondary/technical school students to persist to graduation and enroll in a post- 

secondary/technical education. A total of 172 AI/AN students, representing 41 different 

Native tribes, including members of the Alabama-Coushatta Tribe of Texas, participated 

in the postsecondary/technical school survey. The demographic characteristics of these 

172 respondents who consistently rated the factors, regarding persistence and 

college/trade school enrollment, highest were male participants of the ages 18 to 24, with 

the employment status of student, in junior or senior year of schooling, never married, 

and whose parents completed high school. 

Although the participants represent multiple Indian Nations, the emphasis of this 

study is on postsecondary/technical school students that are AI/AN, no matter their tribal 

affiliation. The participation of these 41 Tribal Nations makes this study unique and 

advances the knowledge base for this population and for postsecondary/technical school 

students. With the limited number of studies on Indian education due to this population 

characterized as statistically insignificant, this study will advance current literature in 

Indian education, AI/AN postsecondary/technical school education, and factors 

influential to the academic success of Native students. 

Studies regarding the academic success of AI/AN college/trade school students 

that are cited in the literature include Bergstrom (2012), Broughton-Pretti (2016), 
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Drywater-Whitekiller (2010), Fox (2012) and Oosahwe (2008) as they also wanted to 

discover the factors that assisted these college students to persist in high school and 

continue to college/trade school. These researchers report that parent expectations, parent 

involvement, encouragement for higher education attainment along, and providing a 

supporting and nurturing home along with support from teachers and counselors at school 

and student involvement in school programs and activities positively influenced these 

students. These researchers advocate the engagement of students with role models at 

home, school or in the community provided strong mentorship, guidance, encouragement, 

and motivation to persist and continue to higher education. It was the combined research 

of prior studies cited in Chapter II that this investigator used to write the 

survey/questionnaire items for the postsecondary/technical school student survey with the 

sole purpose of understanding what this group of students indicate as being influential to 

their persistence and college/trade school enrollment. 

The data collected yielded a few key findings to note. Of the 28 questions of the 

four factors regarding high school persistence, 17 were rated Very Important with 11 

questions rated Moderately Important by the college/trade school participants. Of the 28 

questions of the four factors regarding college/trade school enrollment, 17 were rated 

Very Important and 11 questions were rated Moderately Important by the college/trade 

school participants. Interestingly, these college/trade school students rated both 

persistence and college enrollment factor the same, mostly with high ratings. This 

researcher was interested in knowing what factors these current postsecondary/technical 

students rated very highly and because the survey questions were intentionally written 

from the cited literature, this investigator expected these rating results. The meaning we 
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can possibly take from these ratings of influential factors for these college/trade school 

students is that they too agree with the cited literature as to the specific factors that are 

and have been influential for their persistence and enrolling in a postsecondary/technical 

education. 

In the ranking section of the survey about high school persistence, the most 

respondents ranked home factors as of highest importance followed by self/individual, 

school, and community, in that order. In the ranking section about college/trade school 

enrollment, self/individual factors placed at highest importance followed by, in order, 

home, school, and community. Interestingly, this last ranking coincides with that of the 

parent survey rankings. Yet more importantly, the rankings of the parents and the 

postsecondary/technical school students are consistent in the results of the literature cited. 

Both home/family and self/individual factors are of most importance to AI/AN parents 

and college/trade school students regarding academic success followed by school and 

community, respectively. The findings of the college/trade school survey are anticipated 

by this investigator as the literature reveals the same and the survey was developed based 

on the findings of the literature.  

The combined researchers (e.g., Bergstrom, 2012; Cumbow, 2014; Drywater-

Whitekiller, 2010; Faircloth & Tippeconnic, 2010; Fox, 2012; and Richardson, 2016), 

urge students themselves to learn and develop strategies vital to their academic success. 

These include believing in their own abilities, motivating themselves, having a clear 

sense of their future and what it takes to reach their goals, desiring to do well, 

internalizing feelings of confidence and determination, acquiring coping skills, and 

having a sense of ownership, a sense of control. In addition, the characteristics for these 
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students include being competitive, determined, driven, smart, courageous, mental 

toughness, positive attitude, balanced, communicator, focused, caring, and disciplined. 

As one goes through the above list, these strategies and characteristics cannot begin once 

entering college/trade school, rather they must begin early on in their educational 

journey. As previously cited, (Brayboy & Maaka, 2015; Carré, 2017; Faircloth & 

Tippeconnic, 2010; Leon, 2016: Orona, 2013), to turn around the high dropout status of 

AI/AN students, to increase AI/AN graduation rates, and to increase AI/AN college 

enrollment, interventions must begin in early childhood schooling, K–5 Grades. 

Consistent with the literature of Farris (2013), Richardson (2016), and Thornton and 

Sanchez (2010), is the importance of combining efforts between those of teachers, 

schools, school districts, families, friends, and communities to bring about changes that 

deliver support to AI/AN students toward achieving educational success. 

In the three research surveys/questionnaires of this study, the high ratings given 

on the factor questions by the participants indicate their agreement with the literature 

identifying the specific factors clearly influential to persistence and college/trade school 

enrollment. For the two high school students, the eight parent participants, and the 172 

college/trade school students, based on their high ratings of home/family, school, 

community/peers/tribe, and self/individual factors, all questions regarding persistence and 

enrolling in college/trade school were deemed influential and consequently impacted 

their academic success. Importantly, these postsecondary/technical school students 

identified Self/Individual and Home factors having highest importance followed by 

School and Community factors. It is fundamental to understand that the top ranked 

factors cannot stand alone but must be united with the last two factors in this battle to 



 

 

138 

improve and advance the education of AI/AN students. Overall, this study was to 

determine the factors that influence a Native student’s persistence and college/trade 

school enrollment because through the advancement of AI/AN education, tribal 

communities are also advanced in tribal sovereignty and self-governance. 

The purpose for embarking on this research is many fold. This investigator 

believes the time is now that together we embark on the vital work to improve and 

advance Indian education. This investigator also believes that it takes a nation to teach 

our youth and advance our society. As well, this investigator believes that advancing 

AI/AN education also advances tribal sovereignty and self-governance of the 574 

federally recognized tribes. The operative word is together. 

Implications for Theory and Research  

Chapter II included descriptions of two theoretical frameworks, TribalCrit and 

Cultural Resilience. In Brayboy’s (2005) seminal work Tribal Critical Race Theory, 

(TribalCrit), the influential factors to AI/AN academic success are linked to three types of 

knowledge defined by Brayboy. These types of knowledge include academic, cultural, 

and survival pertaining to the educational experiences of Indigenous peoples. The 

TribalCrit analytical framework focuses on the educational issues resulting from 

discernable positioning of AI/ANs but also from hundreds of years of abusive 

relationships between mainstream educational institutions and AI/AN communities as 

told by Bartlett and Brayboy (2005). TribalCrit is based on nine principles that support 

tribal ways of knowing and being. Tenets five through eight are specific to K–12 and 

postsecondary education. Various research cited in this study (Broughton-Pretti, 2016; 

Carré, 2017; Leon, 2016; Richardson, 2016) represent a solid foundation of TribalCrit 
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theory as these studies represent the three types of knowledge that operate together to 

enable Indigenous Peoples to adapt to their ever-changing setting. The academic 

knowledge aspect of the theory is tied to K–12 settings and postsecondary/technical 

schooling within Brayboy’s theory. In addition, the studies promote the integration of 

Indigenous ways of knowing with Western education for AI/AN students. It was 

interesting to find that many of the studies cited use qualitative design especially since 

oral tradition imparts more readily the explanation of Indigenous experiences in 

education. 

HeavyRunner and Marshall’s (2003) theory of Cultural Resilience refers to the 

AI/AN cultural factors that support, nurture, and encourage AI/AN students, families, and 

communities. Some AI/AN students persist in completing undergraduate education in 

mainstream institutions by employing AI/AN cultural factor that serves as coping 

mechanisms for navigating institutions of higher education. Later in 2009, HeavyRunner-

PrettyPaint, her married name, expands the understanding that AI/AN populations 

employ and utilize cultural factors to survive as a tribe, which is a living testimony to the 

resilience of Native Peoples. Much of the literature in this study (Bergstrom, 2012; 

Bowman, 2015; Clark, 2012; Cumbow, 2014; Ferguson, 2016; Hanna, 2005; His Horse is 

Thunder, 2012; Springer, 2015; Williams, 2012) have cited HeavyRunner and Marshall’s 

(2003) theory of Cultural Resilience in their studies as they specifically relate to AI/AN 

communities. All these researchers report how cultural factors make up the backbone of 

Indigenous People and thus how this population can cope and survive in their changing 

environments, from living on the reservation to leaving for college/trade school off the 
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reservation. Cultural Resilience supports and applauds the advancement of Indian 

education as this too lends to the survival of the Tribal Peoples. 

Implications for Practice 

The data from this study can be used by parents, K–12 educators, college/trade 

school administrators, faculty, tribal leaders, and policymakers to promote AI/AN 

persistence, academic success, and enrollment in college/trade school education. This can 

be achieved with continued studies of this population at all levels of their educational 

journey. The low number of studies on Indian education needs a boost in the arm by 

encouraging and welcoming more studies in AI/AN communities on Indian education. As 

mentioned earlier, there are more studies using a qualitative design whereas few are 

quantitative in design. This trend needs to change as quantitative design yields significant 

analyses of research data and will lend as well to the understanding and improving Indian 

education. In addition, the statistical reporting based on population size needs a boost in 

the arm as perspectives need to change so AI/AN are not characterized as statistically 

insignificant. Considerably, continued research findings will improve the field’s 

understanding of the dropout and college/trade school persistence phenomenon so that 

endeavors of families and those in the field of education, along with policymakers and 

NICs, can build forces to eradicate these complications for this population. It is in the 

eradicating of these problems that will lead to strengthening and advancing tribal 

sovereignty and self-governance for Native Peoples. 

Those in a professional field that could use these findings include those at the 

federal, state, district, local and tribal levels to take action to resolve the dropout and 

college incompletion crisis. The culture and language of Native Peoples must be 
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recognized and honored in classrooms across the United States. Curriculum that 

envelopes one-part tribal tradition with one-part standard curriculum needs to become the 

norm in communities that serve Indian students. Schools serving AI/AN students can 

implement programs designed to increase the engagement and retention of students, such 

as cultural groups, media programs, leadership teams, art club, community service, and 

volunteer work to coincide with sports activities, tutoring programs, mentorships, 

coaching, and individualized counseling all while providing a welcoming, caring, and 

encouraging environment for students. Both tribal and public colleges, including 

administrators and faculty, can work together in the policymaking and the education of 

Native students. Dropout rates as reported by Faircloth and Tippeconnic (2010) can be 

traced to large schools, lack of empathy from teachers, passive teaching strategies, 

curricula that do not recognize Native cultures, use of academic tracking to special 

education, and the lack of student engagement. By working together, parents, K–12 

school districts, tribal and public colleges/trade schools, faculty, policymakers, and NICs 

involved in the education of Indian students, can turn the crisis on its head and thereby 

advancing Native tribes. 

Education Trust, 2005, published articles regarding high-impact and leverage-

impact schools. Their analyses outline five critical aspects of high-impact schools: a) 

school cultures, b) academic core, c) support, d) teachers, and e) time and other 

resources. With the knowledge already in practice, communities serving AI/AN students 

could vie for the development and establishment of high-impact and leverage-impact 

schools in their communities. By doing so, the community will experience the high 
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education outcomes that high-impact and leverage-impact schools deliver, thus making a 

win-win situation for the community and the students they serve. 

Families, including parents, guardians, grandparents, siblings, aunts and uncles, 

and students themselves, can also pay attention to the findings of this research and related 

literature. With parents encouraging college going, providing nurturing home 

environments, developing close relationships with their child, the extended family can 

also support and encourage high school graduation and college going. As seen in the 

ratings by the sample groups of this study, Home/Family and Self/Individual factors are 

deem utmost importance to persistence and enrolling in college. Native students can 

understand their role in eradiating the high dropout status, high unemployment, and 

widespread poverty the plague their communities by adopting the attitude that high 

school completion is a must and college going is very possible. In addition, as they 

complete high school, they are now role models for their families and communities 

giving younger students the hope of being able to do the same. College graduates can also 

add to the hope of completing high school and postsecondary education as they become 

active mentors in their communities encouraging and supporting high school persistence 

and college going. Together families and tribal communities can join forces to eradicate 

high school dropping out and the weak college/trade school persistence. 

Limitations 

The current COVID-19 pandemic, which began in 2020 and is still active in 2021, 

has caused many closures and barriers to be administering research surveys. Although 

these surveys could have been held in person for the sample groups, holding in-person 

events has been closed to prevent the spread of the COVID-19 virus. The pandemic has 
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limited access for in-person interactions between both the investigator and the 

participants. The current generation of parents do not readily access emails and websites, 

let alone online surveys since they depend on their older children for that information. 

With parents not accessing emails and viewing posts on various websites of the Alabama 

Coushatta Tribe of Texas, the submission of parental permissions was cut to nil. 

Although the Zoom client is very helpful when not being able to meet in person, it is only 

effective if users are familiar with and are willing to use the technology.  

For Native Nations, when a Chief passes, the tribe is shutdown indefinitely. As 

IRB requested a Letter of Cooperation the week prior to the passing of Chief Johnson, I 

was not able to talk with the tribal council until it resumed business and opened outside 

communication. It delayed the administering of the surveys for a month until a Zoom 

session was held with the entire Tribal Council members. Once the Letter of Cooperation 

was received, the surveys were opened the following day.  

A recruitment flyer with the survey weblinks was emailed to the individuals of the 

tribe who voluntarily agreed to work with me on the project (Appendix A). The 

investigator was dependent upon those assisting as to how the flyer was disseminated to 

the members for their participation. Through both public and private webpages, Facebook 

pages, emails, interoffice memos, and printed flyers, individual of various races and 

ethnicities gained access to the survey links. Although the aim was primarily for the 

participation of the Alabama-Coushatta Tribe of Texas members only, the data 

instrument was completed by numerous non-Native respondents as well as Natives of 

other Native Nations. The data of the non-Natives were not used in the data analyses of 

this study. The welcome surprise from the participation of other Tribal Peoples yielded a 
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larger sample size of students from technical and postsecondary schools who were 

members of 41 different Native Nations. By default, this turned out to include a larger 

sample of postsecondary/technical school students from 41 different Native Nations 

rather than just the one intended tribe, Alabama-Coushatta Tribe of Texas. Lastly, the 

sample of this study pertains to one geographic section of Texas and cannot necessarily 

be generalized to other tribes/communities. 

Recommendations 

This study as designed, with the question items cited from literature, are a solid 

basis for future studies with Native students. Although this study was administered 

through one tribe in Texas and responded to by 41 Tribal Peoples, the replication of these 

surveys to as many Native Peoples as possible can aim to include more high school 

students and their parents as well as postsecondary/technical students. Future research 

studies can be administered and shared with those involved in AI/AN education which, in 

turn, will lead to the learning, support, and advancement of AI/AN academic success. 

Although there exists 574 Native Nations within the United States, the data of studies 

including more high school students and their parents of many of these tribes will add to 

and enrich the literature on Indian education. When implemented by families and 

educational entities this knowledgebase can make a direct impact in Native communities. 

The information from these studies regarding influential factors leading to AI/AN 

academic success can be added to the information from educational institutions to sustain 

ways they actively support the needs of AI/AN students. Together, this combined 

information can be a powerhouse of knowledge made readily available to those involved 

in the educational success of AI/ANs. 
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The literature points out (e.g., Carré, 2017; Education Trust, 2005: Richardson, 

2016; Thornton & Sanchez, 2010) that there is a need for support programs and mentors 

who can influence AI/AN students in their academic journey. The Action Plan that 

follows details a PD program designed for those responsible in the education of our 

AI/AN youth including parents and extended family, school administrators, counselors, 

and teachers, community leaders, tribal leaders, educational leaders, legislative entities 

overseeing education to support improvements and long-lasting changes for AI/AN 

education, and those AI/AN postsecondary/trade school students who in turn can go 

through the PD program and become active mentors in their Native communities. 

Conclusion 

All question items on the three surveys of this study were created from the cited 

literature regarding AI/AN education. These question items were purposefully written so 

that this study could examine the data collected from today’s high school students, 

parents of high school students, and college/trade school students. Another purpose for 

creating, administering, and analyzing the three surveys is to add a quantitative designed 

study to current literature reporting the factors that lead to the success for AI/AN 

education. Looking at the ratings of the data, parent participants rated the four factors 

very high, specifically, Extremely Important to Very Important ratings. The college/trade 

school participant rated the four factors highly, specifically, Very Important to 

Moderately Important. What is important about these rating results is that all participants 

of this study complement what the literature reports as the factors being influential and 

impacting AI/AN academic success. The literature cited for this research study 

substantiates that the question items in the three surveys of this study represent the factors 
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that influence and impact the academic success of AI/AN students at all levels of their 

educational journey.  

The findings of this study are significant and important as we work together to 

eradicate AI/AN high dropout status and support college enrollment and completion. This 

can be accomplished by the understanding, learning, adopting, and advancing of the 

identified factors that influence AI/AN students to persist and enroll in 

postsecondary/trade school by parents, families, K–12 school districts, tribal and public 

colleges/universities, faculty, policymakers, and entities involved in the education of 

Native Peoples. The crises, high dropout rate status, low college enrollment, and college 

incompletion, facing this population warrants the calling by current researchers to be 

heeded. Turning this crisis on its head will lead to increased economic development, 

tribal sovereignty, and self-governance for the 574 tribes in the United States. The 

support and advancement of AI/AN education is a high calling that can be well served 

together. 
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Chapter VI 

Action Plan 

The primary focus of this Professional Development Action Plan supporting 

culturally, and linguistically diverse AI/AN learners is to produce changes at home, at 

school, in the community, and within the individual AI/AN student that can be linked to 

improvement in AI/AN HS graduation rates and increased enrollment and completion in 

postsecondary/technical education. As these degreed AI/AN graduates obtain leadership 

positions in Native communities, Tribal Nations can more effectively serve their People 

through self-governance and tribal sovereignty. Tribes need AI/AN-degreed professionals 

to work within tribal administration, tribal schools, tribal hospitals, and tribal 

colleges/universities. As Native Nations try to reverse widespread poverty and high 

unemployment through sustainable economic development, they currently do so with a 

limited number of Native educated, skilled workers in their communities. 

A Need for Action 

The historic national trend in dropout rates for AI/AN school students (Fortuin, 

2012; Hinkley, 2001; Marling, 2012; Robinson-Zañartu, 2011; Upham, 2011) points to 

the dire need for change in the way families, schools, communities, and AI/AN 

individual’s themselves learn, adopt, support, and promote positive academic strategies 

(Cumbow, 2014; Crazy Bull, 1998; Faircloth & Tippeconnic, 2010, Farris, 2013; 

Hinkley, 2001; Orona, 2013). Each of the 574 federally recognized Tribal Nations 

represent a unique culture, language, spirituality, and Native Nation that requires a 

Professional Development Action Plan designed specifically to meet each unique and 

diverse Native Nation’s education needs.  
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Additionally, existing trends in lower college completion rates highlights a need 

for changes in the way AI/AN individual’s see themselves earning a degree. Families, K–

12 schools, communities, and AI/AN high school students can benefit from developing a 

growth mindset (Cumbow, 2014; Farris, 2013, Fortuin, 2012, Thornton & Sanchez, 2010) 

toward AI/AN academic undertakings and overall postsecondary achievement–grades, 

persistence, and degree attainment. This Professional Development training that is 

proposed by this Action Plan will teach and enforce both the mindset that college 

completion is doable for AI/AN students as well as the factors that are influential to 

persistence and degree completion. 

Overview of Professional Development Action Plan 

The focus is to increase Native high school graduation rates as well as increase 

Native enrollment and persistence in technical and other postsecondary schools. This 

Professional Development Action Plan consists of four components vital to the academic 

success of AI/AN students. Initially the action plan will originate in a local Native 

community and will require the development of three distinct PD curriculums and one 

PD in Tribal Code Development. Figure 10 outlines the four components of this PD 

Action Plan. 

As these annual PD curriculum sessions are implemented within a local Native 

community, with further execution and updates to the PD Curriculum sessions, these PD 

trainings can be established with progressively more Native communities. With the 

accomplishment of the PD trainings, various policies will be established in the support 

and teaching of AI/AN students.  
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Figure 10  

Action Plan: Professional Development Action Plan Components 

1 PD Curriculum  2 PD Curriculum & Training: Steps to 
Education and Completion 

8-hour, Annual PD 4-hour, Annual PD 
Targeted participants: AI/AN students and 
parents, K–12 school leaders, staff and 
teachers, higher education leaders and 
faculty, and agencies and NICs supporting 
AI/AN education. 

Targeted participants: AI/AN parents and 
students in Grades 6 through 12 to develop 
a growth mindset in education, learn 
influential factors for academic success, 
and adopt education as an Indian way of 
life. 

3 PD Curriculum & Training for AI/AN 
College/Trade School Graduates  

4 PD in Tribal Code Development 

4-Hour, Annual PD Weekly Schedule; Ongoing PD 
To train in becoming mentors to work 
with, influence, and support middle and 
high school AI/AN students to persist, 
graduate, and enroll in 
postsecondary/trade school. 

Training made possible to develop and 
establish tribal education codes that would 
mandate high school graduation and 
support and encourage postsecondary 
education as an Indian way of life. 

Note. Four Action Plan components. PD = professional development; AI/AN = American 

Indian/Alaskan Native. 

For both public and tribal schools, AI/AN high school students in Grades 9 

through 12 will be involved in an intervention program like TRIO or Upward Bound, but 

designed specifically for Native students, that leads to graduation and successful 

attainment of a college degree. These intervention programs should start in 6th grade and 

continue through high school and be established in all high schools that serve the AI/AN 

population. See Figure 11 about these specific established policies. 
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Figure 11  

Action Plan: Policies Supporting AI/AN Students 

✓ Teaching would produce increased math and reading scores. 

✓ Close the achievement gaps in core subjects. 

✓ Individualized career counseling will begin early on in 6th grade with four 
meetings per school year per student. 

✓ Career counseling will continue throughout middle and high school years. 

✓ Develop and establish intervention programs for Grades 6–13 designed for 
Native students that lead to graduation and successful college enrollment 

Note. Essential established policies facilitating the success of AI/AN academic education.  

Key outcomes will be seen from the implementation of this PD Action Plan: (a) 

AI/AN parents would promote education as an Indian way of life; (b) AI/AN families 

would promote education as the means to the advancement of their tribe; (c) Higher 

education achievement would be perceived as attainable by AI/AN students because of 

the three developed PD Curriculums and PDs; (d) Increased numbers of AI/AN students 

will enroll in college and persist and complete; (e) Tribal colleges would continue to 

extensively advocate and support education to all grade levels as well as assist AI/AN 

students through completion. 

It is foreseeable that, after several annual PD teachings, the U.S. Department of 

Education statistical databases will begin to show an increase in AI/AN high school 

graduation and that the dropout status of AI/AN will decrease and no longer be the 

highest among other races/ethnicities.  

Format 

The federally funded Professional Development (PD) sessions will be held 

throughout Indian Country as well as public school districts who serve an AI/AN 
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population. Each component provides a PD certificate at the end of full training to all 

participants. Mandated annual PD sessions are dependent upon three outcomes. Dropout 

status of AI/AN decreases and no longer is the highest among other ethnicities. The U.S. 

Department of Education statistical databases show an increase in AI/AN high school 

graduation. As well, the U.S. Department of Education statistical databases show an 

increase in AI/AN college persistence and completion. Thereafter, the PD curriculum will 

be updated and will become the standard for new teachers working with AI/AN students 

as well as refresher sessions as leaders see the need for their staff.  

Intended Audience and Goals 

The Professional Development Action Plan is designed with a focused delivery to 

the five core groups and their respective goals. Each core group is responsible for its 

separate goals while all groups share a few overriding goals. See Table 31 that outlines 

the goals of these five core groups. 

Intended Action Steps 

Upon receipt of training, the intended Action Steps of these core groups are 

many-fold. Training will arm the members of the core groups to move forward in 

accomplishing their assigned goals by completing the Action Steps chosen per core 

group. See Table 32 for the exclusive Action Steps of core group. 



 

 

152 

Table 31 

Action Plan: Intended Audience–Four Core Groups and Goals 

Group Audience  Goals 
Group 1: Goal 1: Improve the knowledge and skills for working with culturally and linguistically diverse students.  

Public K–12 District Leaders, 
Educators & Career Counselors 
and NICs 

Goal 2: Improve skills that support and encourage culturally and linguistically diverse students.  
Goal 3: Learn the success factors and skills that influence students to persist and graduate and enroll in 
college/trade school. 

Group 2: Goal 1: Learn the success factors and skills that influence students to persist to graduation and enroll in a 
postsecondary or technical educational institution.  

Tribal Leaders. Tribal 
Education Administrators, 
Tribal College Administrators 
& Faculty 

Goal 2: Develop support and mentorship of middle and high school students for college/trade school enrollment 
and persistence.  

Goal 3: Develop intervention and orientation programs on college readiness. 
Group 3: Goal 1: Learn the success factors and skills that influence students to persist to graduation and enroll in a 

postsecondary/trade school education.  
Native Students in Grades 6 
through12 and their Parents 

Goal 2: Learn the skills that support and encourage students from Grades 6–12. 
Goal 3: Students to develop the success skills needed to persist and enroll in college/trade school. 

Group 4: Goal 1: Learn the success factors and skills that influence students to persist to graduation and enroll in a 
postsecondary/ trade school education. 

Native College/Technical 
Graduates 

Goal 2: Become AI/AN mentors to influence middle and high school AI/AN students to persist, graduate, and 
enroll in postsecondary/trade school education. 
Goal 3: Teaching and promoting the factors that promote academic success–grades, persistence, and completion. 

Group 5: Goal 1: Learn the success factors that influence students to persist and graduate and enroll in college/trade 
school.  
Goal 2: Develop education codes specifying academic guidelines for all grade levels. 

Tribal Nations Goal 3: Develop tribal education codes to mandate high school graduation for all AI/AN students.  
Goal 4: Develop tribal education codes that support and encourage postsecondary education as an Indian way of 
life. 

Note. Goals per Core Group  
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Table 32 

Action Plan: Core Group Action Steps 

Public K–12 School Districts, 
Educators, Career Counselors, 

and NICs  

Tribal Leaders. Tribal Education 
Administrators, Tribal College 

Administrators & Faculty 

Native Students in Grades 6 
through 12 and their Parents  

Native Technical and 
Postsecondary School 

Graduates  
Tribal Nations  

Become knowledgeable of the 
factors that support students to 
persist. 

Promote AI/AN success and the 
factors that help students persist. 

Learn and develop the factors 
and skills that helped other 
Native students persist to 
graduate. 

Become knowledgeable of the 
factors that support students to 
persist. 

Become knowledgeable 
of the factors that support 
students to persist. 

Promote AI/AN academic 
success. 

Mentor students in Grades 6–12 on 
college awareness, college 
eligibility, and college preparedness. 

Be an example and mentor to 
younger AI/AN to persist and 
graduate.  

Promote AI/AN success and 
the factors leading to 
graduation.  

Promote AI/AN success 
and the factors that 
helped students persist. 

Informed career counseling would 
begin early in Grade 6 and 
continue through Grade 12.  

Establish campus-wide intervention 
and orientation programs for college 
readiness. 

Beginning in Grade 6 through 
12 participate in informed 
career counseling four times 
each school year.  

Mentor students in Grades 6 
through 12 on college 
awareness, college eligibility, 
and college preparedness.  

Promote education as an 
Indian way of life.  

Ongoing career counseling four 
times each school year on college 
awareness, college eligibility, and 
college preparedness. 

Inspire K–12 AI/AN students to 
adopt education as an Indian way of 
life.  

Native students participate 
throughout high school years in 
intervention and orientation 
programs for college readiness. 

Be a role model for higher 
education achievement. 

Establish education codes 
for academic success for 
all grade levels.  

Higher education achievement 
would be promoted as attainable 
for AI/AN students. 

Tribal education code and tribal 
colleges would advocate 
postsecondary education  

Native parents to learn and 
support their child with the 
success factors of academic 
success. 

Inspire K–5 AI/AN to persist 
and graduate.  

Establish education codes 
targeting high school 
graduation.  

 
Higher education achievement 
would be promoted as attainable for 
AI/AN students. 

Native parents will promote 
education as an Indian way of 
life. 

Promote the mindset that 
higher education is attainable 
for AI/AN students. 

Establish education codes 
targeting college/trade 
school completion. 

  
AI/AN students in college would be 
mentored in. and supported to persist 
and complete. 

      

Note. Clearly identified Action Steps per Core Group
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Professional Development Resources 

This PD Action Plan requires involvement and funding from federal and state 

education agencies, NICs, and other resources accountable for the education of AI/AN 

youth. Entities at all levels of education are needed to support and advance AI/AN 

education and these preliminary resources are listed in Figure 12. 

Figure 12 

Action Plan: Professional Development Curriculum Resources 

✓ Federal Funding for Indian Education Development, specifically for the 
establishment and ongoing administration of this PD Training  

✓ Federal Education authorizing and requiring this PD Training throughout 
K–12 School Systems. 

✓ Tribal Administrators, Educators, and Tribal Administrators authorizing 
and requiring this PD Training throughout all Reservations.  

✓ Partnership with NICs and stakeholders whose interests and support of 
Indian Education to collaborate with, be involved in, and monetarily gift 
this PD training.  

✓ Federal funding in establishing and maintaining campus-wide intervention 
programs at high schools that serve AI/AN students. 

✓ Federal Funding for a Native Executive Education Director to create, 
carryout, and oversee all PD trainings.  

✓ Federal Funding for Native Support Staff of the Native Executive 
Education Director.  

✓ Federal and state funding for PD traveling expenses, training materials, 
catering, supplies, and operational expenses.  

Note. Various resources required for the successful development and implementation of 

this PD Curriculum Action Plan. PD = professional development; NIC = Networked 

Improvement Community; AI/AN = American Indian/Alaskan Native. 
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Delivery  

The federally funded PD Curriculum Action Plan will involve the establishment 

and training of a team of Native Course Coordinators including an assistant to the Native 

Executive Education Director (NEED). The organization chart simply reflects two levels 

under the NEED (see Figure 13).  

Figure 13  

Action Plan: Organizational Chart of PD Curriculum Director and Staff 

 

Note. The director and staff organizational chart 

The paired Course Coordinators will cover a geographical region to deliver the 

PD curriculum which will initiate before the start of each school year. The Executive 

Education Director will reserve location venues as well as catering for lite 

breakfast/lunch/snacks. Flyers will be sent out annually in the springtime to each of the 

targeted audiences providing the PD details and registration links for participants. 

Continuous announcements regarding upcoming PD sessions will be made over the air 

through the network of Native radio stations. Armed with the Curriculum, the Course 

Coordinators will work in pairs to set up all materials, room arrangements, and 

Native Executive Education Director (NEED)

Assistant to NEED

Paired Curriculum 
Course Coordinators -

N Region

Paired Curriculum 
Course Coordinators -

S Region

Paired Curriculum 
Course Coordinators -

E Region 

Paired Curriculum 
Course Coordinators -

W Region
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technology equipment and create a relaxed, welcoming environment of respect, inclusion, 

and collaboration for participants. 

Each PD session will encourage mingling as participants arrive as well as during 

regularly scheduled breaks. Sessions will begin on time even if all participants are not 

present. Background music, appropriate to the theme of the lessons will set the tone for 

learning. As the curriculum coordinators teach the Nationwide Curriculum in its entirety, 

they will use multiple PowerPoints that following the 10-20-30 guideline. Each morning 

and afternoon session will begin with a memorable quote, question, image, story, or 

activity. The Course Coordinators will provide a clear overview of the learning objectives 

for the day’s session to ensure that participants know the purpose of each PD component 

and how specific objectives will be achieved i.e., By the end of this session, you should 

know and be able to…. 

Each PD session will be structured and organized using individual, paired, small- 

and whole-group formats primarily face-to-face to maximize participant engagement. 

Online resource sharing and open discussion boards will facilitate collaboration and 

learning. Group and individual expectations will be acknowledged and incorporated in 

the PD learning opportunities. The classic Thumbs Up, Thumbs Down, or Thumbs 

Sideways will be used to frequently to gauge participants’ attitude, confidence, or 

understanding of a strategy or skill. A post-it Parking Lot will be used each session to 

manage discussion questions that arise and cannot be addressed immediately. A portal, 

created and managed by the Executive Education Director, will be shared with attending 

participants so timely and continuous dialogue occurs throughout the year between 
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participants and the Director’s office. Sessions will end on time or slightly ahead of time 

with a memorable review activity and self-reflective writing exercise. 

The Executive Education Director is responsible for updating the curriculum 

yearly to include current data and outcomes. The Course Coordinators will be retrained 

by the Executive Education Director on the revised PD Curriculum. The Executive 

Education Director is responsible for recruiting funding sources as well as NICs not 

currently part of the dissemination and support of this PD program. 

Call to Action 

There is a great need for AI/AN degreed professionals within Native 

communities. To reach this outcome, the focus is to increase Native high school 

graduation rates as well as increase Native enrollment and persistence in 

postsecondary/trade schools. Increases in academic achievement will promote Tribal 

Self-Governance and Tribal Sovereignty which in turn will decrease the negative 

outcomes which are vastly prevalent in Native communities and partially caused by high 

school dropouts and few degreed AI/AN professions in leadership positions.  

The warning signs are clear. AI/AN students are academically falling behind other 

races and ethnicities here in the United States. Knowing the factors at home, at school, in 

the community, and about the individual that help AI/AN high school and technical and 

other postsecondary school students persist to graduation are key pieces of knowledge 

that can be learned and supported. This PD Action Plan is the means to inform key pieces 

of knowledge regarding factors that support AI/AN education within the recurring annual 

PD sessions until this population’s dropout status decreases, high school graduations 

increase, college enrollment increases, and college completion rates increase.  
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The current alarming dropout rates and low college completion rates of AI/AN 

students are a call to action for the United States to properly invest in education for the 

next generations of AI/AN students to avoid catastrophic consequences for Tribal 

Nations economic stability and security. This PD action plan answers the call with 

frontline efforts to support teaching excellence that yields a quality education for AI/AN 

students and their communities. 

  



 

 

159 

References 

Ambler, M., (1997) Tribal colleges helped shape Kellogg agenda for major initiative. 

Tribal College: Journal of American Indian Higher Education, 8(4). 

https://tribalcollegejournal.org/tribal-colleges-helped-shape-kellogg-agenda-

major-initiative/ 

American Indian College Fund. (n.d.). Tribal college profile: Real Indians: portraits of 

contemporary Native Americans and America's tribal colleges. (2003). Tribal 

College: Journal of American Indian Higher Education, 14(4). 

https://tribalcollegejournal.org/real-indians-portraits-contemporary-native-

americans-americas-tribal-colleges/  

American Indian Higher Education Consortium. (2017). About AIHEC – Tribal colleges: 

Education, engaging, innovating, sustaining, honoring. http://aihec.org/who-we-

are/index.htm 

American Indian Higher Education Consortium. (2017-18). Measures of success. 

http://www.aihec.org/our-stories/measuresSuccess.htm 

American Indian Higher Education Consortium. Milestones AIHEC Vision, 2017. 

http://aihec.org/who-we-are/docs/MilestonesAIHEC-vision2017.pdf 

Apthorp, H.S. (2016). Where American Indian students go to school: Enrollment in seven 

central region states (REL 2016–113). U.S. Department of Education, Institute of 

Education Sciences, National Center for Education Evaluation and Regional 

Assistance, Regional Educational Laboratory Central. 

http://ies.ed.gov/ncee/edlabs 



 

 

160 

Barrat, V. X., Berliner, B., & Fong, A. B. (2012). When dropping out is not a permanent 

high school outcome: Student characteristics, motivations, and reenrollment 

challenges. Journal of Education for Students Placed at Risk, 17(4), 217–233. 

https://doi.org/10.1080/10824669.2012.717028 

Bartlett, L., & Brayboy, B. M. J. (2005). Race and schooling: Theories and 

ethnographies. The Urban Review, 37(5), 361–374. 

http://doi.org/10.1007/s11256-005-0021-3 

Beesley, A. D., Mackety, D., Cicchinelli, L. F., Shebby, S., Rainey, J., & Cherasaro, T. 

(2012). Profiles of partnerships between tribal education departments and local 

education agencies (REL 2012–137). U.S. Department of Education, Institute of 

Education Sciences, National Center for Education Evaluation and Regional 

Assistance, Regional Educational Laboratory Central. 

http://ies.ed.gov/ncee/edlabs 

Bergstrom, T. L. (2012). Perceived factors influencing the retention rate of Native 

American college students: A case study [Doctoral dissertation, Liberty 

University]. LU Campus Repository. 

https://digitalcommons.liberty.edu/doctoral/510 

Bertenthal, A. D. (2002). Providing equal educational opportunities: Title IX and Indian 

tribal schools. The University of Chicago Law Review, 69(3), 1271–1291. 

https://chicagounbound.uchicago.edu/uclrev/vol69/iss3/19 

  



 

 

161 

Bowman, J. (2015). Student voices: A phenomenological exploration of Stockbridge 

Munsee student’s experiences and strategies related to persisting in Wisconsin 

colleges (Publication No. 3669445) [Doctoral dissertation, Cardinal Stritch 

University]. ProQuest Dissertations & Theses Global. 

Boyer, P. (1989a) Higher education and Native American society. Tribal College: 

Journal of American Indian Higher Education, 1(1), 10–11. 

Boyer, P. (1989b). "The threshold of a new era": A new Carnegie Foundation report calls 

tribal colleges an essential part of Native American society. Tribal College: 

Journal of American Indian Higher Education, 1(2), 18–20. 

https://tribalcollegejournal.org/threshold-era-carnegie-foundation-report-calls-

tribal-colleges-essential-part-native-american-society/ 

Brayboy, B. M. J. (2005) Toward a tribal critical race theory in education. The Urban 

Review, 37(5), 425–446. https://www.iirp.edu/images/pdf/AvNtDE_EDUC_701_-

_Brayboys_Toward_a_Tribal_Critical_Race_Theory_in_Education.pdf  

Brayboy, B. M. J., Faircloth, S. C., Lee, T. S., Maaka, M. J. & Richardson, T. A. (2015a). 

Sovereignty and education: An overview of the unique nature of Indigenous 

education. Journal of American Indian Education, 54(1), 1–9. 

https://www.jstor.org/stable/10.5749/jamerindieduc.54.1.0001  

Brayboy, B. M. J. & Maaka, M. J. (2015). K–12 Achievement for Indigenous students. 

Journal of American Indian Education, 54(1), 63–98. 

https://www.jstor.org/stable/10.5749/jamerindieduc.54.1.0063  



 

 

162 

Brayboy, B. M. J., Solyom, J. A., & Castagno, A. E. (2015b). Indigenous peoples in 

higher education. Journal of American Indian Education, 54(1), 154–186. 

https://www.jstor.org/stable/10.5749/jamerindieduc.54.1.0154  

Broughton-Pretti, R. S. (2016) Pathways to education: Native American Indians’ higher 

education pursuit (Publication No. 1013347) [Doctoral dissertation, Grand 

Canyon University]. ProQuest Dissertations & Theses Global. 

Brown, D. (2003). Tribal colleges: Playing a key role in the transition from secondary to 

postsecondary education for American Indian students. Journal of American 

Indian Education, 42(1), 36–45. 

https://www.researchgate.net/publication/234613403  

Butrymowicz, S. (2014, Nov 26). The failure of tribal schools. The Atlantic. 

https://www.theatlantic.com/education/archive/2014/11/the-failure-of-tribal-

schools/383211/ 

Cai, J. (2020, December 1) The condition of Native American students: this significant 

minority student group continues to struggle. National School Board Association. 

https://www.nsba.org/ASBJ/2020/December/condition-native-american-students  

Calderón, D. (2019, June). Tribal critical race theory, origins, applications, and 

implications: Research Briefs. Center for Critical Race Studies in Education at 

UCLA. https://issuu.com/almaiflores/docs/dc_tribalcrit  

Carre, N. (2017). The effects of education narratives on high school persistence among 

Navajo girls (Publication No. 3869) [Doctoral dissertation, Walden University]. 

Walden Dissertations and Doctoral Studies. 

https://scholarworks.waldenu.edu/dissertations/3869  



 

 

163 

Castagno, A. E. & Brayboy, B. M. J. (2008). Culturally responsive schooling for 

Indigenous youth: A review of the literature. Review of Educational Research, 

78(4) 941–993. https://www.jstor.org/stable/40071151  

Clark, L. E. (2012). Native American students' experiences of cultural differences in 

college: Influence and impact (Publication No. 3809) [Doctoral dissertation, 

Brigham Young University – Provo] BYU Theses and Dissertations. 

https://scholarsarchive.byu.edu/etd/3809 

Coleman, J. S. (1966). Equality of educational opportunity. National Center for 

Educational Statistics. https://files.eric.ed.gov/fulltext/ED012275.pdf  

Cornelius, M. (2002). An exploration of possible causes of high dropout rates in Native 

American reservation schools. Nebraska Anthropologist, 71, 18–23. 

https://digitalcommons.unl.edu/nebanthro/71 

Cox, L. W. (2016). The impact of cultural capital on graduation rates: An ethnographic 

study of Native American students in southeastern North Carolina students 

(Publication No. AAI10610444) [Doctoral dissertation, Fayetteville State 

University]. ETD Collection for Fayetteville State University. 

https://digitalcommons.uncfsu.edu/dissertations/AAI10610444  

Crazy Bull, C. (1998). Tribal education code can remove barriers to learning. Tribal 

College: Journal of American Indian Higher Education, 9(4). 

https://tribalcollegejournal.org/tribal-education-code-remove-barriers-learning/  

  



 

 

164 

Crazy Bull, C. (2015). An act of sovereignty: Governing tribal higher education. Tribal 

College: Journal of American Indian Higher Education, 26(4). 

https://tribalcollegejournal.org/an-act-of-sovereignty-governing-tribal-higher-

education/  

Cumbow, K. W. (2014). Motivation and resiliency among Native American students: 

factors impacting successful Native American high school students (Publication 

No. 3640257) [Doctoral dissertation, University of South Dakota]. ProQuest 

Dissertations & Theses Global. 

Cunningham, A. F. & Redd, K. E. (2000). Creating role models for change: A survey of 

tribal college graduates. American Indian Higher Education Consortium. 

https://files.eric.ed.gov/fulltext/ED456947.pdf  

Dalton, B., Glennie, E., & Ingels, S. J. (2009). Late High School Dropouts: 

Characteristics, Experiences, and Changes Across Cohorts (NCES 2009-307). 

National Center for Education Statistics. 

https://nces.ed.gov/pubs2009/2009307.pdf  

de Brey, C., Musu, L., McFarland, J., Wilkinson-Flicker, S., Diliberti, M., Zhang, A., 

Branstetter, C., &Wang, X. (2019). Status and Trends in the Education of Racial 

and Ethnic Groups 2018 (NCES 2019-038). National Center for Education 

Statistics. https://nces.ed.gov/pubs2019/2019038.pdf  

de Brey, C., Snyder, T.D., Zhang, A., & Dillow, S.A. (2021). Digest of Education 

Statistics 2019 (NCES 2021-009). National Center for Education Statistics. 

https://nces.ed.gov/pubs2021/2021009.pdf  



 

 

165 

DeVoe, J.F., & Darling-Churchill, K.E. (2008). Status and Trends in the Education of 

American Indians and Alaska Natives: 2008 (NCES 2008-084). National Center 

for Education Statistics. https://nces.ed.gov/pubs2008/2008084_1.pdf  

Drywater-Whitekiller, V. (2010). Cultural resilience: voices of Native American students 

in college retention. The Canadian Journal of Native Studies, 30(1), 1–19. 

http://www3.brandonu.ca/cjns/30.1/01Drywater%20Whitekiller.pdf  

Economic and Social Research Council. (2014, July). The Wellbeing Effect of Education. 

https://esrc.ukri.org/files/news-events-and-publications/evidence-briefings/the-

wellbeing-effect-of-education/  

Elder, G. H., & Conger, R. D. (2000). Children of the land: Adversity and success in 

rural America. University of Chicago Press. 

https://doi.org/10.7208/chicago/9780226224978.001.0001 

Espinosa, L. L., Turk, J. M., Taylor, M., & Chessman, H. M. (2019). Race and ethnicity 

in higher education: A status report. American Council on Education. 

https://1xfsu31b52d33idlp13twtos-wpengine.netdna-ssl.com/wp-

content/uploads/2019/02/Race-and-Ethnicity-in-Higher-Education.pdf 

Faircloth, S. C., & Tippeconnic, III, J. W. (2010). The dropout/graduation rate crisis 

among American Indian and Alaska Native students: Failure to respond places 

the future of Native Peoples at risk. The Civil Rights Project/Proyecto Derechos 

Civiles at UCLA. https://www.civilrightsproject.ucla.edu/research/k-12-

education/school-dropouts/the-dropout-graduation-crisis-among-american-indian-

and-alaska-native-students-failure-to-respond-places-the-future-of-native-peoples-

at-risk/faircloth-tippeconnic-native-american-dropouts.pdf  



 

 

166 

Fann, A. (2004). Forgotten students: American Indian high school students: Narratives 

on college going. UC Berkeley Center for the Study of Higher Education 

Research Colloquium. 

https://www.csuchico.edu/freespeech/_assets/documents/access/fann_2004---

american-indian-high-school-students-narratives-on-college-going.pdf  

Farris, C. T. (2013). Passing the totem: successful high school graduation of Native 

American students (Publication No. 3558155) [Doctoral dissertation, Capella 

University]. ProQuest Dissertations & Theses Global. 

Ferguson, L. K. (2016). Resilience: Stories of Montana Indian women. Montana 

Historical Society Press. 

https://opi.mt.gov/Portals/182/Page%20Files/Indian%20Education/Language%20

Arts/Resilience%20Stories%20of%20Montana%20Indian%20Women.pdf  

Fortuin, K. (2012) American Indian high school student persistence and school leaving: a 

case study of American Indian student schooling (Publication No. 1531671) 

[Doctoral dissertation, The University of Arizona]. ProQuest Dissertations & 

Theses Global. 

Fox, L. J. (2012). Influence of family on Native American students (Publication No. 

3553421) [Doctoral dissertation, Brigham Young University]. ProQuest 

Dissertations & Theses Global. 

Fuller, S.C., & Davis, C. R. (2016). The characteristics and education outcomes of 

American Indian students in grades 6–12 in North Carolina (REL 2017–202). 

Regional Educational Laboratory Southeast. http://ies.ed.gov/ncee/edlabs 



 

 

167 

Fast Facts. (2018) Race/ethnicity of college faculty. National Center for Education 

Statistics. https://nces.ed.gov/fastfacts/display.asp?id=61 

Gagnon, G. O. (2001). Keeping the tribal colleges tribal: Advice from the veterans for the 

new generation of college builders. Tribal College: Journal of American Indian 

Higher Education, 12(3). https://tribalcollegejournal.org/keeping-tribal-colleges-

tribal-advice-veterans-generation-college-builders/  

Grande, S. (2004, 2015). Red pedagogy: Native American social and political thought 

(10th Anniversary Ed). Rowman & Littlefield Publishers, Inc. 

https://rowman.com/ISBN/9781610489898/Red-Pedagogy-Native-American-

Social-and-Political-Thought-10th-Anniversary-Edition  

Griffin, J. G. (2008). A case study: the preparedness of adult education students for 

college-level education. (Publication No. 3330976) [Doctoral dissertation, Liberty 

University]. ProQuest Dissertations & Theses Global. 

Grigg, W., Moran, R., & Kuang, M. (2010). National Indian Education Study - Part I: 

Performance of American Indian and Alaska Native students at grades 4 and 8 on 

NAEP 2009 reading and mathematics assessments (NCES 2010–462). National 

Center for Education Statistics. https://files.eric.ed.gov/fulltext/ED510598.pdf  

Guillory, J. P. (2008). Diverse pathways of "giving back" to tribal community: 

Perceptions of Native America college graduates (Publication No. 3370393) 

[Doctoral dissertation, Washington State University]. ProQuest Dissertations & 

Theses Global.  



 

 

168 

Hanna, R. M. (2005). Attainment of doctoral degree for American Indian and Alaska 

Native women (Publication No. 3172944) [Doctoral dissertation, University of 

Central Florida]. ProQuest Dissertations & Theses Global. 

Harper, R. (2000, October). In her words: Lakota women relate their tribal college 

experiences [Paper Presentation]. Building Diversity in the University and the 

Community - Fifth Annual National Conference 2000, 41. 

http://digitalcommons.unl.edu/pocpwi5/41 

HeavyRunner, I., & DeCelles, R. (2002). Family Education Model: Meeting the student 

retention challenge. Journal of American Indian Education, 41(2), 29–37. 

http://www.jstor.org/stable/24398576 

HeavyRunner, I., & Marshall, K. (2003). ‘Miracle survivors’: Promoting resilience in 

Indian students. Tribal College: Journal of American Indian Higher Education, 

14(4). https://tribalcollegejournal.org/miracle-survivors-promoting-resilience-

indian-students/  

HeavyRunner, I. & Morris, J. S. (1997) Resiliency - A paradigm shift for schools. 

RESEARCH/Practice CAREI 5(1) 

https://conservancy.umn.edu/bitstream/handle/11299/145989/TraditionalNativeC

ulture-and-Resilience.pdf?sequence=1&isAllowed=y  

HeavyRunner-PrettyPaint, I. (2009). Miracle survivor (Pisatsikamotaan): An Indigenous 

theory on educational persistence grounded in the stories of tribal college 

students [Doctoral dissertation, University of Minnesota]. University of 

Minnesota Digital Conservancy. 

https://conservancy.umn.edu/handle/11299/50897  



 

 

169 

HeavyRunner-Rioux, A. R. (2017). A quantitative study on the influence of persistence 

factors on American Indian graduate students (Publication No. 11016) [Doctoral 

dissertation, University of Montana]. Graduate Student Theses, Dissertations, & 

Professional Papers. https://scholarworks.umt.edu/etd/11016  

HeavyRunner-Rioux, A. R., O'Reilly, F. L. & Matt, J. (2018). The influence of 

persistence factors on American Indian graduate students. Journal of Education 

and Learning, 7(4), 32–39. https://files.eric.ed.gov/fulltext/EJ1179637.pdf  

Hinkley, J. W. (2001). School achievement motivation among Navajo high school 

students: a study of school achievement goals, achievement values, and ability 

beliefs (Publication No. 10310310) [Doctoral dissertation, University of Western 

Sydney]. ProQuest Dissertations & Theses Global. 

His Horse is Thunder, D. (2012). Breaking through tribal colleges and universities. 

American Indian Higher Education Consortium. http://www.aihec.org/our-

stories/docs/reports/BreakingThrough.pdf  

Huffman, T. (2005, November). Academic achievement through cultural autonomy: 

Enhancing higher education persistence for culturally traditional American 

Indians [Paper Presentation]. 10th Annual National Conference Different 

Perspectives on Majority Rules 2005, Paper 16. 

http://digitalcommons.unl.edu/pocpwi10/16  

Hussar, B., Zhang, J., Hein, S., Wang, K., Roberts, A., Cui, J., Smith, M., Bullock Mann, 

F., Barmer, A., & Dilig, R. (2020). The Condition of Education 2020 (NCES 

2020-144). National Center for Education Statistics. 

https://nces.ed.gov/pubs2020/2020144.pdf  



 

 

170 

Indian Nations at Risk Task Force. (1991, October). Indian nations at risk: An 

educational strategy for action. Native American Rights Fund (NARF). 

https://narf.org/nill/resources/education/reports/nationsatrisk.pdf  

Initiative on American Indian and Alaska Native Education. (n.d.). Tribal colleges and 

universities. https://sites.ed.gov/whiaiane/tribes-tcus/tribal-colleges-and-

universities/  

Joseph, D. (2015, June 22). Indigenous paths to resilience [Paper Presentation]. Center 

for American Indian Resilience Research, Education, & Training Core. AIHEC 

2nd Annual Behavioral Health Institute. http://www.aihec.org/our-

stories/docs/BehavioralHealth/2015/5_IndigenousPathsToResilence-DJoseph.pdf  

Juneau, D. (2012). Graduation matters Montana: 2012 Graduation and dropout report. 

Montana Office of Public Instruction. 

https://files.eric.ed.gov/fulltext/ED543256.pdf  

Kelly, L. (2008). Experiencing higher education in Louisiana through a Native American 

lens (Publication No. 3313863) [Doctoral dissertation, University of New 

Orleans]. ProQuest Dissertations & Theses Global. 

Laverdure, A. E. (2008). Characteristics of successful First Nations college students: A 

mixed methods study (Publication No. 3386164) [Doctoral dissertation, North 

Dakota State University]. ProQuest Dissertations & Theses Global. 

Lawson, A. M. (2006). Resistance and resilience in the work of four Native American 

authors. [Doctoral dissertation, The University of Arizona]. UA Campus 

Repository. https://repository.arizona.edu/handle/10150/193773 



 

 

171 

Leon, K. (2016). Yuli’s story: Using educational policy to achieve cultural genocide 

(Publication No. 10181177) [Doctoral dissertation, University of the Pacific]. 

ProQuest Dissertations & Theses Global. 

Li, X. (2007). Characteristics of Minority-Serving Institutions and Minority 

Undergraduates Enrolled in These Institutions (NCES 2008-156). National Center 

for Education Statistics. https://nces.ed.gov/pubs2008/2008156.pdf  

Lomawaima, K.T., & McCarty, T.L. (2006a). To remain an Indian: Lessons in 

democracy from a century of Native American education. Teachers College Press. 

https://www.tcpress.com/to-remain-an-indian-9780807747162  

Lomawaima, K. T., & McCarty, T. L. (2006b). To remain an Indian: Lessons in 

democracy from a century of Native American education. Harvard Educational 

Review. https://www.hepg.org/her-home/issues/harvard-educational-review-

volume-77-issue-3/herbooknote/to-remain-an-indian_324  

Luthar, S. S., Crossman, E. J., & Small, P. J. (2015). Resilience and adversity (7th Ed.). 

Handbook of Child Psychology and Developmental Science, 3, 247–286. Wiley. 

http://publication.suniyaluthar.org/7.pdf  

Marling, D. (2012). Higher education and Native Nation building: using a human capital 

framework to explore the role of postsecondary education in tribal economic 

development (Publication No. 3538119) [Doctoral dissertation, University of 

North Texas]. ProQuest Dissertations & Theses Global. 

Martin, J. V. (1993). Factors influencing Native American persistence and graduation at 

a two-year institution of higher learning (Publication No. 9337787) [Doctoral 

dissertation, Kansas State University]. ProQuest Dissertations & Theses Global. 



 

 

172 

Martnez, P. (1999, May 5). Arizona antidote to Indian dropout rates: Tucson charter 

school mixes a classic curriculum with Native American. The Christian Science 

Monitor. 

McAlpin, J. D. (2008). Place and being: Higher education as a site for creating Biskabii-

geographies of Indigenous academic identity (Publication No. 3314851) 

[Doctoral dissertation, University of Illinois at Urbana-Champaign]. ProQuest 

Dissertations & Theses Global. 

McFarland, J., Cui, J., Holmes, J., & Wang, X. (2020). Trends in high school dropout 

and completion rates in the United States: 2019 (NCES 2020-117). National 

Center for Education Statistics. https://nces.ed.gov/pubs2020/2020117.pdf  

McFarland, J., Cui, J., Rathbun, A., & Holmes, J. (2018). Trends in High School Dropout 

and Completion Rates in the United States: 2018 (NCES 2019-117). National 

Center for Education Statistics. https://nces.ed.gov/pubs2019/2019117.pdf  

McFarland, J., Hussar, B., Zhang, J., Wang, X., Wang, K., Hein, S., Diliberti, M., 

Cataldi, E. F., Mann, F. B., & Barmer, A. (2019). The Condition of Education 

2019 (NCES 2019-144). National Center for Education Statistics. 

https://nces.ed.gov/pubs2019/2019144.pdf .  

McGeshick Garcia, F. (2000). Warriors in education: persistence among American Indian 

doctoral recipients. Tribal College: Journal of American Indian Higher 

Education, 11(3), 46–50.  

  



 

 

173 

Mead, N., Grigg, W., Moran, R., & Kuang, M. (2010). National Indian education study 

2009 - Part II: The educational experiences of American Indian and Alaska 

Native students in grades 4 and 8 (NCES 2010–463). National Center for 

Education Statistics. 

https://nces.ed.gov/nationsreportcard/pdf/studies/2010463.pdf  

Miller, H. S. (2005, November). The prairie Ph.D.: A new model for tribal graduate 

education [Paper Presentation]. 10th Annual National Conference: Different 

Perspectives on Majority Rules 2005, 28. 

http://digitalcommons.unl.edu/pocpwi10/28 

Montgomery, M. R. (2017). Identity politics of difference: Reenvisioning tribal colleges 

through CRT and Tribal Critical Race Theory. University Press of Colorado. 

https://www.jstor.org/stable/j.ctt1vgwb85.11 

Musu-Gillette, L., de Brey, C., McFarland, J., Hussar, W., Sonnenberg, W., & 

Wilkinson-Flicker, S. (2017). Status and Trends in the Education of Racial and 

Ethnic Groups 2017 (NCES 2017-051). National Center for Education Statistics. 

https://nces.ed.gov/pubs2017/2017051.pdf  

National Congress of American Indians (NCAI). (2021). https://www.ncai.org/ 

National Indian Law Library (NILL). (n.d.). https://narf.org/nill/ 

National Science Foundation. (2017). Doctorate Recipients from U.S. Universities: 2015. 

(Special Report NSF 17-306). https://www.nsf.gov/statistics/2017/nsf17306/ 

National Science Foundation. (2018). Doctorate Recipients from U.S. Universities: 2016. 

(Special Report NSF 18-304). https://www.nsf.gov/statistics/2018/nsf18304/ 



 

 

174 

Nations at Risk Task Force. (1991). Native and non-native teachers and administrators 

for elementary and secondary schools serving American Indian and Alaska Native 

students. Nations at Risk Task Force. 

https://files.eric.ed.gov/fulltext/ED343759.pdf  

Native American Rights Fund (NARF). (n.d.). Laws and Regulations: Tribal, Federal, 

State. https://narf.org/nill/resources/education/education-laws.html 

Native American Rights Fund (NARF). (2000). Indian Education Legal Support Project: 

"Tribalizing Indian Education." Federal Indian Law and Policy Affecting 

American Indian and Alaska Native Education. 

https://www.narf.org/wordpress/wp-content/uploads/2015/01/purple.pdf  

Native American Rights Fund. (2002). Provisions in the No Child Left Behind Act of 

2001: Expressly mentioning tribal education departments or tribal education 

codes. https://narf.org/nill/resources/education/no_child_left_behind.html 

Native Voices. (n.d.). https://www.nlm.nih.gov/nativevoices/timeline/index.html 

Nelson, L. (2007). Tribal college culture-based education impacts American Indian 

students in North Dakota (Publication No. 3305512) [Doctoral dissertation, 

University of North Dakota]. ProQuest Dissertations & Theses Global. 

Neuerburg, L. L. (2000). An interview study of educational success among American 

Indian doctoral recipients (Publication No. 9996600) [Doctoral dissertation, 

University of North Dakota]. ProQuest Dissertations & Theses Global. 

Ninneman, A.M., Deaton, J., & Francis-Begay, K. (2017). National Indian education 

study 2015: American Indian and Alaska Native students at grades 4 and 8 



 

 

175 

(NCES 2017-161). National Assessment of Educational Progress. National Center 

for Education Statistics. https://files.eric.ed.gov/fulltext/ED572961.pdf  

Noley, G. (1992). Finding new answers to old questions. Tribal College: Journal of 

American Indian Higher Education, 4(3), 24–27. 

Olson, K. M. (1999). Despite increases, women and minorities still underrepresented in 

undergraduate and graduate S&E education. University of Nebraska - Lincoln. 

Sociology Department, Faculty Publications. 92 

https://digitalcommons.unl.edu/sociologyfacpub/92  

Oosahwe, E. S. L. (2008). Strategizing success: Narratives of Native American students 

in higher education (Publication No. 3304450) [Doctoral dissertation, University 

of Oklahoma]. ProQuest Dissertations & Theses Global. 

Orona, C.C. (2013). Efficacy and utility beliefs of mothers and children as predictors of 

mathematics achievement for American Indian students (Publication No. 

3598951) [Doctoral dissertation, East Central University]. ProQuest Dissertations 

& Theses Global. 

Patterson, D. A., Butler-Barnes, S. T., & Van Zile-Tamsen, C. (2015). American 

Indian/Alaskan Native college dropout: Recommendations for increasing 

retention and graduation, 1(1). https://doi.org/10.7936/K7T43RGK  

Pavel, D. M., Skinner, R., Farris, E., Cahalan, M., Tippeconnic, J., & Stein, W. (1998). 

American Indians and Alaska Natives in postsecondary education 1998. (NCES 

98-291). National Center for Education Statistics. 

https://nces.ed.gov/pubs98/98291.pdf  



 

 

176 

Pochedley, L. S. (2016). Neshnabe treaty making: (Re)visionings for Indigenous 

futurities in education [Master’s Thesis, The University of Texas at Austin]. UT 

Electronic Theses and Dissertations. 

https://repositories.lib.utexas.edu/bitstream/handle/2152/39210/POCHEDLEY-

THESIS-2016.pdf?sequence=1&isAllowed=y  

Public Broadcast System, PBS. https://www.pbs.org/ 

Reyhner, J. A. (1992a). American Indians out of school A review of school-based causes 

and solutions. Journal of American Indian Education, 31(3), 37–56. 

http://www.jstor.org/stable/24398086  

Reyhner, J. A. (1992b). Teaching American Indian Students. University of Oklahoma 

Press, Oklahoma.  

Reyhner, J. A. (2018). American Indian Boarding Schools: What Went Wrong? What Is 

Going Right? Journal of American Indian Education,57(1), 58–78. 

https://www.jstor.org/stable/10.5749/jamerindieduc.57.1.0058  

Reyhner, J. A. (2021, November 13). American Indian/Alaska Native education: An 

overview. http://jan.ucc.nau.edu/~jar/AIE/Ind_Ed.html  

Richardson, P. A. (2016). The intersection of three knowledge forms: American Indian 

academic success factors in a large urban public high (Publication No. 

10130909) [Doctoral dissertation, Northern Arizona University]. ProQuest 

Dissertations & Theses Global.  

  



 

 

177 

Robinson-Zanartu, C., Butler-Byrd, N., & Cook-Morales, C. (2011). School 

psychologists working with Native American youth: training, competence, and 

needs. Contemporary School Psychology 15, 103–115 

https://www.researchgate.net/publication/333660145_School_Psychologists_Wor

king_with_Native_American_Youth_Training_Competence_and_Needs 

Shotton, H. J. (2008). Pathway to the Ph.D.: Experiences of high-achieving American 

Indian females (Publication No. 3304231) [Doctoral dissertation, University of 

Oklahoma]. ProQuest Dissertations & Theses Global. 

Slovacek, S., Whittinghill, J., Flenoury, L., & Wiseman, D. (2012). Promoting minority 

success in the sciences: The minority opportunities in research programs at 

CSULA. Journal of Research in Science Teaching, 49(2), 199–217. 

https://doi.org/10.1002/tea.20451 

Smith, T. M., Young, B. A., Bae, Y., Choy, S. P., & Alsalam, (1997). The Condition of 

Education 1997 (NCES 97-388). National Center for Education Statistics 

https://nces.ed.gov/pubs97/97388.pdf  

Smithsonian’s National Museum of the American Indian (NMAI). 

https://americanindian.si.edu/  

Snyder, T. D., de Brey, C., & Dillow, S. A. (2016). Digest of Education Statistics 2015 

(NCES 2016-014). National Center for Education Statistics. 

https://nces.ed.gov/pubs2016/2016014.pdf  

Snyder, T. D., de Brey, C., & Dillow, S. A. (2018). Digest of Education Statistics 2016 

(NCES 2017-094). National Center for Education Statistics. 

https://nces.ed.gov/pubs2020/2020009.pdf  



 

 

178 

Snyder, T.D., de Brey, C., & Dillow, S.A. (2019). Digest of Education Statistics 2017 

(NCES 2018-070). National Center for Education Statistics. 

https://nces.ed.gov/pubs2021/2021009.pdf  

Spack, R. (2008, Summer). Review of to remain an Indian: Lessons in democracy from a 

century of Native American education by K. Tsianina Lomawaima and Teresa L. 

McCarty. Great Plains Quarterly, 1371. 

https://digitalcommons.unl.edu/greatplainsquarterly/1371 

Spooner, M. & McNinch, J. (2018). Dissident knowledge in higher education. University 

of Regina Press. 

https://ourspace.uregina.ca/bitstream/handle/10294/8299/Dissident%20Knowledg

e.pdf?sequence=1&isAllowed=y  

Springer, M. (2015). Native student organizations as a high impact practice: Native 

students' perceptions of the effects of participation in a Native student 

organization on their academic and personal success at predominately white 

institutions (Publication No. 3742179) [Doctoral dissertation, New England 

College]. ProQuest Dissertations & Theses Global.  

Steinmetz, R. R. (2009). Pre-college demographic and socioeconomic characteristics as 

predictors of student persistence at Tennessee community colleges school 

(Publication No. 3385398) [Doctoral dissertation, University of Alabama]. 

ProQuest Dissertations & Theses Global. 

Strand, J. (2003). 14-4 “Cultural resilience” resource guide. Tribal College: Journal of 

American Indian Higher Education, 14(4). https://tribalcollegejournal.org/14-4-

cultural-resilience-resource-guide/ 



 

 

179 

Taylor, M., Turk, J. M., Chessman, H. M., & Espinosa, L. L. (2020). Spotlight – 

Tribal colleges and universities: Serving Native students in higher education. 

In race and ethnicity in higher education: 2020 supplement (pp. 57-73). 

American Council on Education. 

https://www.equityinhighered.org/indicators/spotlight-on-minority-serving-

institutions/faculty-at-tcus/ 

Texas Legislature Online (n.d.). Texas House Bill 5, 2013. 

https://capitol.texas.gov/billlookup/text.aspx?LegSess=85R&Bill=HB5  

The Economic and Social Research Council. (2014, July). The wellbeing effect of 

education. www.esrc.ac.uk 

The Education Trust. (2005, November 1). Gaining traction, gaining ground: How some 

high schools accelerate learning for struggling students. https://edtrust.org/wp-

content/uploads/2013/10/GainingTractionGainingGround.pdf  

The Institute for Higher Education Policy. (1999). Tribal Colleges: An Introduction. 

American Indian Higher Education Consortium. http://www.aihec.org/who-we-

serve/docs/TCU_intro.pdf 

The National Native American Boarding School Healing Coalition. (n.d.). US Indian 

Boarding School History. https://boardingschoolhealing.org/education/us-Indian-

Boarding-School-history / 

Thornton, B., Collins, M., & Daugherty, R. (2006) a study of resiliency of American 

Indian high school students. Journal of American Indian Education, 45(1), 4–16. 

https://www.jstor.org/stable/24398421  



 

 

180 

Thornton, B., & Sanchez, J. E. (2010). Promoting resiliency among Native American 

students to prevent dropouts. Education Journal, 131(2), 455–464. 

https://eric.ed.gov/?id=EJ930615  

Todacheene, V. K. (2008). A sense of community in distance education: A tribal college 

students' perspective (Publication No. 3327528) [Doctoral dissertation, New 

Mexico State University]. ProQuest Dissertations & Theses Global. 

Upham, L. (2011, October 6). Superintendent of public instruction Denise Juneau unveils 

“Graduation Matters” to CSKT council to help curb high school dropout rates. 

Char-Koosta News. http://gmm.mt.gov  

U.S. Bureau of Labor Statistics. (2019, September 4). Employment Projections. 

https://www.bls.gov/emp/chart-unemployment-earnings-education.htm  

U.S. Census. (2012a). Profile America facts for features: American Indian and Alaska 

Native heritage month: November 2012. 

https://www.census.gov/newsroom/releases/archives/facts_for_features_special_e

ditions/cb12-ff22.html 

U.S. Census. (2012b). The American Indian and Alaska Native population: 2010. 

https://www.census.gov/history/pdf/c2010br-10.pdf 

U.S. Commission on Civil Rights. (2003). A Quiet Crisis. 

https://www.usccr.gov/files/pubs/na0703/na0204.pdf 

U.S. Department of Education. (1983). A Nation at Risk. 

https://www2.ed.gov/pubs/NatAtRisk/risk.html 

U.S. Department of Education. (n.d.a). Every Student Succeeds Act (ESSA). 

https://www.ed.gov/essa  



 

 

181 

U.S. Department of Education. (n.d.b). No Child Left Behind (NCLB). 

https://www2.ed.gov/nclb/landing.jhtml 

W.K. Kellogg Foundation. (n.d.). Capturing the dream: Overview of the Native American 

higher education initiative. https://www.wkkf.org/search/site?q=pub3723  

W.K. Kellogg Foundation. (2018). U.S.-based workforce and board composition report 

by race/ethnicity, gender, and job category https://www.wkkf.org/resource-

directory/resource/2018/11/wkkf-us-based-workforce-and-board-composition-

report 

W.K. Kellogg Foundation. (2020). U.S.-based workforce and board composition report 

by race/ethnicity, gender, and job category. https://www.wkkf.org/resource-

directory/resources/2020/08/us-based-workforce-and-board-composition-report-

by-race-ethinicity--gender-and-job-category-2020  

Williams, K. (1996). The effects of background characteristics, social support, and the 

self-concept on the academic achievement of African American, American Indian, 

Hispanic, and Asian-American doctoral students (Publication No. 9700985) 

[Doctoral dissertation, University of Minnesota]. ProQuest Dissertations & 

Theses Global.  

Williams, R. D. (2011), The role of leadership in Native American student persistence 

and graduation: A case study of one tribal college (Publication No. 3472237) 

[Doctoral dissertation, Mercer University]. ProQuest Dissertations & Theses 

Global. 



 

 

182 

Williams, R.S. (2012). Indigenizing leadership concepts through perspectives of Native 

American college students (Publication No. 3525658) [Doctoral dissertation, 

Oklahoma State University]. ProQuest Dissertations & Theses Global. 

Wright, M. (2016). A phenomenological investigation into cultural factors which may or 

may not contribute to degree completion among American Indian students in one 

community college. Journal of Perspectives in Applied Academic Practice, 4(1), 

52–58. 

Wright, S. W. (1996, Dec 12). Clinton opens "frontiers of opportunity" for tribal colleges: 

Native-American schools to vie for federal grants, contracts. Black Issues in 

Higher Education, 13(21), 28.  

  



 

 

183 

 

 

Appendix A 

  



 

 

184 

The Study Flyer 
 

 
  

Seeking American Indian Participants

Eligibility – must be American Indian and 
meet at least one of the following:

Alabama-Coushatta 
Tribe of Texas

Study Focus

Historically American Indians have had the highest dropout rates amongst ALL 
other ethnic groups. To understand the current situation, it is vital to explore 
potential factors influencing persistence to high school graduation and pursuit 
of a post-secondary education. The four factors include: include home/family, 
school, community/tribal/peers, and individual. 

Research Investigator:  Sherri RedShirt YellowBird Escobar, Oglala Lakota Sioux

281-620-1115        oglalagirl@gmail.com

• 2021 high school graduate

• 2021 college/trade school graduate

• Current high school student in grade 9, 10, 11 or 12

• A parent of a 2021 high school graduate

• A parent of current high school student in grade 9, 10, 11, or 12

• Currently enrolled college/trade school student

Survey for 2021 College/Trade school Graduate and current College/Trade school student:
https://coeuh.co1.qualtrics.com/jfe/form/SV_8prMdKn4KPfOKbQ

Survey for Parent of 2021 High School Graduate and Parent of current High School student: 
https://coeuh.co1.qualtrics.com/jfe/form/SV_eu6o9NnaEcX7u6O

Parent form to grant permission for their high school student/2021 graduate to participate:
https://coeuh.co1.qualtrics.com/jfe/form/SV_3vLCQDsgyhM9yiq

High School students & 2021 Graduates will be EMAILED the survey link upon parent permission.

Click on One of the Following Links:

This research study has been reviewed by the University of Houston 
Institutional Review Board 

Enter to win 
one of 30 
$20  e-gift 
cards!
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American Indian Education Factors: High School Survey Questionnaire 
 
Part A:  
Demographics 

1. Indicate what grade in High School you are in: 
a) 9th 
b) 10th 
c) 11th 
d) 12th 
e)  

2. What is your age? 
a) 14 
b) 15 
c) 16 
d) 17 
e) 18 
f) 19 
g)  

3. Gender 
a) Male 
b) Female 
c) ______________ (short answer space) 
d) Prefer not to say 

4. Ethnicity – Tribal Affiliation 
a) Alabama-Coushatta 
b) ______________ (short answer space) 

 
Part B: 
On a scale of 1 to 5 with 1 = very important and 5 = not important, how important are 
the following statements to you in helping you graduate from high school? 
Part C: 
On a scale of 1 to 5 with 1 = very important and 5 = not important, how important are 
the following statements to you in your decision to enroll college or technical school? 
 
AT HOME: 
 

1. My parents having high expectations of me. 
2. My parents being involved in my school/extracurricular activities. 
3. Seeing my parents/grandparents proud when I graduate from high school. 
4. My grades and performance in school being important to my parents/family. 
5. My family having conversations with me about my schooling and my goals 

after graduating from high school. 
6. My parents having regular discussions and encouraging me to go to college or a 

technical school after high school. 
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7. Having a mentor in my extended family who cares about me, gives me 
guidance, and motivates me to finish high school and enroll in college or a 
technical school. 

 
AT SCHOOL: 
 

1. My teachers having high expectations of me. 
2. Having a teacher that is very supportive of my learning, pushes me to do well 

in school. 
3. My school providing tutoring/programs to help me with my assignments and 

learning. 
4. My grades and performance in school being important to my teachers and 

administrators at school 
5. Speaking often with my school counselor about my classes and my goals after 

graduating from high school. 
6. My counselor regularly discussing and encouraging me to go to college or a 

technical school after high school. 
7. Having a mentor in school who cares about me, gives me guidance, and 

motivates me to stay in school. 
 
IN MY COMMUNITY: 
 

1. My tribal community having high expectations of me to finish high school. 
2. My friends and I being involved in school/extracurricular activities. 
3. My friends and I seeing our tribal community proud when we graduate from 

high school. 
4. My grades and performance in school being important to my tribal community. 
5. Speaking often with my tribal community about my schooling and my goals 

after graduating from high school. 
6. My tribal community regularly discussing and encouraging me to go to college 

or a technical school after high school. 
7. Having a mentor in my tribal community who cares about me, gives me 

guidance, and motivates me to stay in school. 
 
SELF: 
 

1. Having high expectations of myself. 
2. Being involved in my school/extracurricular activities. 
3. Experiencing economic hardships that motivate me to finish high school and/or 

go to college/technical school. 
4. My grades and performance in school being important to me. 
5. Discussing with others about my schooling and my goals after graduating from 

high school. 
6. Having plans to go to college or technical school after high school. 
7. Having a mentor is important to me because they care about me, give me 

guidance, and motivate me to finish. 
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Part D: 
 

1. Rank, in order, the most important factor in your progress toward high school 
graduation:  

 Family 

 School 

Community/Friends 

 Myself 

2. Rank, in order, the most important factor in your decision to attend college or 
technical training: 

Family 

School 

 Community/Friends 

 Myself 
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American Indian Education Factors: Parents of High School Students Survey 
Questionnaire 
 
Part A: 
Demographics 

1. Gender 
a) Male 
b) Female 
c)  ______________ (short answer space) 
d) Prefer not to answer 

2. Current age 
a) 25 - 35 years old 
b) 36 - 45 years old 
c) 46 - 55 years old 
d) 56+ 
e) Prefer not to answer 

3. Ethnicity – Tribal Affiliation 
a) Alabama-Coushatta 
b) ______________ (short answer space) 

4. Are you married? 
a) Yes 
b) No 
c) Prefer not to say 

5. Employment 
a) Employed Full-Time 
b) Employed Part-Time 
c) Seeking opportunities 
d) Retired 
e) Prefer not to say 

6. Level of Parent’s Education  
a) Some High School 
b) High School 
c) Bachelor's Degree 
d) Master's Degree 
e) Ph.D. or higher 
f) Trade School 
g) Prefer not to say 

 
Part B: 
On a scale of 1 to 5 with 1 = very important and 5 = not important, as a parent of a 
high school student how important are the following statements in helping your child 
graduate from high school? 
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Part C: 
On a scale of 1 to 5 with 1 = very important and 5 = not important, as a parent of a 
high school student how important are the following statements in helping your child 
enroll in college or technical school? 
 
AT HOME: 
 

1. Having high expectations of my child. 
2. Being involved in my child’s school/extracurricular activities. 
3. Feeling a sense of pride when my child graduates from high school. 
4. My child’s grades and performance in school being important to me. 
5. Speaking often with my child about their schooling and their goals after 

graduating from high school. 
6. Regularly discussing and encouraging my child to go to college or a technical 

school after high school. 
7. My child having a mentor in our extended family who cares about them, gives 

them guidance, and motivates them to finish high school and enroll in college 
or a technical school. 

 
AT SCHOOL: 
 

1. My child’s teachers having high expectations of them. 
2. My child having a teacher that is very supportive of their learning, pushes 

them to do well in school. 
3. My child’s school providing tutoring/programs to help them with assignments 

and learning. 
4. My child’s grades and performance in school being important to the teachers 

and administrators at school. 
5. My child speaking often with their counselor about their classes and their 

goals after graduating from high school. 
6. My child’s counselor regularly discussing and encouraging them to go to 

college or a technical school after high school. 
7. My child having a mentor in school who cares about them, gives them 

guidance, and motivates them to stay in school. 
 

IN MY COMMUNITY: 
 

1. My tribal community having high expectations of my child to finish high 
school. 

2. My child and their friends being involved in school/extracurricular activities. 
3. My child and their friends feeling a sense of pride when they graduate from 

high school. 
4. My child’s grades and performance in school being important to my child’s 

friends. 
5. My tribal community speaking often with my child about their schooling and 

their goals after graduating from high school. 
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6. My tribal community regularly discussing and encouraging my child to go to 
college or a technical school after high school. 

7. My child having a mentor in our community who cares about my child, gives 
them guidance, and motivates them to stay in school. 

 
SELF: 
 

1. My child having high expectations of themself. 
2. My child being involved in school/extracurricular activities. 
3. Experiencing economic hardships that motivate my child to finish high school 

and/or go to college/technical school. 
4. My child’s grades and performance in school being important to my child. 
5. My child talking with others about their schooling and their goals after 

graduating from high school. 
6. My child planning to go to college or a technical school after high school. 
7. Having a mentor who cares about my child, gives them guidance, and 

motivates them to finish school is important to my child. 
 
Part D: 
 

1. Rank, in order, the most important factor in your child’s progress toward high 
school graduation:  

 Family 

 School 

Community/Friends 

 Myself 

2. Rank, in order, the most important factor in your child’s decision to attend 
college or technical school: 

Family 

School 

 Community/Friends 

 Myself 
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American Indian Education Factors: Current Student in Postsecondary or 
Technical School Survey Questionnaire 
 
Part A:  
Demographics 

1. Gender 
e) Male 
f) Female 
g) ______________ (short answer space) 
h) Prefer not to say 

2. Ethnicity – Tribal Affiliation 
a) Alabama-Coushatta 
b) ______________ (short answer space) 

3. What is your classification in college/technical school? 
a) First year/freshman 
b) Second year/sophomore 
c) Third year/junior 
d) Fourth year/senior 
e) Graduate student 

4. Are you married? 
a) Yes 
b) No 
c) Prefer not to say 

5. Employment 
a) Employed Full-Time 
b) Employed Part-Time 
c) Seeking opportunities 
d) Retired 
e) Prefer not to say 

6. Level of Parent’s Education  
a) Some High School 
b) High School 
c) Bachelor's Degree 
d) Master's Degree 
e) Ph.D. or higher 
f) Trade School 
g) Prefer not to say 

 
Part B: 
On a scale of 1 to 5 with 1 = very important and 5 = not important, as you think back 
to when you were a high school student, how important were the following statements in 
helping you graduate from high school and enroll in college or technical school? 
  



 

 

193 

Part C: 
On a scale of 1 to 5 with 1 = very important and 5 = not important, as you think back 
to when you were a high school student, how important were the following statements in 
helping you decide to enroll in college or technical school? 
 
AT HOME: 
 

1. My parents having high expectations of me. 
2. My parents being involved in my school/extracurricular activities. 
3. Seeing my parents/grandparents proud when I graduated from high school. 
4. My grades and performance in school being important to my parents/family. 
5. My family often speaking with me about my schooling and my goals after 

graduating from high school. 
6. My parents regularly discussing and encouraging me to go to college or a 

technical school after high school. 
7. Having a mentor in my extended family who cared about me, gave me 

guidance, and motivated me to finish high school and enroll in college or a 
technical school. 

 
AT SCHOOL: 
 

1. My teachers having high expectations of me. 
2. Having a teacher that was very supportive of my learning, pushed me to do 

well in school. 
3. My school providing tutoring/programs to help me with my assignments and 

learning. 
4. My grades and performance in school being important to my teachers and 

administrators at school 
5. Speaking often with my counselor about my classes and my goals after 

graduating from high school. 
6. My counselor regularly discussing and encouraging me to go to college or a 

technical school after high school. 
7. Having a mentor in school who cared about me, gave me guidance, and 

motivated me to stay in school. 
 
IN MY COMMUNITY: 
 

1. My tribal community having high expectations of me. 
2. My friends and I being involved in school/extracurricular activities. 
3. My tribal community would be proud of me and my friends when we 

graduated from high school. 
4. My grades and performance in school being important to my tribal 

community. 
5. Speaking often with my tribal community about my schooling and my goals 

after graduating from high school. 
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6. My tribal community regularly discussing and encouraging me to go to 
college or a technical school after high school. 

7. Having a mentor in my tribe/community who cared about me, gave me 
guidance, and motivated me to stay in school. 

 
SELF: 
 

1. Having high expectations of myself. 
2. Being involved in my school/extracurricular activities. 
3. Experiencing economic hardships motivated me to finish high school and/or 

go to college/technical school. 
4. My grades and performance in school being important to me. 
5. Talking with others about my schooling and my goals after graduating from 

high school. 
6. Having plans to go to college or a technical school after high school. 
7. Having a mentor was important to me because they cared about me, gave me 

guidance, and motivated me to finish  
 
Part D: 
 

1. Rank, in order, the most important factor as your progressed toward high 
school graduation:  

 Family 

 School 

Community/Friends 

 Myself 

2. Rank, in order, the most important when making your decision to attend 
college or technical training: 

Family 

School 

 Community/Friends 

 Myself 
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Part E: 
On a scale of 1 to 5 with 1 = very important and 5 = not important, now that you are in 
postsecondary/technical school, how important are the following statements right now 
helping you to persist in your college/technical education? 
 

1. My family has high expectations of me. 
2. I have a mentor in my extended family who cares about me, gives me 

guidance, and motivates me. 
3. I want to see my parents/grandparents proud when I graduate from 

college/technical school. 
4. My college/technical school provides tutoring/programs to help me with my 

studies. 
5. My grades and performance in college/technical school are important to my 

teachers and administrators. 
6. I have a mentor in school who cares about me, gives me guidance, and 

motivates me. 
7. I have a mentor in my tribe/community who cares about me, gives me 

guidance, and motivates me. 
8. I have high expectations of myself. 
9. My grades and performance in college/technical school are important to me. 
10. Experiencing economic hardships motivate me to finish college/technical 

school. 
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Appendix C 

  



 

 

197 

Letter of Cooperation 

 
  

Al/iBAriA-COU9HAnA TRIB€ Of T€m
571 State Park Road 56 ♦Livingston,Texas 77351 ●(936)563-1100

Tr iba l Ch ie fs Tr i b a l C o u n c i l

Principal Chief
Chief Skalaaba
Herbert G. Johnson, Sr.

Nita Battise, Chairperson
Ricky Sylestine, Vice-Chairman

Yolanda Poncho, Secretary
Ronnie Thomas, Treasurer

David Battise, Member
Roland Poncho, Member
Melanie Battise, Member

Second Chie f
Ch ie f Kan icu
Donnis Bat t ise

September 15, 2021

University of Houston IRB Committee
I R B C o m m i t t e e # 3
A t t n ; N e t t i e M a r t i n e z

Houston, TX 77204

Subj: Letter of Cooperation

Dear Committee Members:

The Alabama-Coushatta Tribal Council serves as the governing body of the Alabama-Coushatta
Tribe of Texas. We were contacted by Sherri RedShirt YellowBird Escobar regarding her research
through the University of Houston. Ms. Escobar has requested assistance from our Tribe for her
research, which will focus on aselect group of Tribal citizens. Higher education is strongly
encouraged by the Alabama-Coushatta Tribal Council and we support the research Ms. Escobar is
doing.

The Tribal Council agrees to promote and encourage participation in Ms. Escobar’s research of
tribal citizens who are:

●High school students in grades 9-12,
● 2021 high school graduates,
●Parents of the above high school students and graduates,
●Students currently enrolled in college/trade school, and
● 2021 college/trade school students.

Please accept this letter as confirmation of our acceptance and cooperation in participating in her
research: Factors Influencing American Indian/Alaska Native Students to Persist to Graduation
and Enroll in Post-Secondary/Technical Education. Thank you for your time and eonsideration of
th i s ma t te r.

A l e e l a m o l o o !

-Q—v.

N i t a B a t t i s e

Tribal Council Chairperson
Alabama-Coushatta Tribe of Texas
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University of Houston Institutional Review Board Approval 
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