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ABSTRACT OF THE DISSERTATION

American Indians in Higher Education:

A Longitudinal Study of Progress and Attainment

by

Patricia Porter McNamara
Doctor of Philosophy in Education
University of California, Los Angeles, 1982

Professor Helen S. Astin, Chair

This study was conducted to contribute to our knowledge of American
Indian college students, with particular attention to differences within
this population and to factors that influence Indian students' persis-
tence in college and level of educational attainment. The Tongitudinal
data base covers a critical eight-year period in the educational and ‘
occupational development of young adults, from college entry in fall
1971 to early 1980. Baseline survey questionnaire data were collected
by the Cooperative Institutional Research Program from a national sample
of 675 college freshmen who identified themselves as American Indian in
1971. Follow-up data were collected from each subject by survey ques-
tionnaire or telephone interview in 1980, as part of a Ford Foundation-
supported study conducted by the Higher Education Research Institute.

Of the 675 freshmen who identified themselves as Indian on the 1971

survey, which permitted multiple responses to the race-ethnicity question,
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only 234 reidentified themselves as Indian in 1980, when instructed to
indicate only their primary racial-ethnic identity.

The descriptive phase of this study profiles statistically signifi-
cant differences between Indian respondents and‘respondents who identi-
fied themselves as Indian only in 1971 ("nonIndians"); between Indians
from urban and rural backgrounds; between Indian men and women; and
between Indian respondents who had achieved their undergraduate degree
objectives and those who had not. These comparisons identified a number
of important differences in personal and academic background, self-con-
cept, values, attitudes,'co11ege choice behavior, college experiences,
educa%iona] and occupational aspirations and outcomes, underscoring the
importance of carefully screening students who identify themselves as
American Indian and distinguishing between urban and rural Indians.

Factors influencing Indian students' persistence in college and
level of educational attainment were examined using step-wise linear
multiple regression analysis. Preéo]]egiate educational preparation
was one of the most important factors contributing to college achieve-
ment. The level of students' involvement and interest in their high

school education was especially important in explaining their subsequent

level of educational attainment.
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Chapter One

Introduction to the Study

Recent reports on the social and economic status of Native Ameri-
cansl document that they are indisputably a disadvantaged population
(American Indian Policy Review Commission, 1977; U.S. Commission on Civil
Rights, 1978). Statistical indicators used to assess social conditions
--that is, Tevel of well-being, as reflected in employment, income,
health, housing, and educational status--show that Indian people consis-
tently rank among the populations clustered at the lowest ends of these
measures. To some extent, these statistics reflect limited employment
opportunities in many Indian communitie§ but, to a far greater degree,
they reflect the effects of low levels of educational and occupational
training. The depressed levels of educational attainment among Indians
are the historical legacy of Federal government Indian education poli-
cies and practices. The education and training that contemporary Indian
youth receive, as well as.the éducational opportunities made available
to adults, affect individual futures and also the economic growth and
development of Indian communities. Skilled professional manpower is
needed to provide education, health care, housing, and other social ser-
vices within Indian communities and also to develop and manage the
wealth of reservation natural resources.

The nation's schools are charged with developing society's greatest

l-The terms Native American, American Indian, and Indian are used
interchangeably in this report and are meant to include Alaskan Natives,
Aleuts, and Eskimos.



resource, the potential of each individual. Their track record of ser-
vice to the Indian people is not impressive: Compared with their major-
ity peers, Indian students drop out of high school at higher rates;
Indian high schoal graduates have Tower rates of college attendance; and
those who do enter college withdraw at a significantly higher rate. A
review of past research studies suggests that a number of problems have
been identified as contributing to the high college dropout rate of
Indian students. These barriers to educational attainment include:

poor educational preparation for the academic demands of college; finan-
cial difficulties and family responsibilities; lack of a clear sense of
purpose and direction, especially in regard to educational and career
goals, a problem compounded by the paucity of Indian professionals whose
achievements students can emulate; and emotional and social adjustment
problems caused by culture conflicts between the Indian §tudent‘s val-
ues, attitudes, and beliefs and those. governing behavior and expecta-
tions in the co]1ege environment ahd, for some students, strains created
by the decision to go to college between%the‘student and his or her home
community.

Although past research has identified and described the kinds of
problems that Indian students may encounter, we know 1ittle about how
critical these problems are or how important they are relative to one
another; which students experience what kinds of barriers to educational
achievement; what effects these problems have on various college out-
comes; how these problems can be successfully addressed or about the
facilitators of educational achievement and persistence among Indian

college students. Institutional evaluations of particular programs pro-



grams providing college orientation, counseling, or academic assistance
tend to show that Indian participants benefit (General Accounting Office,
1977; Norris, 1971; Special Subcommittee, 1969); however, students who
elect to participate in these programs may be a select group who would
have persisted at higher rates and earned better grades whether these
services were available or not. Indeed, Norris (1971) reports that the
Tower attrition among participants in an academic program for Indian
students was not related to the number of counseling-tutoring sessions
attended.

A relatively small number of studies, principally dissertation
studies, have sought to determine what distfnguishes successful or sat-
isfied Indian college students from their unsuccessful or dissatisfied
peers. These studies are baséd on small samples drawn from one or a
small number of higher education institutions or from a particular
state. In some cases the sample consists of students who entered an
institution over an extended period of time: for example, Jeanotte
(1982) studied Indian students who had enrolled at the University of
North Dakota during the academic years 1970-1979. Typically, these
studies select one dependent measura (college grade point average, per-
sistence, or satisfaction) and use basic correlational techniques to
examine the relationship between each of a small number of independent
variables and the dependent measure. Important independent variables,
including college characteristics, are often excluded from consideration
and the complex interrelationships among independent variables are
ignored. It is, therefore, difficult to piece together a picture of

the dynamics and influences affecting Indian college students from



these studies. The sometimes conflicting, inconclusive, and unidimen-
.sional research findings do indicate the complexity of these dynamics,
but they offer Tittle guidance for educational policy and practice or

for students facing decisions about their educational futures.

Purpose of the Study

The purpose of this study was to learn more about the characteris-
tics, undergraduate experiences and achievements, and subsequent pur-
suits of American Indian college students. To this end, two research
objectives were established: first, to provide a descriptive profile
of a national cohort of Indian students who entered college in 1971 and
who provided follow-up information about their college experiences and
postcollege activities in early 1980; and, second, to identify student
and institutional characteristics associated with college success, as
measured by persistence in college and level of educational attainment.

The study examines data collected from Native American participants
in a Tongitudinal study conducted in 1980-1981 by the Higher Education
Research Institute and supported by the Ford Foundation. It differs
from past studies of American Indian college students in one or more of
four important regards: (1) it is longitudinal and covers a period of
over eight years, from fall 1971, when subjects entered college, to
early 1980, when the follow-up data were collected; (2) it has a nation-
al sample rather than a sample drawn from one or a small number of inst-
itutions or from a particular state; (3) inclusion in the sample is not
contingent on tribal enroliment, federal recognition, or receipt of a
grant from the Bureau of Indian Affairs (BIA) or from the U.S. Depart-

ment of Education's Office of Indian Education; and (4) the data base



includes over 400 variables, providing extensive demographic and affec-
tive information for each subject, including information about the
college attended in 1971.

Because the sample for this study was selected on the basis of
self-identification as American Indian at two distinct and reiatively
distant points in time, 1971 and 1980, data are available to explore the
phenomenon of misclassification as American Indian. The National Board
on Graduate Education (1976) reports a tendency among college-age youth
to identify themselves as Indian even though their Indian heritage may
be very distant. The presence or absence of various racial-ethnic res-
ponse categories on survey instruments, as well as the use of ambiguous,
undefined categories, also appears to contribute to unintentional errors
in self-classification. There is evidence to suggest that considerable
misclassification as Indian does occur among college students. Astin
(1977) found that student self-reports of racial-ethnic identity were
high1y consistent over time, with the exception of "American Indian"
responses: Fewer than one-fourth of the respondents who, as college
freshmen in 1968, reported that they were American Indian selected this
response in a 1972 follow-up survey. Almost three-fourths of the 1968
“American Indians" reciassified themselves as White on the 1972 survey.
Chavers (1979c) and Webster, Sedlacek, and Miyares (1977) also report
substantial losses from self-reported American Indian populations when
follow ups or cross-checks are made to verify these students racial-
ethnic identity.

The consequence of misclassification as Indian is inflated national

statistics on Indian enrollment in higher education and on degrees



awarded to Native Americans, suggesting that this popufation has
achieved educational equity. Chavers observes: "A simple estimation of
the current total population of Indian college students is extremely
difficult and time-consuming because of the lack of reliable information,
and because of the_varying definitions of 'Indian' or 'Native American'
used by various agencies" (1979, p. 6). Similarly, studies which rely
on unverified student se]f-identification.as Indian can produce findings
that suggest that Indian students are neither socioeconomically nor aca-
demically disadvantaged. For example, a longitudinal study of the
effects of financial aid on college persistence that relied on freshman
self-identification as Indian (Astin and Cross, 1979) found that 36 per-
cent of the American Indian students came from homes where family income
exceeded $20,000 a year, compared with 37 percent of white students, and
that almost as large a proportion of Indian studonts as white students
had fathers who were college graduates (33 versus 37 percent, respec-
tively). Census data on the Native American population offer scant
support for accepting such findings at face value. More importantly,
they do not improve our understanding of the socioeconomic status of
Indian students or provide insights into their need for financial aid
and the role it plays in their persistence.

However, because misclassification does occur and creates the
impression that this population has achieved educational equity or dis-
torts research findings that might otherwise contribute to our knowledge
of this population, it is important to understand how students who do
misclassify themselves as Indian differ from Indian students. Thus, one

goal of this study was to distinguish students who identified themselves



as Indian in 1971 but not in 1980, when the follow-up data were
collected, from those who consistently identified themselves as Indian
and to compare these two groups.

A second research objective was to explore differences among
Indian students on the basis of home environment (urban versus rural)
and gender. One of the underlying assumptions of this study is that
knowledge of a student population is essential to efficient delivery of
effective educational services and, subsequently, to improved perform-
ance and persistence by these students. The more educators know about a
student population--their backgrounds, goals, values, problems, and con-
cerns--the more able they are to respond constructively and supportively
to these students' needs, be they for academic ;arvices, financial aid,
psychological support, or for assistance in clarifying career goals.
Although past research has tried to identify differences between suc-
cessful and unsuccessful Indian students and between those who were sat-
isfied or dissatisfied with their college experiences, it has not inves-
tigated differences between students from urban and rural backgrounds or
between Indian men and women. Although the Titerature suggests that
there are important differences between urban and rural Indians (McDon-
ald, 1978; Sorkin, 1978; Task Force Eight of the American Indian Policy
Review Commission, 1976), past research on Indian college students has
not distinguished between students from urban and rural backgrounds.
Thus, this study sought to determine if and how rural and urban students
differ in personal and academic background, interests, values, attitudes,
and aspirations and what the educational implications of these differ-

ences might be. Past research has also found that gender is related to



college students' self-concept, values, attitudes, behaviors, academic
achievement, persistence, and level of educational attainment (Astin,
1977b). Therefore, a parallel comparison of Indian men and women was
conducted.

The final phése of the study focused on two outcome measures: per-
sistence in college and Tevel of educational attainment. It includes a
descriptive comparison of persisting and nonpersisting students and,
using stepwise Tinear muitiple regression to control for individual dif-
ferences and covariance among the variables, it examines those student
and college characteristics that influence college persistence and level
of educational attainment.

In summary, this study was designed to contribute to our knowledge
of Indian college students by:

1. Comparing students who indicate a tendency to misclassify them-
selves as American Indian with Indian students to get a sense of why -
misclassification occurs and of how it affects data on Indian students
beyond simply inflating their numbers;

2. Comparing Indian college students who come from urban and rural
backgrounds to determine if and how they differ in personal and academic
backgiround, interests, values, attitudes, college choice behavior, educ-
ational and career aspirations and outcomes and, thus, in need for educ-
ational services and assistance;

3. Comparing male and female Indian college students to determine
if and how they differ in personal and academic background, interests,
values, attitudes, college choice behavior, educational and career asp-

irations and outcomes and, thus, in need for educational services and



assistance.

4. Examining differences between persisting and nonpersisting In-
dian college students, with particular attention to predictors of col-
lege persistence; and

5. Examining variables that are.significant1y related to level of
educational attainment, with particular attention to ﬁredfctors of high
achievement.

This study is both descriptive and analytic, examining the characteris-
tics of a cohort of Indian college students who entered college in 1971,
and following their progress over a period of eight years.

The review of the Titerature, presented in Chapter 2, provides a
context for this study. It includes a brief demographic profile of the
American Indian population and discusses a number of barriers to educa-
tional achievement that Indian students may encounter. Chapter 3 des-
cribes the design of this study, including data sources and instruments,
the sample, operational definitions of key variables, data analyses, and
Timitations of the study. Differences between Indian students and stu-
dents who indicate a tendency to misclassify themselves as Indian are
discussed in Chapter 4. Chapter 5 presents the results of the compari-
son of Indian students from urban and rural backgrounds, while Chapter
6 describes differences between male and female Indian college students.
The descriptive profiles are presented in six sections: (1) personal
background; (2) precollegiate education; (3) aspirations, self-concept,
vaiues, and attitudes; (4) reasons for going to college and college
expectations; (5) college choices and experiences; and (6) collage out-

comes. The seventh chapter focuses on the two college outcomes of



interest in this study: persistence and level of educational attain-
ment. Differences between persisting and nonpersisting students are
described and the predictors of each educational outcome are discussed.
The study's research findings are summarized and discussed in Chapter 8,
with particular attention to their implications for educators, policy-
makers, Indian students, parents, and tribal organizations. Recommend-

ations for future research are presented.
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Chapter Two

Review of the Literature

What reason do we have to believe that Indian students are differ-
ent from any other student population or that they might have special or
unique educational needs? American Indians are an economically and
educationally disadvantaged population. In their final report, the
American Indian Policy Review Commission states:

From the standpoint of personal well-being, the

Indian of America ranks at the bottom of -virtually

every social statistical indicator. On the average,

he has the highest infant mortality rate, the lowest

Tongevity rate, the Towest level of educational

attainment, the lowest per capita income and the

poorest housing and transportation in the land.

(1977, p. 7) .

Whether the American Indian population ranks at the bottom of these key
social statistical indicators, as the Commission contends, or clusters
at the lowest end of these scales, exchanging last place with the black,
Puerto Rican, and Chicano populations as other sources suggest (Almquist
and Wehrle-Einhorn, 1978; U.S. Commission on Civil Rights, 1978), their
disadvantaged status is indisputable.

The 1980 census counted 1.4 million Native Americans, accounting
for 0.62 percent of the nation's population and representing a 71 per-
cent increase over the previous decennial census (Nelson, 1981). The
Indian population is young: the median age in 1980 was 23 years, as
compared with 31.3 years for Whites, 24.9 years for Blacks, and 23.2
years for persons of Spanish origin (U.S. Bureau of the Census, 1981).

Although Indians live in every state of the nation, over three-fourths
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Tive west of the Mississippi River, and six states--California, Okla-
homa, Arizona, New Mexico, North Carolina, and Alaska--account for over
half (53 percent) of the total Indian population (U.S. Bureau of the
Census, 1981). The Native American population is less urban than than
the general population: in 1970, 73.5 percent of the nation's popula-
tion lived in urban areas, as compared with 44 percent of the Indian
population (U.S. Bureau of the Census, 1973).' Dorris (1981) and Sorkin
(1978) estimate that the 1980 census will find that about half of the
Indian population now lives in urban settings.

Relative to their rural counterparts, urban Indians have higher
levels of educational attainment, lower levels of unemployment, and
higher incomes. In 1970, urban Indians age 25 and over had completed an
average of 11.2 years of schooling, as compared with 8.7 years for rural
Indians in this age group and 12.1 yéars for Whites (Almquist and Wehrle-
Einhorn, 1978; Sorkin, 1978). In this same year, 4 percent of white men
were unemployed, as were 9 percent of urban Indian men and 41 percent of
Indian men Tiving on reservations (Sorkin, 1978). The 1970 census found
that 15 percent of the total U.S. population, 34 percent of the Indian
population, and 68 percent of rural Indians earned an annual income of
$4,000 or less (U.S. Bureau of the Census, 1973).

Although the proportion of Indian families living in poverty
declined from over one-third (36 percent) in 1969 to about one-fourth
(26 percent) in 1975, Indian families were almost three times as likely
to be 1iving in poverty as were majority-headed families in 1975 (U.S.
Commission on Civil Rights, 1978).

In 1970, only one-third of the total Indian population age 25 and
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above had completed high school, compared with over half (55 percent) of
the white population. Only 11 percent of the Indian population over the
age of 24 reported ever having attended college, and only 12,195 people
(4 percent) had been enrolled for four or more years (U.S. Bureau of the
Census, 1973). Educational attainment is inversely related to age among
Indians: that is, the younger the age cohort examined, the higher the
level of schooling completed. Thus, in 1970, 57 percent of the men and
58 percent of the women ages 20-24 had graduated from high school in
contrast to 27 percent of the men and 28 percent of the women ages 45 to
64 (U.S. Bureau of the Census, 1973). Nonetheless, the 1976 high school
nonattendance rates of 15-to-17 year-old youth (14 percent of Indian
boys and 15 percent of the girls) are approximately three times those of
white males (U.S. Commission on Civil Rights, 1978). The high school
dropout rate of American Indian youth--various1y estimated at 40 to 60
percent, versus 16 percent for the total population--remains a matter of
serious concern. In 1975, Parsons reported that, although an estimated
90 percent of school-age Indian children attend school, only 50 percent
complete twelth grade, only 17 percent enter col1ege,»and, of'those
students, only 4 percent graduate.

In general, it appears that about half the nation's high school
graduates go on to attend college. At the time of the Project TALENT
five-year follow-up, about half their sample of 1960 and 1961 high
school seniors had attended college (in Astin, ET1-Khawas, and Bisconti,
1973). A 1967 follow-up of SCOPE's four-state sample of 33,879 high
school seniors of 1966 found 61 percent of the whites and 40 percent of

the minority students (including 30 percent of the Indians, the lowest
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rate of any minority group) had entered some form of postsecondary edu-
cation in the fall after high school graduation (Cross, 1976). The
second follow-up of a more recent cohort of high school seniors, the
class of 1972, found 49 percent of the nationally representative sample
entered college within two years, most (44 percent) immediately after
completing high school (Fetters, 1977). This study also found that the
proportion of white high school seniors subsequently entering college
(53 percent of the men and 47 percent of the women) was greater than the
proportions of their minority peer groups (40 percent of black and 45
percent of Hispanic men and 42 percent of black and 37 percent of His-
panic women). Cross observes:

Race has been and continues to be one of the major

barriers to higher education. Membership in an

ethnic minority group, frequently coupled with Tow

family income, low parental occupational and educ-

ational status, poor school achievement, and Tow

test scores, has posed a near insurmountable

barrier to college for thousands of young people.

(1976, p. 114)

The AAAS Project on Native Americans in Science (1977) reports that,
by 1972, 35 percent of American Indian high school graduates, as com-
pared with 53 percent of Whites and 43 percent of Blacks, were enrolling
in some form of postsecondary education. Thus, it appears that about
one-third of all Indian high school graduates, a group whose ranks have
been reduced by steady attrition throughout secondary school, enter some
form of postsecondary education. We do not know what proportion of
these youth seek vocational or technical training rather than entering
an academic college program, nor do we know to what extent college-going

rates vary within the Indian population by region, tribe, or urban ver-

sus rural home environment. That such differences exist is illustrated
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by a state of New Mexico analysis that indicates that 2 percent of
Pueblo high school graduates matriculate at college and, of these, only

3 percent will go on to earn degrees (in Gabriel, 1979).

Barriers to Educational Progress and Attainment
The available literature and data indicate that those Indian youth

who have entered college during the past decade have not had an easy
time of it. Green lists some of the attitudinal, cultural, institu-
tional, technical, and skills-related barriers that Indian youth pur-
suing a general education may encounter:

-+-poor or no counseling; bad, unskilled teachers;

a negative image of science and scientists; no role

models; lack of money for college; fear of failure;

poor preparation in basic skills; lazk of community

priority for collegiate education; parental, family,

or marital problems; culture conflicts; and poor

study habits; all contributed to retard educational

progress. (1978, pp. 1-2)
These problems can be classified into four general categories for closer
examination: (1) nature and quality of past education; (2) finances;
(3) Tack of role models; and (4) culture conflicts (a) related to the
home community and (b) related to the college environment.

Past Education

Poor preparation in basic skills; poor study habits; bad, unskilled
teachers; poor or no counseling; and, to some extent, fear of failure
and a negative image of science and scientists are all related to stu-
dents' precollegiate educational experiences. In a newspaper interview
(Adler, 1979), the director of an federally-funded Indian service center
in Los Angeles recalled attempting--and utterly failing--coursework in

one of the city's community colleges. The experience was, he reported,
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a disaster because his academic background, acquired primarily in res-
ervation schools, was just not comparable to that of his classmates.
Coombs reviewed the literature for a 1970 paper on Indian educa-
tional disadvantages and concluded: "These researchers found not only
that Indian students achieved well below white students but that they
fell further behind as the higher grades were reached" (in Antell, 1977).
Bass (1971) followed his sample of high school students from fall 1966
to spring 1970 and found that, although their achievement test scores
improved progressively from grade nine to twelve, their status vis-a-vis
the national norms steadily worsened: Entering ninth grade, Indian mean
scores were only one year below the national norms but, by the time
these students were about to graduate, their mean scores indicated that

they had fallen two and a half years behind the national average high

school student, A more recent Review of the Literature on Educational

Needs and Problems of American Indians and Alaskan Natives: 1971 to 1976

found no improvement: "According to the common measures of scholastic
achievement, Indian students generally do not perform as well as whites"
(1977, p. 156).

As Ross (1979) notes, this tendency among Indian students to per-
form poorly on standardized measures of academic achievement cannot be
attributed to a lack of aptitude for intellectual pursuits. A nation-
wide test of first-graders in 1965 found that Indian students' mean
scores on nonverbal intelligence tests were slightly above the national
mean score for all students and only about one-quarter of a standard
deviat{on below the mean score for Whites (findings from the Coleman

Supplement cited in Ross, 1979).
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Cross (1976) reports that when. a sample of junior éo]]ege students
(13th-graders) from 45 schools were tested on verbal and grammatical
skills in 1969, as part of the Comparative Guidance and Placement Pro-
gram, 29 percent of the Whites and 54 percent of the American Indians
(a smaller proportion than any of the other minority groups) scored in
the lowest two-fifths of the total population. In interviews with an
unspecified number of Indian college students and 26 Indian college
dropouts about the basic causes of high college attrition among Indians,
McDonald found that poor education was high on everyone's 1ist:

...previous education is a major stumbling block to

successful higher education for many Indian students....
The students and other interviewees from the reservation
perspective were in almost unanimous agreement that they

were not prepared to compete with university students.
(1978, p. 74)

The two problems most frequently reported by respondents to a survey
completed by 2,736 Indian students receiving financial assistance for
college from the BIA were poor study habits (26 percent) and inadequate

preparation for college (23 percent) (Indian Education Resources Center,

1973).

The government is aware of this problem, although progress in

addressing it appears to be slow:

...the magnitude of the Indian education problems and
the complexity of the problems make it essential for
the BIA to have a well-organized and managed program
specifically designed to meet the needs of Indian
students....

...the major national goal established by the Congress
to provide the quantity and quality of educational ser-
vices and opportunities which will permit Indian child-
ren to compete in the careers of their choice is no
nearer to being achieved than it was four years ago.
(U.S. General Accounting Office, 1977, p. 19)
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Falling (1979), formerly the BIA's higher education assistance special-
ist, believes that Indian college students' biggest barrier to success
is their Tack of secondary school preparation to compete, especially in
mathematics and the sciences.

Poor academic training and Tow skills in mathematics and the
sciences have been specifically mentioned by other researchers who have
studied the problems encountered by Indian college students (Artichoker

and Palmer, 1959; Picotte, 1974; Review of the Literature, 1977; U.S.

General Accounting Office, 1977b). A report from the Conference on
Mathematics in American Indian Education concludes:

Conferees felt, in general, that the low achievements

of most Indian students in mathematics and math-related

fields is due largely to the Tack of good training

rather than to any factor mitigating against math com-

petence inherent in tribal cultures.

(Green, Brown, and Long, 1978, p. 2)

Furthermore, they attribute this lack of good training to a prevalent
feeling among teachers, counselors, and administrators that "a more-
than-rudimentary mathematics competence is beyond and/or irrelevant to
Indian needs" (p. 3), an assumption that they consider both racist and
educationally erroneous. A college counselor reports: “The main prob-
lem areas for Native American students at New Mexico State University
are in math and science; physics, biology, chemistry, and computer

sciences" (Evaluation Report of Indian College Student Counseling Pro-

gram, 1976, p. 24).

Are Indian students who enter college with a stronger academic
background more successful? Patton (1973) found high school rank was
positively associated with persistence in college, and Jeanotte (1982)

reports that Indian students who persisted at the University of North
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Dakota had higher high school grade point averages and ACT composite
scores than nonpersisters. A survey of BIA-supported students attending
seven colleges and universities conducted by the U.S. General Accounting
Office (GAO, 1977b) found that students with higher ACT scores tended to
earn better college grades. However, the average ACT composite scores
of 313 freshmen (13), 300 undergraduates (14), and 105 graduates (14)
were almost identiéa], all falling within the range considered to be
indicative of a restricted educational deVelopment background. Kohout
and Kleinfeld (1974) report that Indian, Eskimo, and Aleut students
entering the University of Alaska with high levels of academic prepara-
tion were succeeding at a much lower rate than their majority peers and
that their rate of success had not increased from 1962 to 1973. They
also found that the continuing high attrition rates for Native students
could not be attributed to academic failure: The proportion of Native
students dismissed for academic reasons had declined from 57 percent in
1963-64 to eight percent in 1971-72.

The extent and effects of academic difficulties can be compounded
by inadequate cuunseling and remedial or tutorial services. Although
80 percent of 328 Pueblo elementary or secondary school dropouts ages
16-21 reported that they had had academic problems, most often with math
and science, only 29 percent said that a special teacher or tutor had
been available to work with them (A11 Indian Pueblo Council, circa 1978).
Lawrence (1974) surveyed 137 Indian college students in North Dakota in
the eariy seventies and found that 75 percent of them felt that Indians
entered college without knowledge of what college 1ife was 1ike and the

work college required. A study of 106 Indian college students and grad-
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uates living in Oregon concluded: "There is a deficiency in practical
preparation for college available to Indian students in the majority of
their high schools" (Picotte, 1974, p. 93).. In addition to the need for
better preparation in basic skills, Picotte points out the special need
for high school counseling. Indian parents often cannot advise their
children about educational decisions and college-attenders appeared to
Tack a realistic view of college requirements and clearly defined per-
sonal goals.

Encouragement, support, and guidance from teachers and counselors
can enable studeﬁts to make informed decisions. An awareness or even a
belief that they have receivéd poor precollegiate training may lead to
a fear of failure and a lack of self-confidence that further handicap
Indian students. About one-fifth (22 percent) of Picotte's sample said
that this psychological barrier ha& complicated their adjustment to col-
lege. Fear of failure can also discourage students from applying to more
selective colleges with reputations for academic excellence. Often these
are the schools that have more educational resources and services avail-
able to assist educationally disadvantaged students.

In sum, Indian students appear to encounter academic problems and
to receive a generally poorer aducation in elementary and secondary
school more often than their majority peers. In general, Indian students
who enter college are less well prepared academically and appear to be
less knowledgeable about the academic demands and requirements of college
than majority students. The quality of their precollegiate education is
related to their academic performance in college and poses one not insig-

nificant barrier to their achievement and persistence in college.
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Finances

Indian college students are eligible for federal and state finan-
cial aid programs--some of which are specifically designed to serve
Native American students--and, in some instances, for scholarships or
loans from their tribes or pan-Indian organizations. However, eligibi-
Tity for and even receipt of financial aid does not provide immunity to
financial difficulties. The direct and indirect costs of attending col-
lege, including foregone earnings, may make a college education prohib-
itively expensive.

The Bureau of Indian Affairs' Higher Education Grant Program pro-
vides aid primarily to Indian undergraduates. To be eligible for assis-
tance through this program, a student must be: (1) an enrolled member
of a recognized Indian tribe; (2) at Teast one-fourth Indian blood; (3)
attending or admitted to an accredited college or university that offers
a program leading- to a bachelor's degree, either a four-year program or
a two-year transfer program; and (4) able to demonstrate financial need.
The student submits his or her applications for admission and aid to the
institution and the financial aid office develops an individual aid
package. BIA grants are intended to supplement funds available through
other student assistance programs; they are applied first toward the
student's unmet need, after which they may replace the loan and then the
work-study portion of the aid package. The student receives no money
from a BIA grant until he or she arrives on campus to register and must,
therefore, advance money for fees, deposits, or transportation costs
payable prior to the beginning of school from personal resources.

Sufficient funds are not available to award grants to all eligible
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applicants and, typically, it is the smaller tribes that have insuffi-
cient funds to meet demand for aid. In fiscal 1979, the BIA (Leading
Fighter, 1981) awarded almost 15,000 grants and the Bureau's scholarship
officer estimated that 5-6,000 eligible applicants were refused aid
either for lack of funds or because their applications were incomplete.
The average grant was for $1,526, meeting half the average college cost
of $3,046. Half (51 percent) of the grant-recipients were freshmen,
about one-fifth (22 percent) were sophomores, 15 percent were juniors,
11 percent were seniors, and 2 percent were graduate students. Given
that the numbers of students receiving grants in the four preceding
years were even larger, this distribution by class level suggests sub-
stantial undergraduate attrition.

To maintain their eligibility, undergraduates must complete at
least twelve quarter or semester hours per term, maintaining a 1.5 grade
point average (GPA), if they are freshmen, or a 2.0 GPA, if they are
classified as sophomores, juniors, or senior;. These minimum eligibi-
Tity requirement were instituted in 1978, although the GAOQ (1977b)
study had found that only about one-fourth (24 percent) of 430 Indian
undergraduates at seven colleges and universities were meeting them.
These students appeared to be more successful at meeting the GPA than
the courseload requirement. The average GPA of 203 Indian baccalaureate-
recipients was 2.7, well above the minimum GPA, but their average time-
to-degree was twelve semesters. Based on their study, the GAO estimated
that Indian undergraduates needed 13 semesters to complete a bachelor's
degree program. Maximum undergraduate grant eligibility is five academ-

ic years: 10 semesters or 15 quarters.
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An earlier GAO (1975) investigation into the functioning of the
financial aid process as it affected Indian students found that, in some
instances, BIA grants had been used instead of rather than as a supple-
ment to other government student aid programs. The study also found that
Indian students often reduced their chances of obtaining assistance from
other aid programs by submitting late financial aid applications. The
GAO report attributed this tendency to submit late applications to (1)
delayed or last minute decisions to attend college; (2) boor high school
counseling about how to apply for financial aid; and (3) the application
process itself which involves completing a number of forms, many of them
complicated and confusing. Because students often do not receive all
the types of aid for which they are eligible, BIA grant funds must meet
a larger portion of their need and, thus,‘fewer students can be awarded
grants. )

The Department of Education's Office of Indian Education offers
fellowships to undergraduates and graduate students in business adminis-
tration, engineering, natural resources and related fields, and to grad-
uate students in the fields of education, law and medicine. About 700
persons applied for fellowships for academic year 1980-81; 223 received
them and the average award was $6,700. Eligibility for these fellow-
ships is not dependent on blood quantum or tribal enrollment. The Office
of Indian Education also manages the Educational Personnel Development
Program (EPD) which supports students indirectly through grants to higher
education institutions, tribes, or Indian organizations who provide aid
to students enrolled in the programs supported by the grants.

The Indian Health Care Improvement Act of 1976 (PL94-437) provides
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Health Professional Preparatory Scholarships and Health Professions
Scholarships. The preparatory scholarships support compensatory prepro-
fessional training so that recipients will be able to enter degree pro-
grams at accredited institutions; in recent years about 120 students
have participated annually. The Health Professions Scholarships are
awarded to students in degree programs; tiwre were about 330 recipients
in fiscal year 1978.

Indian students are, of course, eligible for federal student aid
programs. Pell Grants, formerly called Basic Educational Opportunity
Grants (BEOGs), are available only to students who are attending college
on at least a part-time basis. Loans are not an especially attractive
form of assistance to Tow-income students. The Indian students inter-
viewed by the GAO staff (1975) said they much preferred supplemental
gfénts to either work-study supporf or loans; some said that they would
refuse aid in the form of work-study or loan commitments. Although
National Direct Student Loans (NDSLs) were formerly excused if persons
undertook repayment through public service, such as working on a reser-’
vation, this option is no longer available. The Indian student's pros-
pects of obtaining a Toan from a commercial lender through the Guaran-
feed Student Loan Program (GSLP) are slim, even if the student was will-
ing to assume the liability of a debt that might equal or exceed his or
her parents' annual income. The BIA does make loans available to stu-
dents who cannot find another source of financing their education and
who are otherwise ineligible for loans from a credit association. How-
ever, students are advised to apply for a minimal amount--unless special

circumstances prevail, these loans are Timited to $500 per school year--
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since these funds are reserved for Indians interested in starting a

small business and competition for them is stiff (Career Development

Opportunities for Native Americans, undated).

Within their home states, Indian students are eligible for any
state higher education aid programs that are open to all state residents.
Some states have special provisions for Indian assistance. The BIA's

Career Development Opportunities hooklet whick appears to date from the

mid-seventies cites programs in Alaska, Arizona, Florida, Minnesota,
Montana, Nebraska, and New York for state residents, some only for stu-
dents of at least one-fourth degree Indian blood. In Montana, this aid
takes the form of waiving tuition in public colleges and universities.
McDonald reports of the Montana system:

The rhetoric Tooks good, but in actuality the program

is close to being a deliberate and distorted 1ie. In

the first place, Montana does not charge tuition as

such. Rather, a complex fee system is put upon the

student. The student ends up paying as much in fees

as the so-called fee waiver. (1978, p. 76)
In 1981, the BIA scholarship officer reported that Montana, South Dakota
and Wisconsin were either greatly reducing or eliminating tuition waiver
or scholarship programs for Indian students (Standing Elk, 1981).

Sheer bureaucratic inertia can create another problem for Indian
college students: delayed receipt of awards. A1l of the interviewees
at two New Mexico public, four-year institutions agreed that scholarship
grants accounted for a major part of the problem students faced: "The
uncertainty of when and how much money each student is tc receive from

their scholarship program has been a constant worry for students as well

aé the counselor" (Evaluation Report on Indian College Student Counsel-

ing Program, 1976, p. 4). McDonald (1978) points out that the late
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receipt of fee waivers can lead to a situation where students must delay
registering for classes and may end up having to pay the college's max-
imum late registration fee. Nonetheless, it is more Tikely the psychol-
ogical stress and uncertainty rather than the financial expense that is
the primary "cost" engendered by this situation.

~In the survey of Indian students receiving aid through the BIA
Higher Education Assistance Program, 15 percent of the respondents cited
"lack of finances" as a problem. Three-fourths of all respondents said
that they received no financial support from their parents, and another
21 percent indicated that they received $300 or less from this source.
Respondents who had dropped out were asked to indicate the one primary
reason that they had withdrawn from college: One-fifth reported "lack
of funds" and almost as large a proportion (18 percent) said they left
school in order to go to work, a response which may reflect financial
problems (Indian Education Resources Center, 1973). 1t appears that few
Indian students can expect to receive substantial financial assistance
from their families, a traditional source of support for most college
students. Furthermore, given the demographics of the Indian population,
especially the rural population, it is likely that many families badly
need financial assistance from their college-age offspring.

An Indian higher education counselor on an Arizona reservation
reported that he found students' inexperience in managing money and bud-
geting resources was often a more sarious problem than lack of aid (Nor-
iega, 1981). He found that when students received their stipend for the
academic term, many simply overestimated their ability to meet their

educational and 1iving expenses. When they found they had exhausted
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their funds Tong before the next check was due, they left school.
Picotte (1974) reports that 31 (55 percent) of the 56 Indian students
and graduates she interviewed said they had had nuv training in budgeting
money and felt it would have helped them. Nonpersisters'were especially
likely to indicate this need. Similarly, Jeanotte (1982) found that
dropouts did not differ from persisters in their perceptions of the ade-
quacy of their aid but were more Tikely to rate themselves poorly on
financial aid management.

By virtue of their educational, socioeconomic, and cultural back-
grounds, many Indian students feel 1ike outsiders when they arrive on
campus. Their often tenuous financial situation provides a not-so-sub-
tle reminder than they don't really belong there and certainly cannot
afford many of the amenifies of college 1ife enjoyed by their majority
peers. McDonald describes the situation that many Indian students find
themselves in:

...the Indian student does not have the kind of assistance
that is necessary for survival in a college town. He ends
up with virtually no spending money, money for clothes and
other things that are essential for the development of
high morale and peace of mind. He seldom has money for
transportation, and thus becomes easily discouraged. This
discouragement naturally generalizes to the total academic
environment. (1978, p. 77)
Picotte found inadequate financing created problems for Indian students,
but these problems were not major obstacles hindering school achievement:
"In many cases the financial aspect was one of many causes or was one of
the indirect causes of hindrance to school achievement" (1974, p. 61).
Despite efforts to eliminate financial barriers to higher education

for Indian students, meeting the costs of a college education does

appear to pose significant problems for many Native Americans. Two-
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fifths (41 percent) of the 87 Indian educators who responded to a sur-
vey conducted by the Higher Education Research Institute (McNamara,
forthcoming) ranked financial difficulties, including problems created
by having to work during the school year, among the top three barriers
to educational achievement for Indian undergraduates.

Lack of Role Models

Familiarity with.role models, older friends or adults who have pur-
sued and achieved educational and career goals, can expand and raise
students' degree, field of study, and career aspirations, as well as
strengthening their motivation to complete their educational program.
Students from impoverished communities with high unemployment may have
very restricted knowledge of career alternatives and 1imited occupation-
al aspirations, since they know few adults who have graduated from col-
lege and entered and achieved in professionai fields, such as law, medi-
cine, engineering, or microbiology. Bass (1971) studied Indian students
in 23 high schools in five areas of the country and reported an evident
lack of information about occupations, especially high-prestige occupa-
tions. He suggests that this information void may be attributable to
the students' Tow socioeconomic background (less than 30 percent of their
parents were high school graduates, and only half their fathers and one-
fifth of their mothers were regularly employed) and consequent lack of
first-hand acquaintance with many higher status occupations. The
‘researchers who reviewed the literature of Indian students educational
needs and problems concluded that their expectations were affected by
the career levels that they had seen their parents and peers obtain

(Review of the Literature, 1977).
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One-third of the Indian educators who responded to the Higher Edu-
cation Research Institute's survey cited "lack of role models in their
home communities and among college faculty" as one of the top three
barriers to educatiqna1 achievement among young Indian men; one-fourth
felt this was as significant a barrier for young Indian women (McNamara,
forthcoming). The small numbers of Indians in many professional fields
have been documented by Chavers (1979), Green (1978), and Greenbaum,
Becenti, Cole, and Wishkeno (1980). When one hears of dramatic improve-
ments in Indian higher education participation and degree attainment
rates, it is important to remember how very low the bases for these com-
parisons were as recently as ten years ago. There may be over four
times as many Indian attorneys today as there were ten years ago, but
the absolute number is still only about 150 (Chavers, 1979) to "over
200" (Falling, 1979) in a population of 1.4 milljon. How many Indian
4 youth are Tikely to know an Indian attorney and, thus, to see law as one
of their career alternatives?

Many Indian children do not come from homes where higher education
is considered to be an inevitable phase in a child's preparation for
entering the adult and work worlds. Furthermore, many cannot turn to
their families or friends for information about higher education insti-
tutions and options or for advice about career alternatives and the pre-
requisite training to enter various occupations. Nevertheless, parental
encouragement does appear to be critically important to their children's
decision to enter and femain in college. Kidwell reports: "Parental
support and encouragement seem to be the greatest factors in motivating

Indian students to complete high school and go to college" (1976, p. 31).
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Quimby (1963) found parental attitudes toward eduéation were the most
important background characteristic differentiating persisting and non-
persisting Indian students. Lawrence (1974) reports that, although
neither parental education nor income were related to Indian students'
college satisfaction, parental encouragement did appear to play an impor-
tant role. Three-fifths of the Indian educators who responded to the
Higher Education Research Institute survey (McNamara, forthcoming) said
that the support or encouragement of their family or of a particular
family member had been critical to their completion of a bachelor's
degree.

The absence of parental support, on the other hand, can have a
chilling effect on college persistence. Dr. Annie D. Wauneka, the only
woman member of the NaQajo Tribal Council at the time she was interview-
ed and a member for the past 25 years, spoke of the college dropout
problem among the Navajo:

The Navajo parents themselves don't motivate their
younger generation to keep on going to school. Once
the child writes a Tetter back and says, "I'm lone-
some, I want money, I want this," the parent says,

"come home," so they come home. I think that's one

of the basic problems we have.
(Indian Problems, 1976, p. 76)

Parents whose own educational experiences were characterized by academic
failure, alienation, and personal unhappiness will certainly feel mixed
emotions about encouraging their children to pursue an education, espec-
ially if the child seems to be reluctant to do so.

In §um, Indian students may be handicapped by their 1imited famil-
arity with persons from backgrounds similar to their own who have com-

pleted undergraduate or advanced degrees and who have pursued profess-
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ional careers. Although the encouragement and support of their families
can be critical to their educational achievements, family members often
lack the experience and background that would enable them to advise and
guide their children's educational and occupational decisions.

Culture Conflicts

Native Americans also encounter unique difficulties related to the
“fit" between their history, culture, and values and those of the domin-
ant society. An obvious example is the adjustment that children from
homes where an Indian language is spokenz‘ must make when they enter a
school where English is the language of instruction. Their first acad-
emic experience is characterized by "not belonging," confusion, and
failure. By the time they can do school work in English, they have
fallen behind the modal grade for their age cohort or have been rele-
gated to the class's slow-learners group.

Historically, education has been used as a tool in efforts to assim-
ilate American Indians into the larger society and to relieve the federal
government of its treaty-established responsibilities and obligations to
the tribes. Indians who value their tribal and cultural identity are--
and have every reason to be, from an historical perspective--concerned
and skeptical about participating or encouraging their children to par-

ticipate in educational institutions controlled by Whites. Dumont and

2.While the proportion of children who enter school speaking a Native
language is not known, the 1970 census (1973) found 32 percent of all
Indians and 58 percent of those 1iving on reservations reported an Ind-
ian mother tongue. Fuchs and Havighurst (1972) report a BIA estimate
that two-thirds of the children attending its schools speak another lan-
guage. Bass' (1971) sample of high schools was more diverse, including
both federal and public school located on and off reservations, yet he
too found two-thirds of the students reported their principal home lan-

guage was a Native one.
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Wax, who observed Cherokee children in the classroom in northeastern
Oklahoma, described the classroom as the "arena for an unequal clash of
cultures" (1976, p. 207). They state:

Forced to attend school, the Indian children there must

face educators who derive their financial support, their

training and ideology, their professtonal affiliation

and bureaucratic status, from a complex of agencies and

institutions based far outside the local Indian commun-

ity. The process is designed to be unidirectional; the

children are to be "educated" and the Indian communities

thus to be transformed. Meanwhile, neither the educa-

tor nor the agencies for which he is a representative

are presumed to be altered--at least by the Tearning

process.  (reprinted in 1976, pp. 207-208)
Witt (1980) points out that children may find it very difficult to live
and operate effectively in two cultures, often their self-concept
suffers. The Office of Indian Education (1976) describes the conflict
between the social priorities and cultural values of the Indian commun-
ity and those of the school system as placing Indian children between
two opposing forces and contributing to their poor academic success.

The Indian youth can experience conflict about attending college
that is created by the values, demands, and priorities of the home comm-
unity, as well as by conflict on campus as a result of tension between
or misunderstanding of his values, attitudes, beliefs, and behavior and
their incongruence with those expected on campus. In some Indian comm-
unities, there is indeed the "lack of community priority for collegiate
education" cited by Green. In fact, the young person who elects to
attend college may be seen as Tost to the community, as deserting it for
“the white man's ways." Gabriel, searching to identify why so few
Pueblo high school graduates went on to college, concludes: "The resis-

tance to college is cultural and the most often cited cultural barrier
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is the inviolability of the Pueblo family, which may make it impossible
for even grown men and women to leave the reservation" (1979, p. 59).

While each Indian tribe or band has its own distinct identity and
culture, in most Native American.cultures, the survival and well-being
of the tribe and of one's extended family take grecedence over individ-
ual désires and objectives. Falling says: "Indians will take care of
their cultural problems and responsibilities first and then, if they can
fit it in, they'll go after an education" (1979, personal communication).
Young people in the Pueblo community, where the importance of education
is not emphasized and incomes are low, feel obligated to help their
families out. Gabriel reports the case of a young man who left college,
after his father was killed in an accident, to help care for the maiden
aunt who had helped to raise-him. The one primary reason most fre-
queht]y cited to explain their departure from college by BIA-assisted
students who had dropped out of college was “family obligations," cited
by 21 percent (Indian Education Resources Center, 1973). Of the 56
Indian college students and graduates interviewed by Picotte (1974), 26
(46 percent) reported that they had had an obligation to support other
persons while they were students. .

In the more traditional Indian communities, important religious and
cultural ceremonies are attended by the entire community; it is expected
that people who are away from home will return for these events. Indiv-
iduals care for, aid, and share their personal resources freely with
other members of the community. McDonald notes: "...in many cases the
principle of higher education and the credentialing process is hard to

incorporate into the sharing concept because it is seen as individual
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and personal gain, with 1ittle applicability to other people" (1978, p.
83). Even when tribal scholarship funds for higher education have been
established and education is an articulated priority of the tribal lead-
ership, as is the case in the Navajo tribe, the community and parents
may not share or communicate this valuing of education to their young
people, as Dr. Wauneka reports.

The Indian student who does enter college often encounters a
strange and alien environment and may experience another kind of culture
conflict as he or she attempts to Tive in or to live with the values and
behavioral expectations of two cultures. Dartmouth College's recommit-
ment to Indian education provides an excellent example of an encounter

with a well-intentioned but, to Indian students, offensively racist

-

environment:

Kemeny (Dartmouth's president) did not give much thought
to the fact that the Indians would arrive that fall to
find an Indian head painted on the basketball floor and
a student in body paint and feathers running around on
the football field. To the extent that the subject
entered his mind, he later said, it occurred to him that
the Indian students might take a measure of pride in
their college having as a symbol a strong and heroic
Indian brave. He was mistaken.

The Indians hated the symbol. Politically aware
young Indians bitterly resent the tendency of most Amer-
icans to view Indian history through the eyes of a Holly-
wood director--a tendency that can cause a demonstration
on serious issues to be dismissed with some Tame jokes
about the redskins being on the warpath again. The
Indians who came to Dartmouth were appalled at the sight
of a cheerleader in body paint and feathers. They were
angered by the implication that a college that was
supposedly founded to educate Indians but had managed to
graduate only a dozen of them in two hundred years had
some legitimate claim on an Indian tradition. The
Indian head worn on Dartmouth jerseys struck them not as
a reminder of Indian strength and pride but as a reminder
of how white Americans continued celebrating a heroic
stereotype of the people they had reduced to an existence
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dominated by poverty and alcoholism and suicide.
Indian students hated the song of Eleazar Wheelock's
Jjourney to the Wah-Hoo-Wahs with five hundred gallons
of New England rum, and they hated even more some
murals in a faculty dining room called the Hovey
Grill which depicted the song partly through paintings
of half-naked Indian women and a boozy brave trying to
catch the last drop of rum from Wheelock's keg. In a
policy statement in 1971, the Indians at Dartmouth
asked that all manifestations of the Indian symbol

be removed from the campus. (Trillin, 1979, p. 132)

This demand met with concerted resistance from the Dartmouth alumni, and
it took a number of years before the Alumni Council and people on campus
understood and appreciated why the symbol was inappropriate and offen-
sive to the Indian students. An incident which occurred as late as fall
1978 showed that this issue and the antagonism‘surrounding it were still
not resolved. In June 1981, students still had not agreed on a symbol
to replace the Indian warrior.

For the rural Indian, arriving on a college campus can crééte pro-
found culture shobk. Emmett Hunt, a native of the Laguna Pueblo who
works as the cross-country coach at the Laguna-Acoma High School in New
Mexico, explains that he counseled a promising young runner to attend
Eastern New Mexico State University rather than accept an offer from
Villanova because, if he had gone to Vilfanova, he would have been home

in a week:

...these kids aren't 1ike other kids. You take them
off the reservation and they're lost. Suddenly they
have to do everything for themselves, instead of rely-
ing on their family and tribe. A lot of times peoplie
have to do things for them that would be common know-
Tedge for any Anglo or black. An Indian who needs a
pair of pants will go into a store and won't know how
to explain to a salesperson exactly what he wants.
He'd rather buy something and be dissatisfied with it
later than ask for help. It's the same way with educ-
ation. If he were flunking out, he wouldn't ask for
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help, simply because he'd be afraid or ashamed.
(in Gabriel, 1979, p. 59)

The student did go to Eastern New Mexico where he was the top runner on
the cross-country team for a couple of months and, then, he dropped out.
The strangeness of an unknown wor]d; the attractiveness of a $9-hour
job in the uranium mine, and the responsibility he felt to care for his
girlfriend and his son, who was born when he was sixteen, brought him
home to the reservation.

With academic survival itself a struggle, the Indian student who
has few or no Indian peers on campus and who lacks access to an effec-
tive support system is virtually destined to become an attrition statis-
tic. The Indian dropout rate at Dartmouth was high in the early years
of the college's effort to attract and enroll more Indian students.

" "However, once a "critical mass" had enrolled, a support program and a
Native American House Qere fourded, and an area-studies program built
around the Indian experience in North America was established, with
support from an Indian faculty member, the dropout rate for Indians
began to more closely resemble that of the institution's total student
body. Ross (1979) found the dropout rate of Yakima college students

who attended Haskell Institute, a predominantly Indian two-year college,
was considerably Tower and much closer to the national average for two-
year students than was the rate for students who attended other, predom-
inantly majority, two-year institutions.

In her study, Ross identified a number of sources of potential
conflict for the Indian student in a predominantly white college envir-

onment. She describes culture conflict as:
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...the result of situatiohs in which behavior that is

perceived as unintelligible or misleading by members

of one cultural group is at the same time seen by mem-

bers of another cultural group as acceptable or expected

behavior arising from a coherent conceptualization of

life. (1979, pp. 47-48)
The traits she identified are recognizzd, she believes, only covertly--
if at all--by Yakima students and college personnel, yet she explains
how each of them may create conflict, tension, or misunderstanding be-
tween the Yakima Indian college student and his or her majority peers,
instructors, and administrative staff.

A review of the Titerature suggests that some, if not all, of these
traits are descriptive, at Teast to some extent, of many Indian cultures
and therefore merit attention. Table 1 briefly summarizes and para-
phrases a lengthy and insightful chapter discussing each trait and how
it may conflict with the expectations and values of the college campus.
By tracing each trait back to its source within the Yakima culture, Ross
explains why it is "acceptable and expected behavior arising from a co-
herent conceptualization of 1ife."

Speech, communication behavior, and cognitive style of Indians from
English-speaking homes may reflect the traditional Native language.

Ross (1979) notes that the concepts learned in the home culture are
usually not more than one generation removed from and are affected by
the Native language. 1In her study, she found evidence that a subtly
distinctive form of English was spoken by tne Yakima, a form of English
that reflected traits of the Sahaptin language, as well as characteris-
tics of rural, nonstandard English. Witt (1980) points out that dialect

or vocabulary differences can be as much a language barrier for Indian

children as not speaking English. Unless these children and college
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Table 1

Yakima Indian Cultural Traits Identified by Ross (1979) Contrasted with
Expected Values and Behaviors of most Predominantly White Campuses

Yakima Traits Campus Expectations

Linguistic Signal System

‘3 clusters of speech behavior Students will use standard English
traits related to pronuncia- in oral and written work; correct
tion, usage, and vocabulary: use of English will be a criteria
students speak a distinctive for evaluating student work

form of English

Linguistic Function System

Waiting for others to speak Students will express views in

up first class and participate in group
discussions

Omitting English courtesy Students will use English courtesy

phrases phrases in interactions with others

Maintaining quiet and distance Relationships are developed through

in uncertain relationships: verbal exchange

Traits from Yakima Nonlinguistic System

Expressing one's beliefs only Instructors will assist students to

to one's people, if at ali articulate and evaluate their
values; students will be self-
disclosing

Expecting as few words as Students will develop verbal

possible to be sufficient fluency; minimum length specifica-

tions may be established for essay
exam responses and written class
assignments; students will clearly
explain and develop their theme

Expecting mutual assistance Work to be accomplished by a group

rather than task assignment will be divided and assigned to

in group endeavors various individuals for maximum
efficiency

Expecting a sizable time Students will make decisions within

lapse in any personal the time allotted; they will meet

decisionmaking deadlines set by instructors and by
campus regulations

Expecting consensus and free- After a brief discussion period,

dom of expression to be con- decisions will be made by vote; the

sidered more valuable than majority vote is binding for all

efficient group decisionmaking group members
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Table 1 (continued)

Yakima Indian Cultural Traits Identified by Ross (1979) Contrasted with
Expected Values and Behaviors of most Predominantly White Campuses

Yakima Traits

Campus Expectations

Expecting a person's mistakes
or contradicting another to
be avoided at all costs

Expecting mention of family
problems outside the family
circle to be avoided at all
costs

Expecting withdrawal from a
very stressful situation to
be considered as acceptable
coping behavior

The instructor will assist the stu-
dent to recognize his or her errors
or shortcomings and this may be
accomplished by correcting the stu-
dent in class

The student who does not fulfill an
assigned responsibility on time
will provide an acceptable reason
or explanation to the instructor

The student should stick it out,
making every effort to complete
assignments even in the face of
adversity

Presumed Primary Motivations and Support System

Being motivated and supported
by one's extended family

Being motivated and supported
by Toyalty to family as
expressed by such things as
attending funerals

Being motivated and supported
in attaining benefits for one's
family and not just for one's
self

Being motivated and supported
by commitment to preserving
the Indian way

Preferences in Ways of Doing Things

Preferring to see something
demonstrated rather than hearing
it described before attempting it

Preferring to verbalize know-
ledge only when it is needed
to solve a problem at hand

39

The student will function as an
independent, self-directed learner

College policy and regulations may
not allow 3-4 day absences from
campus and classes; late submission
of assignments and make-up exams
with penalty, if at all

Student achievement is fostered by
individual competition among
students

Explanations of how subject matter
is relevant to or technologies can
be adapted to cultural continuity
are unnecessary

Students Tike discovery learning
methods and learning by trial-and-
error exploration

Students want to present themselves
in the best possible Tight and will
volunteer information in class and
oral exams



Table 1 (continued)

Yakima Indian Cultural Traits Identified by Ross (1979) Contrasted with
Expected Values and Behaviors of most Predominantly White Campuses

Yakima Traits

Campus Expectations

Preferring to situate any
discussion within the context
of one's Indian heritage

Preferring, in dealing with
bureaucracies, to contact
acquaintances rather than to
deal with established pro-
cedures

Preferring to regain peace-of-
mind by spending time alone on
the reservation

Preferring to maintain calm-
ness of mind rather than to
become anxious or irritated
when a time commitment is not
met

It is inappropriate to recognize
and speak about a student's ethni-
city or racial background

A1l students will abide by estab-
lished rules, regulations, and
policies

Students will not absent themselves
from campus, ignoring academic
commitments; they will use the
campus counseling services

Students who fail to meet deadlines,
especially those who do not seem
troubled by it, should be dealt
with firmly in order to maintain
academic standards
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students edit both their speech and their written work to conform to
standard English, their teachers and nonIndian peers will perceive them
as uneducated and/or incompetent. On the other hand, if their instruc-
tors and classmates respond with an exhibition of special concern, the
Indian student may also feel inadequate.

Ross identifies three cultural traits associated with the Tinguis-
tic function system that could result in misunderstanding in the class-
room: waiting for others to speak up first and hesitancy about express-
ing one's views; the omission of courtesy phrases, such as "please" and
"thank you;" and maintaining quiet and distance in uncertain relation-
ships. The Yakima are very aware of and responsive to nonverbal cues
and communication and expect that using as few words as possible in
communicating is sufficient. Dumont and Wax (1976) report similar behav-
ior from their observations of Cherokee children in the classroom.

These children have been taught at home that restraint and caution are
the proper mode of relating to others, yet they can communicate among
themselves with a gesture, voice inflection, or eye movement that the
teacher fails to notice at all. If tension rises in the classroom,
silence becomes the students' form of passive resistance. Witt (1980)
observes that for many Indian children to "look up and speak up," as the
teacher instructs, would be disrespectful behavior, especially toward a
person of authority. While reticence and brevity may win the teacher's
heart, they will rarely gain his or her attention.

Ross suggests fhat Indians may be more Tikely to have a relational
or field-dependent Tearning style, while classroom learning is generally

structured to an analytical cognitive learning style. This discrepancy
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may cause Indian students to feel uncomfortable in the classroom or may
cause them to have considerable difficulty assimilating information that
is presented in school. Dumont and Wax found that among Cherokee child-
ren the "art of relating to other persons so that learning, or other
cooperative efforts, may proceed fruitfully and without friction becomes
more important to them than the mastery of partiéqlar scholastic tasks"
(1976, p. 210). Witt (1980) identifies Indian students' Jack of response
to efforts to make them competitive as a cultura] trait that Teads to
school adjustment problems.

- Nonetheless, educators believe that the way to spur children on to
achievement is by pitting them against one another in competitive tasks,
by praising the student with the right answer and the high achiever in
front of his or her-peers, and by posting exam scores, grades, and the
honor roll, thus singling out and rank-ordering pupils. For students
from cultures in which group dependencies and loyalties are powerful and
in which cooperative behavior and group we11-being are valued, these
techniques may not only be ineffective, they may be counterproductive.
Indeed, research suggests that competitive and individualistic instruc-
tion may be less effective than cooperative learning experiences for all
students. Johnson compared the three approaches and found the coopera-
tive goal structure was the "most effective in promoting supportive peer
relationships as well as the achievement, healthy developrent and effec-
tive socialization of students" (1981, p. 9).

Aithough Indian children do appear to 1ike school and to value
education (Bass, 1971; Dumont and Wax, 1976 Wax, 1976), the cumulative

effects of curricular materials and teaching styles that are irrelevant
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or inappropriate and of school personnel who don't underscand the cul-
tural structure and values of their students takes its toll. Cherokee
children did not reject the assignments and subject matter required by
the school or state system educational administration::
-..pupils proceed with their usual patient intensity to
labor at assignments that can have no bearing on their
tradition or experience. The fact that they are unable
to relate these materials meaningfully tc 1ife within
the Cherokee community acts as an increasing barrier to
their mastery of them. (Dumont and Wax, 1976, p. 211)
Over half (55 percent) of the elementary and secondary school dropouts
surveyed by the A11 Indian Pueblo Council (circa 1978) reported that
they left school because their classes were boring and they couldn't see
the value of staying in school.

Both Ross (1979) and McDonald (1978) feel that Indian students espe-
cially need to understand how or why his or her studies are relevant.
Based cn his study of Indian students at the University of New Mexico,
Norris concluded:

The course of study at the university did not reflect the

needs of the Indian communities to which the students

belong. The Indian student decided on a course of study

depending upon what sounded good or what the advisor felt

would be a credit to the Indian people. 1In short, the

education received bore no resemblance to the type of

work that was available or needed on the reservation.

(1971, p. 47)

Almost one-fifth (18 percent) of the respondents to the survey of BIA-
assisted college students reported that lack of motivation to study was
a problem for them and 14 percent of the dropouts said the lack of ap-
plication or relevance of their coursework was their primary reason for
leaving college (Indian Education Resources Center, 1973).

Indian students undoubtedly value education and they may be inter-
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ested in the subject matter taught in their college courses, but they
also come to college to receive training that will lead to employment in
Jobs where they can better their financial situation and be of service
to their people. Almost one-third of the Indian educators surveyed by
the Higher Education Research Institute (McNamara, forthcoming) 1isted
“community service--to acquire training that would enable me to better
serve my people and Indian communities" among the top.three factors that
had encouraged them to complete an undergraduate degree. The authors of

the Review of the Literature report: "Helping other Indians is a factor

of particular importance in determining career choice" (1977, p. 142).
Picotte concludes from interviewing Indians who had pursued higher edu-
cation:

Education was viewed as a tool for self-improvement.

These participants further stated that learning new

skills was regarded as a valuable asset in helping

improve conditions for other Indian people on reser-

vations and in urban areas. A strong motivating

force was the need for highly qualified Indians who

understand the workings of this society. (1974, p. 93)
Lower-division general education requirements may seem so theoretical
and unrelated to occupational outcomes that fndian students lose inter-
est in pursuing a college degree.

Cultural concerns, values, and priorities can create conflict and
difficulties that affect the educational achijevement of Indian students.
Many of these cultural barriers are subtle. They may be difficult for
college and university faculty and staff members to recognize and appre-
ciate. Students are expected to conform to the rules, standards, values
and expectations of the academic community and failure to do so is

usually interpreted as emotional immaturity or Tack of academic commit-
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ment. Educating the educators will not eliminate cultural differences,
but it can clarify misunderstandings, promote awareness of ways in which
the institution is unintentionally creating stressful situations, and
encourage efforts designed to reduce barriers to academic progress that

are caused by cultural conflict.

Summary

Any college student who found himself or herself confronted by
and having to cope with any one of these problems--poor educational
preparation for the academic demands of college, financial difficulties,
no role models to emulate, or culture conflicts with his or her home
community or college campus--would find it difficult to remain moti-
vated and focused on an educational objective. The literature suggests
that many Indian students must deal with several, if not all, of these
pEob1ems.

Most educational institutions have failed to recognize and respond
to the needs and problems of Indian students. Instead, they tend to
dismiss their failures by saying that the student just wasn't academi-
cally or emotionally equipped for college 1ife and continue their search
for the mythic "qualified" student. The attrition rate of Indian col-
lege students reflects this institutional tendency to put the burden of
adjustment 6n the student. Dropout rates for Indians are extraordin-
arily high, far greater than those of majority or all college students.
Sorkin (1978) puts the college dropout rate for Indians at 75 percent,
McDonald (1978) at 79 to 93 percent, and Chavers (1979) at 85 percent.

Estimates are, that among all college students, just under half

(46 percent) will fail to earn a degree (Chavers, 1979; HEW estimate
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cited in GAO, 1977). Among those students seeking a four-year degree,
it appears that about 70 percent will eventually earn their objective
(Astin and Panos, 1969; Pantages and Creedon, 1978), although it may
take more than four years. Astin (1975) found Chicanos and American
Indians had the highest dropout rates of any student populations in his
study. When he looked at attrition rates for four-year institutions
only, each groups's dropout rate declined, yet the dropout rate for
American Indian students showed the least change of any group, decreas-
ing only slightly, and was the highest of all the groups. In a more
recent study that traced the progress of the entering freshman class of
1971 over an eight year period, Astin et al (1982) found that about 56
percent of the white students had completed a bachelor's degree, as
compared with 39 percent of the American Indians. Again, this study
found that Chicanos and American Indians had the lowest degree comple-
tion rates of any student population, and that degree completion rates
were Towest among students who matriculated at community colleges.
About 73 percent of the Whites who began their college education at
universities and four-year colleges had completed baccalaureates, as
had 59 bercent of the Indian students who attended four-year colleges
and 46 percent of those who attended universities. Among students who
entered two-year colleges their freshmen year, 29 percent of the Whites
and 23 percent of the Indians had managed to transfer to a four-year
college and earn a baccalaureate.

The weight of the evidence suggests that Indian students who--
against the odds--have completed high school and gone on to pursue a

college degree, enter an environment where their difficulties and/or
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discomfort are so great that, in the majority of zases, they will

withdraw from school without obtaining a degree.
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Chapter Three

Methodology

This study utilizes data that were collected for a longitudinal
analysis conducted by the Higher Education Research Institute (HERI) and
supported by the Ford Foundation. The HERI study followed up some
48,000 students selected from respondents to the 1971 Cooperative Insti-
tutional Research Program (CIRP) annual survey of entering college
- freshmen (CIRP is described on page 51). The CIRP questionnaire asks
respondents to describe fheir racial-ethnic background by marking all of
seven categories that apply, including "American Indian." A1l freshmen
who checked the American Indian response option in 1971 were selected
for inclusion in the Tongitudinal study and were sent follow-up surveys

in winter 1980.

The Sample

Of the 288,526 students entering 487 colleges and universities who
completed the CIRP survey form in 1971, 2528 (0.88 percent) identified
themselves as "American Indian," and 585 of them (0.2 percent of all
respondents) marked only this racial-ethnic category. The 196 freshmen
who identified themselves as Black and Indian or who marked all response
options were classified as Black, reducing the size of the Indian sample
to 2,332. (It should be noted that none of the persons so excluded for
whom follow-up information was obtained identified themselves as Indian
in 1980.) Outdated addresses further reduced the size of the Indian

sample: 693 questionnaires were returned as nondeliverable. Thus, the
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Indian sample size is reduced to 1,639 when we subtract sample members
whose questionnaires could not be delivered.

Follow-up information was obtained for 690 (42 percent) of these
1,639 sample members: 474 (29 percent) returned questionnaires and 216
(13 percent) participated in telephone interviews. However, inclusion
in the sample for this study was dependent on corroboration of sample
members' classification as Indian. Because the CIRP questionnaire per-
mitted multiple responses to the race-ethnicity item, the follow-up
questionnaire and the telephone interview protocol were designed to
ascertain primary racial-ethnic identity. The questionnaire asked res-
pondents to select one of seven racial-ethnic response options and, if
they chose "American Indian or Alaskan Native" to write in the name of
their tribe or band. The telephone interviewer asked if the respon-
dent's classification as American Indian was correct.

Looking first at the 474 questionnaire respondents, we find that
312 (66 percent) identified themselves as White in 1980, 100 (21 per-
cent) identified themselves as American Indian or Alaskan Native, 13
(3 percent) as "Other," 8 (2 percent) as Chicaho, 5 (1 percent) as
Black, 1 (0.2 percent) as Puerto-Rican American, and 35 (7 percent) did
not respond to this question. Close examination of the questionnaires
returned by persons who skipped the race-ethnicity item and of the
specific responses of persons who chose the "other" category led to the
reclassification of seventeen as Indian: nine were "unknowns" whose
responses indicated that they were Indian (e.g., they reported partici-
pating in a BIA program) and eight were "others" who had written in the

name of an Indian tribe, usually specifying their blood quantum. Thus,
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117 (25 percent) of the questionnaire respondents were classified as
Indian. Only ten surveys were returned by persons who had not identi-
fied themselves as Indian in 1971 but who did so in 1980. Careful re-
view of these questionnaires led us to add four of these respondents to
the Indian sample, including two Aleuts who had classified themselves as
“other" rather than choosing "American Indian" in 1971. Although survey
data were obtained for 121 respondents who could be classified as Amer-
ican Indian or Alaskan Native, four returned questionnaires too late in
the analysis phase of the project to have their 1971 and 1980 responses
merged, reducing the number of persons for whom Tongitudinal survey data
are available to 117.

Telephone interviews were completed with 337 members of the Indian
sample and 178'(53 percent) said that our records indicating that they
were American Indian were correct. However, our screening item was
still too imprecise: Almost one-third (56) of these 178 respondents
subsequently returned questionnaires and 33 (59 percent) identified
themselves as nonIndian when forced to choose only one racial-ethnic
response option. In conducting five of these interviews, the author
discovered why this had occurred. An interviewee confirmed that our
records classifying her as Indian were correct. When asked if she was
an enrolled member of a tribe, she explained that her father was part
Cherokee. Would she identify herself as Indian or White in a forced-
choice situation such as that présented by our follow-up survey? "Prob-
ably as White." Thus, only 145 (43 percent) of the telephone respon-
dents can be classified as Indian, and 23 returned questionnaires after

being interviewed over the telephone.
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Telephone follow-up information only was obtained for 122 survey
nonrespondents who confirmed their classification as Indian. Due to
technical difficulties, follow-up information for five subjects could
not be merged with their freshman data, leaving us with Tongitudinal
data files for an additional 117 members of the Indian saimple. While
the screening item used in the telephone ihterview was not as rigorous
as one might 1ike in retrospect, it did screen out over half of the
persons who were interviewed and the remaining 117 persons do meet the
sample inclusion criterion of identifying themselves as Indian in both
1971 and 1980.

The basic sample for the study consists of the 234 Indians for
whom Tongitudinal data files are available: 117 questionnaire respon-
dents and 117 teIephbne interview respondents. Longitudinal comparison
data are available for 441 persons who identified themselves as American

Indian in 1971 but not in 1980.

Data Bases
The Tongitudinal data base is comprised of (1) baseline data col-
lected at the time of college entry, 1971, by CIRP, and (2) follow-up
data collected in winter 1980 by questionnaire or telephone interview.

Baseline Data

The Cooperative Institutional Research Program (CIRP), jointly
sponsored by the Laboratory for Research on Higher Education at UCLA
and the American Council on Education, is directed by Alexander W. Astin.
Each fall, beginning in 1966, the CIRP has surveyed first-time, full-
time freshmen entering colleges and universities across the nation. An

annual normative report, The American Freshman, is based on these data

51



(see Staff of the Office of Research, 1971; Astin, King, and Richardson,
1981, for a detailed description of sampling and weighting procadures
used to‘produce this report). These freshman data provide the basis for
trend analyses of changes over time in the characteristics, values,
goals, and enrollment patterns of entering freshmen, as well as baseline
data for Tongitudinal studies of the effects of college on students.

The CIRP data collection instrument is the Student Information Form
(SIF), a four-page questionnaire that is revised somewhat each year to
reflect current concerns of the academic community, researchers, and
policymakers. The 1971 SIF (see Appendix A) includes 29 items “"designed
to elicit a wide range of biographic and demographic data, as well as
data on the student's high schocl background, career plans, educational
aspirations, financial arrangements, high school activities and behav-
iors, and current attitudes" (Staff of the Office of Research, 1971, p.
3). Students complete the SIF early in their postsecondary- career--
during registration, freshman orientation, or the first few weeks of
college classes.

Follow-Up Data
The Follow-Up of 1971 Entering Freshmen (see Appendix B) is a 41-

item questionnaire designed by the staff of the Higher Education Research
Institute (HERI) for use in a major national assessment of the status

and progress of minorities in American higher education. This two-and-
a-half year research effort was directed by Alexander W. Astin, and the
research staff worked in close cooperation with the project advisory
board, the Commission on the Higher Education of Minorities.

In early October 1979, "Response," a newsletter reporting summary
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data on the 1971 freshman class and describing the forthcoming study,
was sent to all members of the CIRP follow-up sample. The purpose of
this mailing was to alert recipients to the longitudinal study and to
interest them in participating in it and, also, to update their 1971
home addresses.

The last week of December 1979, all CIRP sample members were sent
the follow-up questionnaire accompanied by a ietter reintroducing the
study and encouraging their participation. This mailing was sent to the
1971 home address or to a more recent address, if "Response" had elic-
ited an address update. Questionnaires were sent first-class mail to
all persons for whom "Response" had been nondeliverable to insure that
every effort was made to forward the questionnaire to its intended
recipient.

In early March 1980, all nonrespondents whose questionnaires had
not been returned as nondeliverable were sent a second copy of the
follow~up survey. A roster of this sample was also created for a tele-
phone interview‘follow-up effort. The telephone interviews were intend-
ed to determine if survey nonrespondents differed from respondents in
any significant and systematic way, and to enlarge the sample size by
obtaining information on outcome measures related to college persistence,
degree attainment, and empioyment status. The interview protocol is
included in Appendix C.

The data collection phase of the research project was concluded in
June 1980. As noted earlier, follow-up information was obtained for
.690 (42 percent) of the CIRP Indian samplie members whose questionnaires

were not returned as nondeliverable.
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Data Analysis
This discussion of the analysis phase of the study includes opera-
tional definitions of key dependent variables, a Tist of independent
variables, and descriptions of both the descriptive and multivariate
analyses.

Dependent Varijables

The key dependent measure in the descriptive phase of this study is
racial-ethnic identification as American Indian or Alaskan Native. Sub-
jects must have identified themselves as Indian in both 1971 and 1980 to
be classified as Indian. The descriptive analyses also compare Indian
respondents by home anvironment (urban or rural), gender (female or
male), and college persistence to attainment of undergraduate degree
objective (persister or nonpersister). The multivariate analyses have
two dependent variables: (1) persistence in college to attainment of
undergraduate degree objective, a dichotomous variable; and (2) level of
educational attainment, a continuous variable. Operational definitions
used to classify respondents on the basis of home environment, persis-
tence, and level of educational attainment are provided below.

Home environment. Because no item on the data collection instru-

ment asked about home environment, respondents were classified as coming
from an urban or rural home environment on the basis of their 1971 home
address. The size of each respondent's hometown was first determined
using 1970 census population reports. In most cases, it was then nece-
ssary to locate the hometown in an atlas in order to determine whether
or not it was a suburb of a larger community. Although most hometowns

could be classified as urban or rural, there were some borderline cases
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-and it was decided to resolve this problem by classifying all towns with
a population of 20,000 or more as urban. Appendix D 1ists respondents'
hometowns and their classification status as urban or rural. While there
is obviously room for error in a classification strategy based on 1971
home address, since people do not remain fixed in one location from
birth to college entry, no better alternative was available.
Persistence. Respondents were classified as persisters or nonper-
sisters based on their educational aspirations in 1971 and their attain-
ments in 1980. As Astin (1975) and Astin and Cross (1979) point out, it
is inappropriate to label a student who entered college aspiring to an
associate degree and who subsequently earned this degree and withdrew
from school as a dropout. Item 10 on the 1971 questionnaire ("What is
the highest academic degree that you intend to earn?") and the highest
earned degree reported in 1980 (item la) were used to classify respon-

dents as persisters or nonpersisters, with persistence defined as :

1971 Degree Goal 1980 Highest Earned Degree

"none" or "other" any degree or certificate beyond a
high school diploma

associate degree associate or higher degree

bachelor's or higher degree bachelor's or higher degree

"We are assuming that persons who marked "none" or "other" as their deg-
ree goal at college entry did so because the 1971 questionnaire included
no response option for persons whose educational objective was a voca-
tional training certificate. Indian secondary education, at Teast in
BIA schools, focused on vocational-technical training until the mid-six-
ties when postsecondary education, of either an academic or vocational

nature, was encouraged. Thus, Indians have a history of participating
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in vocational education and, in order to acquire skills necessary to
earnba Tiving, many Indians may continue to opt for postsecondary
trainfng leading to a vocational certificate.

For persons who aspired to a baccalaureate or higher degree, persis-
tence was defined as having earned at least a bachelor's degree. Eight
years after college entry, most people who have been enrolled with any
degree of regularity should have completed a bachelor's degree, although
they may not yet have had sufficient time to complete an advanced degree.
While a number of studies have found that many students take more than
four years to complete a four-year degree program (Astin, El1-Khawas, and
Bisconti, 1973; Astin and'Panos, 1969; Pantages and Creedon, 1978) and
the U.S. GAO study estimated that the average Indian student needed
six and a half years to earn a baccalaureate (1977b), most students
should have been able to complete the baccalaureate within eight years.
Second, the focus of this study is on the undergraduate experience, and
students aspiring to advanced or professional degrees must first earn
a baccalaureate before applying to advanced degree programs. Further-
more, many students who have high initial degree aspirations at the time
of co]]ege'entry scale down their goals and expectations once they have
attended college. For example, Astin, El-Khawas, and Bisconti (1973)
found that 43 percent of the men with high aspirations as freshmen, in
1961, had earned no degree beyond the baccalaureate ten years later and,
of the women with similarly high aspirations, 61 percent either had
earned nc degree or had earned no degree higher than the baccaulaureate.

Initially, we had planned to classify respondents who reported that

they were still pursuing their freshman degree goal in 1980 as persis-
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ters. However, our respondents had achieved such a high level of

success that only 58 (32 percent) of the 183 subjects who provided infor-
mation on their degree goals in 1971 and their degree attainments in

1980 could be classified as nonpersisters. If we had classified the 21
nonpersisters who were working towaird degrees in 1980 as persisters, we
would have had too small a sample of nonpersisters to make comparisons
between persisting and nonpersisting students. Furthermore, students

who have still not achieved their freshman degree objective have obvious-
ly stopped out of school, and Astin reports: "By almost all indications,
such students (stopouts) resemble dropouts more than persisters" (1975,

pp. 154-155).

Level of educational attainment. This continuous variable has five

categories and respondents are classified on the basis of the highest
degree or certificate they reported holding in 1980:

high school diploma or vocational certificate =1
associate degree = 2

bachelor's degree = 3

master's degree = 4

doctorate or advanced professional degree = 5

Independent Variables

The independent variables can be classified as follows:
Personal and Family Background3-
from the 1971 survey: sex(1), age (3), marital status (2), parental
?dugation (12), family income (15), religion
17

from the 1980 survey: number of children (4), marital status and
when first married (7a,b), spouse's education

3-The number in parentheses after each variable indicate the item
location on the survey instrument (see Appendices A and B).
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High School Variables
from the 1971 survey:

from the 1980 survey:

(1d), income (26a)

average grade (4), rank in class (5), per-
ceived need for special tutorial or remedial
assistance in selected subjects (26), high
school accomplishments (9), high school
behaviors (19)

type of high school (2), type of high school
curriculum (3), quality of preparation for
college in selected subjects or skills (12)

Reasons for Going to College and College Expectations

from the 1971 survey:

concern about college financing (13), sources
of college financing (14), reasons for attend-
ing college (18), reasons for choosing this
college (29), college expectations (25)

Aspirations, Values, Self-Concept, and Attitudes

from the 1971 survey:

from the 1980 survey:
College Choice
from the 1971 survey:

descriptors of the
college entered. :

College Outcomes

from the 1980 survey:

highest degree goal (10), career goal (21),
political views (20), self-ratings (22),
attitudes (23, 24), major field plans (27),
1ife goals (28)

self-ratings (34) and 1ife goals (36)

distance from home to college (11)

selectivity, control (public or private), type
(two-year, four-year, or university), single-
sex or coeducational, region (east, midwest,
south or west), enroliment size

highest earned degree {la), degree working
toward (1b), average undergraduate grade (13),
last major (9), current employment status (20),
current or most recent job (24)

The telephone survey focused on obtaining critical outcome information:

highest earned degree, degree working toward (if any), current job,

current employment status, and reasons for attrition if the respondent
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had dropped out of college.

Descriptive Analyses

Cross-tabulations were run to produce descriptive profiles and to
identify variables that differentiated the 234 Indian respondents from
the 441 respondents who identified themselves as Indian in 1971 only;
the 101 Indian men from the 133 Indian women; the 121 rural Indians from
the 113 urban Indians; and the 125 persisting students from the 58 non-
persfsting students. The discussion of the cross-tabulation results
focuses on variables that identified statistically significant differ-
ences between the comparison groups, using chi square as the test of
significance.

In order to identify response patterns and to reduce the number of
variables prior to.the multivariate analyses, five items from the 1971
survey were factor-analyzed: dtem 19, high school behaviors was reduced
from 36 response options to six factors; item 18, 11 reasons for decid-
ing to attend college was reduced to four factors, as were the nine
reasons for choosing the college entered in 1971 (item 29); the 21 self-
ratings (item 22) and the 24 1ife goals (item 28) each yielded six fac-
tors. (Factor analysis results for each item are presented in Appendix
E.j Factor scores were developed for each respondent and mean scores
of rural and urban respondents, men and women, and persisters and non-
persisteirs were compared, using t tests to identify statistically sig-
nificant differences.

Tests of statistical significance were used to restrict the number
of variables for which data would be reported by focusing the discussion

of results on those variables that differentiated between the comparison
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groups. These differences may not be important or meaningful.

Multivariate Analyses

Stepwise multiple regression was used to identify variables that
were significant predictors of the two outcome measures of interest in
this study: persistence in college to atta1nment of one's degree objec-
tive and level of educat1ona1 attainment. The sample size for these two
analyses was reduced to 183, the number of respondents who provided
information on their highest earned degree in 1980. The independent
variables were selected for one or both of two reasons: past research
had identified them as critical predictors of these outcomes, or the
cross-tabulations suggested that they differentiated persisting and non-
persisting Indian respondents. To avoid further reducing the sample
size, no measures of precollegiate education or of the college exper-
jence that were collected in 1980 from survey respondents only were
inciuded among the independent variables.

A five-stage stepwise linear multiple regression analysis was con-
ducted controlling for (1) student characteristics, (2) high school
background, (3) affective measures (goals, motivations, and expecta-
tions), and {(4) financial plans for meeting colliege expenses, before
attempting to assess the influence of (5) college environmental charac-
teristics. At each stage, all variance due to the variables that are
permitted to enter the analysis, either singly or through covariance
with other variables, is accounted for, resulting in the most conserva-
tive attribution of variance to variables entering in subsequent stages.
By controlling for measures of entering student characteristics before

measures of the college environment are entered in the analysis, we are
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statistically "matching" students who enter different college environ-
ments. The regression predicting persistence includes 59 independent
variables; the level of educational attainment regression includes these
same 59 variables plus a measure of freshman degree aspirations. The
independent variables are listed and the coding of each variable is

described in Appendix E.

Limitations of the Study

One of the real strengths of this study, its longitudinal data base,
can also be perceived as a limitation. That is, the students in the
sample entered college over a decade ago in 1971. No attempt has been
made to ascertain the extent to which they or their collegiate exper-
iences are similar to those of more recent cohorts of Indian college
students. Therefore, we must exercise caution in generalizing from the
research findings. This is not to say that the study is purely of his-
toric interest. Our data enable us to compare students on the basis of
their characteristics at college entry, their reports of their college
experience, and college outcomes. They also allow us to examine the
impact of student characteristics; precollegiate education; motivations,
self-concept, and goals; financial resources; and college characteris-
tics on college persistence and Tevel of educational attainment. The
study's findings do point to important differences within the Indian
student population that have implications for educators who are con-
cerned with improving their record of service to Indian students, for
persons charged with allocating increasing scarce financial aid resources

and for students making college decisions.
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One major and very significant development in Indian higher educa-
tion during the past decade is the establishment of tribally controlled
community colleges. The recent founding of these institutions has
undoubtedly affected access to and attitudes toward higher education in
Indian communities and, hopefully, they are also positively affecting
persistence rates and satisfaction with postsecondary education. This
study cannot, however, examine their impacts because with one exception,
Navajo Community College, none of these schools was established prior
to 1971. Furthermore, neither Navajo Community College nor any other
predominantly Indian college participated in the 1971 CIRP survey.

Finally, our respondents cannot and should not be construed as
representative of the Native American freshman class of 1971. Half of
these respondents returned questionnaires and past experience shows
that persons who complete and return questionnaires tend to be more
successful than their nonresponding peers. Using additional data pro-
vided by the colleges and universities the nonresponding sample members
entered in 1971, Astin et al (1982) estimate that 39 percent of the
Indian freshmen in the sample earned a baccalaureate. Of the 183 stu-
dents in the sample for this study who reported their highest earned
degree, 62 percent had earned a bachelor's degree. Thus, our descrip-
tive analysis profiles an above-average group of Indian students,
although this should not affect our ability to jdentify differences
between urban and rural students, men and women, or persisting and non-
persisting students within our sample, nor should it affect the out-

comes of the multivariate analyses.
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Chapter Four

Student Misclassification as Indian

The accuracy of higher education statistics on American Indians is
a topic of considerable debate. Kidwell observes: "If any assessment
is to be made of higher education for Native American students...there
will be a need for major evaluation of record-keeping and sources of
statistics so that the numbers of those students can be accurately deter-
~mined" (1976, p. 12). The 1970 census showed 14,191 Native Americans
attending college; the Office for Civil Rights' (GCR) enrollment figures
for fall 1974 showed 32,757; while the National Center for Education
Statistics (NCES) reported American Indian and Alaskan Native college
enrollments as 76,367 in 1976, and 77,871 in 1978. Chavers (1979) con-
tends that the NCES enrollment figure for fall 1976 may be inflated by
as much as 133 percent. The authors of a report to the 0ffice of Indian
Education (OIE) state: "NCES data are just about the only statistics
that show American Indians being close to achieving parity with the dom-
inant majority population” (Greenbaum, Becenti, Cole, and Wishkeno,
1980, p. 2). They report, for example, that NCES data on Native Ameri-
can enroliments in medical and dental school are about 33 percent higher
than the enroliment figures reported by the national professional organ-
izations in these fields and conclude that NCES data suffer from "sys-
tematic overinflation."

Despite the strong feeling among knowledgeable persons that statis-
tics on Native American enrollments and degrees awarded to Native Ameri-

cans are inflated, researchers have not attempted to identify and des-
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cribe students who misclassify themselves as Indian or to determine what
differentiates them from Indian students. This information would be
useful in efforts to address the problem of student misclassification
and to understand the extent and direction of bias in data on Indian
students caused by the inclusion of persons who have no true Indian
cultural or tribal affiliation. One of the research questions that this
study was designed to examine is: How do respondents who identified
themselves as Indian only on the freshman survey differ from respondents
who indicated that they were Indian in both 1971 and 1980?

The ideal sample for studying the problem of misclassification
would be screened more rigorously at college entry by asking students to
select only one racial-ethnic response option rather than "all that
apply." Nonetheless, while such an item would undoubtedly reduce the
number of persons misclassifying themselves as Indian, the author be-
lieves that it would neither eliminate the problem of misclassification
(the NCES surveys direct students to choose only one response option)
nor affect the aggregate characteristics and response patterns of stu-
dents misclassifying themselves as Indian.

Whites are disproportionately represented among students who
identified themselves as Indian only on the freshman survey: Whites
accounted for 92 percent of the 1971 freshman class and for 97 percent
of the 190 telephone interview respondents who corrected their classifi-
cation as Indian. Given that there is no historical evidence to sug-
gest that Indians and Whites were more 1ikely to intermarry than Indians
and Blacks or Chicanos, this finding suggests that white students are

more likely to misclassify themselves as Indian than are minority
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students. Our data indicate neither gender nor age is significantly
related to misclassification as Indian, although a somewhat larger pro-
portion of Indian respondents were women (57 versus 53 percent of the
students who misclassified themselves as Indian). Fifty-six percent of
all white respondents were women. Indian freshmen also tended to be
somewhat older than students who misclassified themselves as Indian:
28 percent of Indians, 22 percent of students who misclassified them-
selves as Indian (nonIndians), and 18 percent of Whites who responded to
the follow-up survey were 19 or older when they entered college in 1971.
Cross-tabu]ations show that respondents who identified themselves
as Indian only in 1971 differ significantly from Indian respondents on
a number of the measures of family background, precollegiate education,
aspirations, self-concept, attitudes, values. expectations, college
choice behavior, and college experiences and outcomes. The following
discussion is restricted to variables that identified statistically
significant differences between these two groups, using chi square as
the test of significance. For selected variables, corresponding data on
2,559 white respondents are available and are presented to provide an
additional context for interpreting differences between Indian and non-
Indian students. The data on this representative subsample of white
survey respondents were analyzed for the larger study performed by the
Higher Education Research Institute and are available only for selected

variables.

Personal Background
Three measures of family background differentiated Indian from non-

Indian freshmen: father's education, mother's education, and family
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(parental) income. As.Table 2 shows, Indian students' parents were far
less 1ikely to have comipleted high school than were the parents of non-
Indians. Only one-third of the Indian students'’ parents had attended
college, as compared with 44 percent of the nonIndian students' parents.
. Differences in parental education are most pronounced at the highest and
Towest Tevels of parental education, especially maternal education.
Similarly, Indian students report lower family incomes, with almost two-
fifths (37 percent) reporting a family income below $8,000 in 1970, as
compared with about one-fifth (21 percent) of nonIndians.

When we compare Indian respondents with white respondents, we find
even greater discrepancies in these measures of socioeconomic status.
Indian students are over twice as Tikely as whit2 students to report

"that their fathers never completed high school and almost three times as
likely to report that their mothers did not earn a high school diploma.
About 2.6 times as many Indians as Whites reported a family income below
$8,000. NonIndians tend to fall midway between Indians and Whites on
these socioeconomic measures.

Although Indians were no more or less 1ikely to be married than
nonIndians in 1980, they married earlier and had larger families at the
time of the follow-up survey. Of the 72 Indians who pfovided informa-
tion in 1980 on when they had first married, 8 percent said before col-
lege and 42 percent said during college, as compared with 3 and 29 per-
cent, respectiveiy, of the nonIndians. Over six times as many Indian
as nonlndian respondents said that they had three or more children in

1980 (12 versus 2 percent, respectively).
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Table 2

Distribution of Respondents by Parental Education
and Family Income in 1971

(in percentages)

Indians NonIndians Whites

Parental Education and Income (234) (441) (2559)
Father's Education
Grammar school or less 18 10 6
Some high school 19 14 11
High school graduate 28 32 29
Some college 15 16 16
College graduate 12 16 21
Advanced degree 8 13 17
Mother's Education
Grammar school or less 12 6 3
Some high school 19 11 8
High school graduate 35 39 41
Some college - 18 22 18
College graduate 12 16 23
Advanced degree 3 6 6
Family Income in 1970
Less than $8,000 37 21 14
$8,000-12,499 . 31 34 33
$12,500-19,999 23 26 26
$20,000-29,999 4 11 16
$30,000 and above 5 8 11

Note. Variables reported in this table significantly differentiated
Indians from nonlndians, as indicated by chi squares at the .01 level
of confidence or higher. Data on Whites are drawn from a separate
analysis of a representative subsample of white respondents. A1l col-
umns may not add to 100 percent due to rounding. Respondents who
identified themselves as "American.Indian" in 1971, but who indicated
some other primary racial-ethnic identity in 1980 were classified as

“"NonIndians."
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Precollegiate Education

As Table 3 shows, the measures of high school achievement that
differentiated Indians from nonIndians relate to academic preparation,
while the measures of behavior as a high school student suggest that
nonIndians were more argumentative, perhaps more reflective, and cer-
tainly more activist than their Indian peers. Interestingly, we find
that despite their socioeconomic disadvantages relative to Whites, non-
Indians did as well in high school academically as Whites did and were
somewhat more Tikely to report having won a Certificate of Merit or
Letter of Commendation in the National.Merit Scholarship Program.

Not only were nonIndians about one-third more 1ikely than Indians
to report having been in the top quarter of their high school class,
they were significantly (p <.01) more likely to have haq the benefit of
a college preparatory curriculum: Of the 117 Indians who responded to
the follow-up survey, only 42 percent were certain that they had parti-
cipated in a college prep program during high school, as compared with
73 percent of 375 nonIndians. As coilege freshmen, Indians were more
likely than nonIndians to anticipate needing special tutorial or remed-
ial assistance in all six subjects listed on the survey, but mathematics
and social studies were the two subjects in which Indians were signifi-
cantly more concerned about their preparation. Responses to the 1980
survey suggest that Indian freshmen may have overestimated their prepa-
ration for college-Tevel work. Asked to compare their preparation at
college entry with that of most students at their college, Indian res-
pondents were significantly more 1ikely than nonIndians to respond "not

as well prepared as most" in every area: 13 versus 7 percent in reading
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Table 3

Distribution of Respondents on Measures of Precollegiate
Education and High School Behaviors

(in percentages)

Indians NonIndians Whites

Precollegiate Education and Behaviors (234) (441) (2559)
Rank in High School Class
Top quarter 45 60 61
Second quarter 24 27 26
Third quarter 27 11 12
Fourth quarter 4 2 1
Achievements
National Merit recognition 8 18 14
Scholastic honor society member 28 38 39

Anticipated Need for Remedial Help in:

Mathematics 47 32 30
Social studies 8 4 4
Frequent Behaviors as a High School Senior
Argued with a teacher in class 8 16
Discussed politics 17 36
Worked in a school political campaign 9 17
Read poetry not connected with a
course 23 31
Discussed religion : 29 40
Demonstrated for a change in some
military policy 3 5
Read about collegiate rights and
responsibilities of students 11 18
Played chess 7 10
Smoked cigarettes 17 11

Note. Variables reported in this table significantly differentiated
Indians from nonIndians, as indicated by chi squares at the .05 level
of confidence or higher. Data on Whites are drawn from a separate
analysis of a representative subsample of white respondents, and are
not available for high school behaviors. Sample members who identified
themselves as "American Indian" in 1971, but who indicated some other
primary racial-ethnic identity in 1980 were classified as "NonIndians."
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and comprehension (p <.01); 23 versus 15 percent in writing (p <.01);

41 versus 25 percent in preparing research papers (p <.01); 28 versus 20
percent in natural sciences (p <.01); and 38 versus 25 percent in mathe-
matics (p <.05). These data indicate that students who misclassified
themselves as Indian entered college with a substantially stronger aca-
demic background than Indian students and with preparation that is in-
distinguishable from that of white students.

The 1971 questionnaire asked freshmen to indicate how frequently
(frequently, occasionally, or not at all) they had engaged in 36 activ-
jties during the past year. While Indian students were no more or less
1ikely to report having been involved in 27 of these activities that
reflect a range of desirable and undesirable behaviors, the nine activi-
ties that did differentiate Indian and nonIndian students suggest that

nonIndians were more inclined to question the status quo.

Aspirations, Self-Concept, Values, and Attitudes

NonIndians had higher degree aspirations than Indian freshmen and
were more inclined toward 1liberal arts majors in the arts and humani-
ties, social sciences,.and natural sciences. Although nonIndians were
as likely as Indians to indicqte that they had made at least a
tentative major field choice, they were twice as 1ikely to describe
themselves as undecided about their occupational goals. NonIndians
rated themselves substantially higher than Indians on eleven of 21 per-
sonal traits and were much more Tikely to describe themselves as poli-
tically liberal. Their responses to a series of attitudinal items tend

to substantiate their assessments of their political views.
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Indian freshmen were twice as 1ikely as nonIndian freshmen to
report that they planned to earn less than a bachelor's degree, while
nonIndians were 1.4 times more likely to aspire to advanced degree (see
Table 4). Although equal proportions (5 percent, each) of Indian, non-
Indian, and white freshmen hoped to earn law degrees, nonIndians were
twice as 1ikely as Indians and 1.33 times as Tikely as Whites to aspire
to medical degrees (8, 4, and 6 percent, respectively). NonIndians
tended to set somewhat higher educational goals for themselves than
Whites: 56 percent of nonlndians and 52 percent of white freshmen
hoped to earn advanced degrees, as did 41 percent of Indian freshmen.

Looking at students' major field plans at college entry, we find
that nonlndians are more likely to express interest in the liberal arts:
half plan to major in the arts and humanities, the social sciences, or
the natural sciences, as compared with 38 percent of the Indian fresh-
men. When we distinguish between the theoretical (e.g., anthropology,
economics, history, political science, and psychology) and the applied
(social work and sociology) social sciences and between the biological
and physical sciences, we find Indians are represented in the applied
social sciences and in the biological sciences in the same or nearly the
same proportions as nonIndians. NonIndians' greater expressed interest
in earning medical degrees is reflected in their greater interest in
premedical majors. Although Indians and nonindians were equally inter-
ested in earning law degrees, Indians were almost twice as 1ikely to
indicate plans for a prelaw major. ‘e suspect that the more sophisti-
cated nonlndians knew that a 1iberal arts background is appropriate for

law school applicants and that few colleges offer prelaw majors. If we
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Table 4

Distritution of Respondents by Degree, Major Field,
and Occupational Aspirations at College Entry

(in percentages)

Aspirations Indians NonIndians Whites
Degree Aspirations (234) (441) (2559)

None or other 12 5 6

Associate 7 4 4

Bachelor's 40 35 39

Master's 21 29 30

Doctorate or advanced professional 20 27 22
Probable College Major (215) (405)

Arts and humanities 19 20

Education 13 8

Business 12 7

Social sciences 8 21

Natural sciences and mathematics 7 9

Engineering 7 6

Prelaw 7 4

Premedicine 4 8

Nursing 7 4

Allied health fields 6 4

Technical fields 3 1

Other fields 8 8
Occupational Aspirations (209) (417)

Allied health 14 9

Arts 10 7

Business 7 5

Clerical 5 2

Elementary and secondary education 14 15

Helping professions (clergy, clinical ‘

psychology, social work, counseling) 4 8

Professions 19 18

Other - 20 21

Homemaker 1 1

Undecided 7 14

Note. Variables reported in this table significantly differentiated
Indians from nonlIndians, as indicated by chi squares at the .05 Tevel of
confidence or higher. Data on Whites are drawn from a separate analysis
of a representative subsample of white respondents, and are not avail-
able for major and career plans. Al1 columns may not add to 100 percent
due to rounding. Sample members who identified themselves as American
Indian in 1971 but not in 1980 were classified as "NonIndians."
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Took at other fields where Indians are overrepresented as compared with
nonlndians, we find that they are vocationally-oriented fields: techni-
cal majors, nursing, business, education, and allied health fie]ds;

Profiles of the career goals of these two groups of freshmen also
show differences: nonlndians are twice as likely to be undecided about
their future career and to express interest in the "helping professions"
(clergy, clinical psychologist, school counselor, or social worker).
While elementary and secondary education and the professions (architect,
dentist, engineer, lawyer, physician, and veterinarian) attract about
equal proportions of each group, nonIndians are less likely to express
interest in clerical, allied health, business, and arts-related careers.

As Table 5 shows, nonIndians are much more confident in their aca-
demic, mathematical, writing, and intellectual skills and abilities.
They are also more Tikely to rate themselves highly on academic ability
and intellectual self-confidence than white freshmen. Indian students
see themselves as especially lacking in mathematical ability: 11 per-
cent rate themselves in the Towest 10 percent of their age group, as
compared with 6 percent of nonIndians and Whites. Although the discrep-
ancies in self-ratings on interpersonal skills are less pronounced, non-
Indians tend to rate themselves higher on leadership ability, social
self-confidence, and understanding of others than Indians. They also
perceive themselves as more original, stubborn, politically liberal, and
skilled at public speaking.

The freshman survey asked respondents to indicate the personal
importance of a series of 24 "life goals," using a four-point scale (not

important, somewhat important, very important, or essential). The
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Table 5

Distribution of Respondents by Self-Ratings
and Life Goals at College Entry

(in percentages)

Indians NonIndians Whites

Self-Ratings and Life Goals (234) (441) (2559)
Self-Ratings: Above Average or Higher
Academic ability: 50 72 68
Mathematical ability 30 42 41
Writing ability 33 38 36
Intellectual self-confidence 36 52 43
Leadership ability 35 47 40
Public speaking ability 19 29 --
Social self-confidence 28 35 26
Understanding of others 61 70 --
Originality 36 50 --
Stubbornness 36 50 -
Political 1iberalism 22 33 --
Life Goals: Essential
Becoming an authority in my field 18 23
Influencing the political structure 3 7
Influencing social values ) 10
Keeping up to date with political
affairs 12 - 16
Developing a meaningful philosophy
of life 30 45
Having an active social life 7 15
Never being obligated to people 8 9

Note. Variables reported in this table significantly differentiated
Indians from nonIndians, as indicated by chi squares at the .05 level

of confidence or higher. Data on Whites are drawn from a separate anal-
ysis of a representative subsample of white respondents and are avail-
able only for selected self-ratings. Sample members who identified
themselves as American Indian in 1971 but not in 1980 were classified

as "NonIndians."
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social awareness and political liberalism of nonlndians is reflected

in their higher valuing of keeping up to date with political affairs and
influencing both the political structure and social values. Three-
fifths (63 percent) of the Indians and half of the nonIndians said that
keeping up to date with political affairs was not important or only
somewhat important to them, while 44 percent of the Indians and one-
third of the nonIndians reported that influencing the political struc-
ture was not important to them. The lower ratings of these goals by
Indian students may reflect, in part, alienation from the political
system. Certainly, Indian peoples have a long history of disenfranchise-
ment and of being unsuccessful in their attempts to influence the poli-
tical structure.

NonIndians valued "developing a meaningful philosophy of 1ife" much
more highly than Indian freshmen did. This may reflect their more intel-
lectual orientation and their apparently greater social awareness. It
is possible that their interest in this goal is one of the characteris-
tics that leads them to identify themselves as Indian: That is, they
may feel that Native Americans have developed a philosophy of 1ife that
is consistent with their values and concerns. On the other hand, "becom-
ing an authority in my field," a goal more consistent with the values of
the dominant culture than with traditional Indian values systems, is
more important to nonIndians than Indians.

Turning to Table 6, we find that nonlndians are considerably more
likely than Indians to describe themselves as political Tiberals, and
are less likely to say they are conservatives. These political differ-

ences are clearly reflected in freshman attitudes, with nonIndiars
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TabTe 6 -

Distribution of Respondents by Political Views
and Attitudes at College Entry

(in percentages)

Indians NonIndians Whites

Political Views and Attitudes (234) (441) (2559)
Political Views
Conservative or far right 16 10 16
Middle-of-the-road 51 40 45
Liberal or far left 33 50 39

Attitudes: Strongly Agree
Federal government not doing enough

to control environmental pollution 43 60
Federal government not doing enough

to protect consumers 18 29
The death penalty should be abolished 31 44

Women should receive the same salary
and opportunities for advancement

as men in comparable positions 55 71
Parents should be discouraged from
having large families 29 47

There is no 'generation gap' block-
ing communication between me and

my parents 64 52
Faculty promotions should be based
in part on student evaluations 10 18

Cellege officials have no right to
requlate student behavior off

campus 31 70
Student publications should not be

cleared by college officials 24 37
Colleges would be improved if organ-

ized sports were deemphasized 3 9

Students from disadvantaged social
backgrounds should not be given
preferential treatment in college

admissions 19 25
Open admissions should not be adopted
by all publicly-supported colleges 18 25

Note. Variables reported in this table significantly differentiated
Indians from nonIndians, as indicated by chi squares at the .05 level of
confidence or higher. Data on Whites are drawn from a separate analysis
of a representative subsample of white respondents and are not available
for attitudinal items. Sample members who identified themselves as Amer-
ican Indian in 1971, but not in 1980, were classified as "NonIndians."
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espousing the more "liberal" position more often than Indians on all but
two issues: preferential treatment in college admissions for students
from disadvantaged backgrounds (44 percent of Indians and one-third of
nonlndians expressed some to strong agreement with preferential admissions
for disadvantaged students) and the adoption of open admissions by public
colleges (favored scmewhat or strongly by 42 percent of Indians and 34
percent of nonIndians). One "attitudinal" item is essentially a self-
report on students' relationships with their parents and Indian students
were much more likely than nonlIndian students to report that they commun-

icated well with their parents.

Reasons for Going to College and College Expectations

Both Indians and nonIndians ranked "to learn more about things that
interest me® first among their very important reasons for going to col-
lege (77 percent, each), and "to be able to get a better job" was ranked
secohd by both groups (69 percent of Indians and 65 percent of nonIndians).
While both groups also ranked "to gain a general education and apprecia-
tion of ideas" third among their very important reasons for going to
college, nonlndians were significantly more 1ikely to cite this as a very
important consideration (see Table 7). On the other hand, Indian stu-
dents were far more likely to report that their parents’ wanting them to
go to college was a very important consideration in their decision to
attend college, making this their seventh-ranked reason while nonlndians
ranked it ninth. Less than one-fourth (23 percent) of the Indians, as
compared with 30 percent of the nonlndians said that their parents wishes

were not a factor:in their decision to continue their education.
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Table 7

Distribution of Respondents by Reasons for Going to College and
for Choosing this College and College Expectations, 1971

(in percentages)

Indians NonIndians

Reasons and Expectations (234) (441)
Very Important Reasons for Going to College
My parents wanted me to go 31 20
To gain a general education and
appreciation of ideas 51 63
Very Important Reasons for Choosing this College
My guidance counselor advised me to come here 13 4
Most of my friends were coming here 6 3
My relatives wanted me to come here 9 5
Major Sources for College Financing
Part-time or summer work 22 30
Savings from full-time employment 4 8
Parental or family aid or gifts 43 63
Scholarships and grants 50 28
College Expectations: Very Good Chance of
Graduating with honors 5 8
Being elected to an academic honor society 4 6
Enroiiing in honors courses 5 11
Authoring or coauthoring a published article 3 10
Changing major fields 10 20
Changing career choice 10 19
Being elected to a student office 2 3
Having to work at an outside job 29 40

Note. Variables reported in this table significantly differentiated
Indians from nonlndians, as indicated by chi squares at the .05 level
of confidence or higher. Sample members who identified themselves as
American Indian in 1971, but not in 1980, were classified as "NonIndians."



In choosing thé college they entered in 1971, nonIndians were less
Tikely than Indians to follow their guidance counselor's advice, their
friends' choices, and their relatives' wishes. Past research (Astin,
Harway, and McNamara, 1976) has found that minority students are more
Tikely than majority students to act on their counselor's advice. Our
data indicate that Indian students are less likely to question established
authorities, and guidance counselors are supposed to be authorities on
college choice. Furthermore, Indian students are less 1ikely to have
parents who have attended college to whom they can turn for advice in
choosing a college. Indian students are twice as 1ikely as nonIndians
to report that their friends' college choices were a very important in-
fluence on their decision about where to go to college. Certainly, having
a peer support groub can ease an Indian student's adjustment to a predom-
inantly white campus. Indian students greater likelihocd of reporting
that they chose their college based on their relatives' wishes is consis-
tent with the importance they ascribe to their parents' wanting them to
go to college and with the better intergenerational communication they
report.

When we Took at how these freshmen expect to meet their educational
expenses, we find that nonIndians are substantially more Tikely to expect
major assistance from their family. Furthermore, one-third of the
Indian freshmen, but only 14 percent of the nonIndians, expected to
receive no help whatsoever from their family. Given the fact that Ind-
ians were almost twice as likely to report family incomes below $8,000,
this is not surprising. What is perhaps surprising is the implication

that at least 4 percent of the Indian and 7 percent of the nonIndian
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freshmen who came from families with an annual income of less than
$8,000 expected to receive some financial help from their families.
Indian students were less likely than nonIndians to expect to meet
a major portion of their college costs by working, but far more likely to
rely on scholarship and grant support. In fact, over one-fifth of the
Indian students (28 percent), but only 17 percent of the nonIndians, did
not expect to meet any of their educational expenses by working part time
or during the summer. This may reflect a realistic appraisal of their
prospects for summer employment in Indian communities on the part of some
rural Indians, coupled with a belief that their financial aid will be
adequate to meet their expenses. Clearly, nonIndians were more Tikely to
anticipate assuming responsibility for paying for college, and this is
also reflected in the finding that two-fifths of the nonIndians, as com-
pared with 29 percent of the Indians, rated their chances of having to
work at an outside job during college as "very good." The substantially
greater reliance on scholarship and grant support among Indian freshmen
presumably reflects their eligibility for BIA higher education grants
which would have been available to those who were registered with their
tribe and had at least one-quarter degree Indian blood. (Two-fifths of
the 117 Indians who responded to the follow-up survey reported that they
had participated in a BIA program, which the author interprets as meaning
that they had received BIA higher education grants.) Need-based federal
aid programs were available in the early 1970s, and a larger proportion
of the Indian than of the nonIndian freshmen would have been eligible
for need-based aid and their awards would, on average, have been larger,

Jjudging by reported family incomes.
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A number of the college expectations that differentiate Indian from
nonIndian freshmen reflect nonlndians' stronger academic background (as
shown in Table 3) and their greater academic self-confidence, as shown
by their self-ratings (see Table 5). NonIndians appear to be less cer-
tain both about their major field and career choices, although this is
not inconsistent with the finding that they were more likely to report

that they were attending college to gain a general education.

College Choices and Experiences

As Table 8 shows, nonIndians were more likely to attend colleges in
the eastern and southern states, and about half as likely as Indians to
enroll in colleges in the western states; attended colleges closer to
home; and entered more selective colleges and universities. Given the
geographic concentration of Indians in the western and plains states, one
would expect to find them at western and midwestern colleges. However,
the fact that college location differentiates between Indians and non-
Indians suggests that student misclassification is less Tikely to occur
in the west and midwest where there is a significant Indian population
than in the eastern and southern states. This impression is reinforced
by an examination of the home addresses and racial-ethnic jdentification
of nonrespondents from Alaska, Arizona, Montana and New Mexico, states
with substantial Indian populations. Half of the 30 Montana nonrespon-
dents, three-fifths of the 18 Alaska nonrespondents, 84 percent of the
58 New Mexico nonrespondents, and 93 percent of the 57 Arizona nonres-
pondents checked no racial-ethnic response option other than "American
Indian" in 1971, as compared with 23 percent of the freshmen in our

sample. Furthermore, 60 percent of the Montana and 72 percent of the
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Table 8

Distribution of Respondents by College Region, Distance
from Home to College, and Selectivity, 1971

(in percentages)

Indians NonlIndians Whites

College Characteristics (234) (441) (2559)
College Region
East 22 33
Midwest 26 28
South 11 19
West 41 20
Distance from Home to College
10 miles or less 18 17 16
11-50 miles 15 25 20
51-100 miles 21 16 17
101-500 miles 30 31 34
501 or more miles 17 11 13
College Selectivity3:
Below 850 13 12
850-925 27 17
925-999 20 21
1000-1074 23 22
1075 and above 18 28

a. U ..

College selectivity is a measure of the average college admissions

test score of an institution's entering student body. The higher the
average test score, the more selective the institution.

Note. Variables reported in this table significantly differentiated
Indians from nonlndians, as indicated by chi squares at the .05 level
of confidence or higher. Data on Whites are drawn from a separate
analysis of a representative subsample of white respondents and are

not available for college region or selectivity. Al1 columns may not
add to 100. percent due to rounding. Sample members who identified them-
Sﬁlv?sdas American Indian in 1971, but not in 1980, were classified as
“NonIndians."
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New Mexico nonrespondents' home addresses were on Indian reservations.
It appears that students who come from states where Indians constitute

a visible (and socioeconomically disadvantaged) and, increasingly, poli-
tically active population are much less likely to misclassify themselves
as Indian than are students from states where Indians represent more of
a romantic past history than a current reality.

Indian students were somewhat more Tikely than nonIndians to report
that the college they entered as freshmen was over 500 miles from home:
17 percent of Indian freshmen and 11 percent of nonIndian freshmen
attended colleges that were more than 500 miles from home. Just over
half (52 percent) of the Indian freshmen were classified as coming from
rural backgrounds and their geographic isolation and, to a lesser extent,
recruitment of Indian students undoubtedly explains their greater Tikeli-
hood of enrolling at colleges that are further from home. It is inter-
esting to note that distance from home to college is one of the few
variables where we have data on Indian, nonIndian, and white students
and find Indians resembling Whites more closely than nonIndians. We
expect that the greater geographic mobility of white freshmen is related
to their higher family incomes.

Selectivity is a measure of the average college admissions test
scores of an institution's entering freshman class. NonIndian freshmen
tend to enroll at more selective colleges and universities than their
Indian peers, a finding that is consistent with nonlIndians' stronger
precollegiate education and higher academic self-confidence.

The follow-up survey provides informaticn on the college experiences

of respondents. Comparing Indians' and nonIndians' use of college
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services and program participation, we find that career counseling was
the only service that nonIndians reported using more often than Indians:
70 versus 62 percent, respectively. However, Indian students were sig-
nificantly more 1ikely to describe themselves as satisfied with the
career counseling they had received: 61 versus 45 percent of the non-
Indians (p <.05). Indian students were more 1ikely than nonIndians to
report having used financial aid services (74 versus 58 percent, respec-
tively); tutoring (55 versus 39 percent); and personal counseling (64
versus 56 percent). These data do not suggest that Indian students are
reluctant to seek the help of counselors or remedial academic assistance.
Among students who did seek tutoring, nonIndians tended to describe
themselves as either dissatisfied (41 percent) or very satisfied (26
percenf) with the assistance they had received, while Indians tended to
describe themselves as somewhat satisfied (60 percent). Indian students
were also more likely to report having participated in ethnic studies
programs (47 percent versus 29 percent of nonIndians) and in Educational
Opportunity Programs (EOP) which are intended to improve the academic
skills and self-confidence of disadvantaged students (39 percent versus
19 percent of nonindians). About 70 percent of both groups had used
campus health services, about half had used job placement services, and
Just over one-fourth had participated in women's studies.

NonIndians' higher expectations of being elected to an academic
honor society were justified: 22 percent reported that they had belonged
to a scholastic honor society during college, as compared with 11 per-
cent of the Indians (p <.01). NonIndians were also significantly (p <.01)

more 1ikely to report having served on a university or departmental
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committee (23 percent versus 12 percent of Indians) and having known

at least one professor or administrator personally (74 versus 62 percent;
p <.05). These findings suggest that Indian students made greater use
of services for academically and financially disadvantaged students,
were less successful academically, and were less likely to participate

in academic life outside of the classroom.

College Outcomes

About 60 percent of all college freshmen eventually earn a bache-
lor's degree (Cope and Hannah, 1975), as do about 70 percent of those
who enter college planning to complete a four-year degree program
(Astin and Panos, 1969; Pantages and Creedon, 1978). Past research also
shows that successful students are more 1ikely to respond to follow-up
surveys than are their nonsuccessful peers. Despite the fact that 9
percent of the nonIndians and 19 percent of the Indians in our sample
had not entered college planning to earn a bachelor's degree, we find
that 70 percent of the nonIndians and 62 percent of the Indians had
succeeded in completing a baccalaureate by 1980. High achievers are
evidently overrepresented among our follow-up respondents and, conse-
quently, in our samples of nonIndians and Indians.

As Table 9 shows, nonIndians were far more 1ikely than Indians to
report having earned an average undergraduate grade of "C+" or better:
88 versus 71 percent, respectively. NonIndians had good reason to be
more confident about their precollegiate preparation for college and
about their academic abilities as freshmen. Furthermore, nonIndians
were more likely to say that they were still pursuing their academic

careers than were Indians: 44 percent of nonIndians and 29 percent of
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Table 9

Distribution of Respondents by Average Undergraduate Grade, Last Major,
Degree Currently Working Toward, and Current Employment Status

(in percentages)

College Qutcomes Indians NonIndians
Average Undergraduate Grade (112) (369)
A 13 19
B+ or B 38 41
B- or C+ 20 28
c 21 9
C- and below 9 3
Last College Major (114) (369)
Arts and humanities 12 20
Education 18 10
Business 14 10
Social sciences 21 30
Natural sciences and mathematics 8 10
Engineering 3 5
Premedicine 1 1
Nursing 9 5
Allied health fields 4 3
Technical fields 3 2
Other fields 8 4
Degree Currently Working Toward (234) (441)
None 71 56
Vocational certificate 3 2
Associate 5 3
Bachelor's 9 13
Master's 10 19
Doctorate or advanced professional 3 8
Current Employment Status (228) (421)
Employed full time 67 72
Employed part time 8 11
Unemployed, looking for worx 4 5
Unemployed, not looking for work 21 13

Note. Variables reported in this table significantly differentiated

Indians from nonIndians, as indicated by chi squares at the .05 level of
confidence or higher. A1l columns may not equal 100 percent due to
rounding. Sample sizes are smaller for average grade and last major

because these data were only available for persons who returned the
follow-up questionnaire in 1980. Sample members who identified themselves

as American Indian in 1971, but not in 1980, were classified as "NonIndians".
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Indians said that they were pursuing an academic degree in 1980. Of
those respondents who were still pursuing their education, over three-
fifths (61 percent) of the nonIndians were graduate or professional
school students, as compared with 43 percent of the Indian respondents.
Looking at respondents' last college major, we find that nonIndians
were more likely to major in the traditional liberal arts fields than
Indians: Three-fifths of the nonIndians and about two-fifths of the
Indians majored in the arts and humanities, the social sciences, and
the natural sciences. On the other hand, Indians were substantially
more likely to major in business, education, nursing, allied health and
technical fields: 48 percent of the Indians, as compared with 30 per-
cent of the nonindians. When we separate the theoretical from the
applied social sciences, we find nonIndians were over twice as likely
as Indians to major in the theoretical social sciences (anthropology,
economics, history, political science, and psychology), while Indians
were twice as Tikely to major in the applied social science fields of
sociology and social work. Comparing freshman major field plans with
last college major, we find that the social sciences, education, busi-
ness, and nursing tended to attract both Indians and nonIndians during
the undergraduate years. Engineering, prelaw, premedicine, and the
allied health fields lost prospective majors. Education was more attrac-
tive to Indian than nonIndian freshmen and recruited a larger proportion
of Indian students during the college years. The arts and humanities
accounted.for one-fifth of the nonIndian freshmen and accounted for one-
fifth of their last majors, while losing over one-third of their pros-

pective Indian majors.
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NonIndians were more likely than-Indians to report that they were
working full time at the time of the follow-up, while Indians were more
Tikely than nonlndians to describe themselves as "unemployed and not
looking for work." This is somewhat surprising, given that nonIndians
were more 1ikely to report that they were still pursuing their education
and were only slightly more likely to be male. Two explanations for
Indians' higher rate of unemployment offer themselves: first, Indian
women in their late twenties are more 1ikely to choose to become home- .
makers (as we noted earlier, Indian respondents married earlizr and were
more likely to report having at least three children by 1980) and, sec-
ond, Indians are more likely to become discouraged workers, persons
whose lack of success in finding employment leads them to quit Tooking
for work. Certainly, unemployment rates on Indian reservations are
exceedingly high. Lee (1981) estimates unemployment on the Navajo res-
ervation at near 40 percent. The unemployment rate in the 19 Pueblos
for March-April 1977 was reported as 36 percent, in contrast to 9 per-
cent for the state of New Mexico and 7 percent for the nation (A1l
Indian Pueblo Council, circa 1978). In 1981, unemployment was reported
hovering near 50 percent on the Blackfeet reservation ("Chief Execu-
tive," 1981).

Eleven of the self-rating items, including seven that differentiated
Indian and nonlndian freshmen, and nine of the 1ife goals, including two
that had differentiated among the two groups of freshmen, were repeated
on the follow-up survey. As Table 10 shows, both nonIndians and Indians
rated themselves. higher on academic, writing, and leadership ability and

on intellectual self-confidence in 1980 than in 1971. However, Indians
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Table 10

Distribution of Respondents by Self-Ratings
- and Life Goals in 1980

(in percentages)

Indians NonlIndians

Self-Ratings and Life Goals (116) (373)
Self-Ratings: Above Average or Higher
Academic ability 66 83
Writing ability 46 65
Intellectual self-confidence 62 79
Leadership ability 55 70
Artistic ability 38 45
Life Goals: Essential
Participating in a community action program 6 3
Influencing social values 10 19
Raising a family 29 29

Being very well-off financially . 20 9

Note. Variables reported in this table significantly differentiated
Indians from nonlndians, as indicated by chi squares at the .05 level
of confidence or higher. These data are available only for those
persons who returned follow-up questionnaires in 1980, thus reducing
the sample sizes. Sample members who identified themselves as American
Indian in 1971, but not in 1980, were classified as "NonIndians".
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continued to rate themselves significantly below their nonIndian peers.

Although the significant differences in self-ratings on public speaking

ability, social self-confidence, and mathematical ability that we found

among freshmen are not reflected in their 1980 self-ratings, one signi-

ficant difference did emerge: NonIndians were more likely to rate them-
selves highly on artistic ability.

While nonIndians were still significantly more concerned than
Indians about influencing social values in 1980, we find that the pro-
portions of each group describing this as "essential® have increased
over time. Furthermore, we no longer find that Indians are signifi-
cantly less likely to be concerned about influencing the political
structure. Three Tife goals that did not differentiate between these
groups in 1971 did so in 1980: 36 percent of the Indians and 22 percent
of the nonlndians said that participating in a cbmmunity action program
was very important or essential to them. Indian respondents are more
likely to contribute considerable importance to being very well-off
Tinancially: half said this was very important or essential to them, as
compared with 37 percent of the nonIndians. It is difficult to inter-
pret what respondents may mean by or consider being very well-off finan-
cially to be, but it is not particularly surprising to find that persons
who tend to come from poorer families attach greater importance to
achieving financial security. NonIndians, who were more 1ikely to des-
cribe theinselves as Tiberals as college freshmen, may also find it diff-
icult to reconcile their political views with attaching great importance
to financial well-being. Finally, while as large a proportion of non-

Indians as Indians consider raising a family to be "essential," 17 per-
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cent of the nonIndians and only 6 percent of the Indians said that this

was not at all important to them.

Summary and Discussion

These profiles describe two very different populations with differ-
ent educational needs and goals. When students who misclassify them-
selves as Indian are counted as Indian in student surveys, it affects
not only estimates of Indian enroliments and degree attainment, it
affects estimates of representation by field of study, masking the need
for special efforts to recruit and retain Indian students in fields
where they are seriously underrepresented. It can also lead colleges
and universities to underestimate Indian students' needs for academic
and financial assistance, as well as for programs and servides that
provide psychological and social support. Institutions need to exer-
cise caution in accepting student self-identification as indian, if
they are to understand and respond to Indian students' needs and inter-
ests. The experience of this research project suggests that one way
to screen students fairly effectively is, first, to instruct them to
‘choose only one racial-ethnic category to- identify themselves and, for
those who choqse the American Indian or Alaskan Native category, to
ask that they write in the name of their tribe, band, or Indian commun-
ity.

Students who tend to identify themselves as Indian inappropriately
appear, on average, to be far more liberai in their political views and
social views and attitudes than either Indian or white freshmen. Indeed,
this may be the critical factor in understanding their tendency to mis-

classify themselves as Indian. First of all, there is little question
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that Native Americans are this country's most romanticized disadvantaged
population. In a time of social activism, such as the late sixties and
early seventies, one would expect young people with a liberal orienta-
tion to be attracted to this movement and to identify with peoples who
are struggling for social justice. Furthermore, these young people were
undoubtedly attracted to a culture that they perceived as environmentally
oriented, spiritually and philosophically rich, and valuing cooperation
and interdependence over competition for wealth and status. The non-
Indian freshmen were especially skeptical about the status quo, question-
ned established authority, wanted to influence social values and the
political structure, and felt a need to establish a philosophy of life.

Our data also suggest that students who came from states or who
attended colleges and universities where there was a substantial and
visible Indian population were less likely to misclassify themselves as
Indian. Although only 23 percent of the freshmen in the Indian sample
chose no racial-ethnic response option except American Indian in 1971,
the majority of sample members from four states with sizeable Indian
bopu1at10ns--A1aska, Arizona, Montana, and New Mexico--chose no response
other than American Indian as freshmen. Similarly, 91 percent of the
154 sample members from 18 states who attended Brigham Young University,
a school with a substantial and visible Indian student body, identified
themselves as American Indian their freshman year without marking any
additional racial-ethnic categories. This reinforces our impression
that students who identified themselves as Indian inappropriately were
prompted to do so by a kind of 1iberal romanticism.

Over 90 percent of the students who misclassified themselves as
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Indian later reclassified themselves as White, yet they differed from
white survey respondents in a number of respects. They had less well
educated parents and came from less affluent families; their relative
disadvantagement vis-a-vis white freshmen may contribute to their tend-
ency to identify with a minority population. NonIndians fell midway
between Indian and white freshmen on these measures of socioeconomic
status. Despite their less advantaged family backgrounds, nonIndians
were as academically successful in high school as Whites, had somewhat
higher degree aspirations, and tended to rate themselves higher on
intellectual self-confidence, academic ability, leadership ability, and
social self-confidence. Students who identified themselves as American
Indian only as college freshmen were evidently bright, confident, 1iberal
in their political views and social attitudes, and somewhat less advan-
taged in their family background than Whites.

Compared with Indian students, freshmen who misclassified themselves
as Indian had better educated parents, came from more affluent families,
were somewhat younger, and were less likely to be married during their
undergraduate years. NonIndians were much more 1ikely than Indians to
expect that their families would be a major resource in meeting their
college expenses and were also more likely to anticipate using their
own earnings to meet their college costs. Indian students, on the other
hand, were far more reliant on scholarships.and grants and, given their
lower expectations of working and receiving parental ajd and their
greater 1likelihood of marriage before college completion, were perhaps
unrealistically optimistic about the adequacy of such support.

Freshmen who misclassified themselves as Indian entered college
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with a much stronger academic background, on average, than Indian stu-
dents, with substantially higher degree aspirations, and expressing
greater self-confidence in their academic skills and prospects for con-
tinued academic success in college. While nonlndians gravitated toward
majors in liberal arts fields, Indian students tended to plan on pur-
suing majors in more occupationally-oriented fields and did so. Indian
students were also more Tikely to enter college with a career goal and
were significantly less likely than nonIndians to anticipate changing
either their career or major field plans. In Tight of their poorer
academic preparation for college and the fact that they were as Tikely
as nonlndians to aspire to professional careers, this apparent lack of
flexibility about their major field and career choices may be somewhat
unrealistic.

Compared with Indian freshmen, nonIndians were far more liberal in
their political views and attitudes on social and educational issues
and appeared to be more independent, outgoing, self-confident, and Tess
influenced by others. They were significantly more likely than Indians
to say that they had come to college in order "to' gain a general educa-
tion and appreciation of ideas," while Indian freshmen were far more
Tikely to. report that they were continuing their education because their
parents wanted them to.

At the time of the follow-up survey, substantially more nonIndians
than Indians were still pursuing their academic goals. Over three-fifths
of the noniIndians who were still students were working toward graduate
and professional degrees, as compared with only about two-fifths of the

Indians. Indians were also more likely to be unemployed in 1980.
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Chapter Five

Differences Between Urban and Rural Indian College Students

The review of the literature (Chapter 2) documented substantial
differences between urban and rural Indians on measures of educational
attainment, employment, and income. While the greater socioeconomic
disadvantages of rural Indians suggest that students from rural homes
may have to confront and overcome more barriers to attain a college
education, several Indian educators with whom this study was discussed
suggested that the differences between urban and rural Indian college
students are not simply socioeconomic in nature. One, who had directed-
programs for Indian students at a university that served primarily urban
Indians and also at a university that served a rural and reservation-
based Indian student body, observed that the rural Indian students had
a stronger and unambiguous sense of their Indian identity, clearer edu-
cational and occupational objectives, and looked to Indian studies pro-
grams for quite different services than urban Indians. Another educator
contended that the often difficult college adjustment and high attrition
rates of Indian students were due to conflict between the values and
attitudes of a rural population and those of the academic environment.
Whether the rural student was an Indian or a "cowboy" was irrelevant in
his opinion. Regardless of the explanations and interpretations they
offered, these educators agreed that there were very important differ-
ences between Indian students from urban and rural backgrounds that
educators and researchers needed to examine if colleges and universities

were to understand and respond to Indian students' educational needs,
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interests, and concerns.

Just over half (52 percent) of the Indians in our sample were class-
ified as coming from a rural home environment, using the classification
criteria described in Chapter 3. The distribution of urban and rural
sample members by gender was almost identical: 52 percent of the women
and 51.5 percent of the men were classified as coming from rural homes.

The cross-tabulations comparing urban and rural respondents identi-
fied a number of significant differences between these two graups, using
chi square as the test of significance. A number of the variables that
differentiated Indians from students who misclassified themselves as
Indian, including parental education, family income, degree aspirations,
political views, and distance from home to college, also distinguished
urban from rural Indians. Thus, our aggregate profile of Indian stu-
dents underestimated the differences between rural freshmen and nonInd-
ians on some variables, while overestimating the differences between
urban freshmen and nonIndians. For example, 20 percent of all Indians,
12 percent of rural Indians, and 30 percent of urban Indians reported
that their fathers had completed college, as compared with 29 percent of
the nonIndians. This finding underscores the importance of examining
differences among Indian students from urban and rural backgrounds.

The following discussion focuses on variables that identified statisti-

cally significant differences between urban and rural Indian students.

Personal Background
Urban Indian college students had significantly better educated par-
ents and came from more affluent families than rural Indians (see Table

11). Urban Indians' parents were as well educated as nonIndian students®
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Table 11

Distribution of Rural and Urban Indians by Parental Education,
Family Income and Religious Upbringing in 1971

(in percentages)

Rural Urban
Parental Education, Income, and Religion (121) (113)
Father's Education
Grammer school or less 28 7
Some high school 22 16
High school graduate .27 28
Some college 11 20
College graduate 7 18
Advanced degree 5 12
Mother's Education
Grammer school or less 18 6
Some high school 25 13
High school graduate 34 37
Some college , 13 23
College graduate 7 17
Advanced degree 3 4
Family Income in 1970
Less than $8,000 51 22
$8,000-12,499 30 33
$12,500-19,999 14 33
$20,000~29,999 4 4
$30,000 and above 2 9
Religious Upbringing (117) (108)
Protestant 41 57
Catholic 29 26
Other 18 13
None 12 4

Note. Variables reported in this table significantly differentiated
rural from urban Indian students, as indicated by chi squares at the
.05 Tevel of confidence or higher. A1l columns may not add to 100
percent due to rounding.
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parents, and urban freshmen were no more Tikely to come from families
whose annual income was below $12,500 than were nonlndians. Rural Ind-
ian freshmen, on the other hand, were far more disadvantaged than our
earlier profile of Indian students led us to suspect: half reported
that their fathers had never completed high school, 43 percent said
their mothers were not high school graduates, and half came from fami-
lies that had an income of less than $8,000 the previous year. As
dramatic as the differences between urban and rural Indians are on these
measures of socioeconomic status, compared with census reports on educa-
tional attainment and income, both groups in our sample appear to be
more advantaged than the general populations of rural and urban Indians.
Indian freshmen from rural backgrounds were three times more Tikely
than urban freshmen to report having been brought up without any reli-
gious affiliation or training: 12 versus 4 percent, respectively. Over
half (57 percent) of the urban Indians and about two-fifths of the rural
Indians were brought up in a protestant church. Rural freshmen were
somewhat more 1ikely to report having been raised as Catholics or in

some "other" religion.

Precollegiate Education
Despite the socioeconomic similarities between urban Indians and
students who misclassified themselves as Indian, the measures of high
school achievement and precollegiate academic preparation that differ-
entiated between Indian and nonIndian freshmen did not identify signifi-
cant differences between rural and urban freshmen. As Table 12 shows,

the only measure of precollegiate education from the 1971 survey that
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Table 12

Distribution of Rural and Urban Indians on Measures
of Precollegiate Education and High School Behaviors

(in percentages)

Rural Urban
Precollegiate Education and Behaviors (121) ~(113)
Anticipated Need for Remedial Help in:
Social studies 13 3
Frequent Behaviors as a High School Senior
Overslept and missed a class or appointment - 5
Argued with a teacher in class 4 12
Did extra (unassigned) reading for a course 16 27
Discussed religion 22 36
Discussed politics 12 23
Demonstrated for a change in some military
polity 1 6
Worked in a local, state, or national
political campaign : - 7
Visited an art gallery or museum 5 12

Note. Variables reported in this table significantly differentiated
rural from urban Indian students, as indicated by chi squares at the
.05 Tevel of confidence or higher.
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distinguished rural from urban freshmen was anticipated need for help
in social studies: 1ike nonIndians, urban freshmen rarely expect to
need such assistance.

Four of the nine high school behaviors that identified significant
differences between Indians and nonIndians also differentiated urban
from rural freshmen. Urban Indians resembled nonIndians much more
closely than their rural peers in the frequency with which they discussed
religion, argued with a teacher in class, and demonstrated for a change
in some military policy. While urban freshmen were more likely to dis-
cuss politics frequently than their rural Indian peers, they were con-
siderably Tess 1ikely to do so than nonIndians. Differences in the
frequency with which students reported getting involved in arguments
with their teachers, demonstrations, and discussions about religion and
politics appear to be more strongly related to environment than to
race-ethnicity. Urban Indian freshmen appear to be more argumentative,
more politically aware and involved, and more 1ikely to do unassigned
reading for their courses.

When we look beyond individual behaviors to dimensions of high
school behavior identified by the factor analysis, we find that urban
Indians had significantly higher mean factor scores than rural Indians
on two of the six dimensions of high school behavior: Involvement
(p<.01) and Activism (p<.01). Involvement reflects the frequency with
which students reported having engaged in a series of behaviors indic-
ating an interest in issues and activities that are commonly considered
to be desirable in a prospective college student and predictive of

college success: read about civil rights and liberties; discussed
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politics; read about coliegiate rights and responsibilities of students;
did extra reading for a course; typed a homework assignment; discussed
religion; worked in a school political campaign; and read poetry not
connected with a course. Urban students were also more Tikely to report
having been engaged in political and social Activism during high school:
demonstrated for a change in some racial or ethnic policy, in some mil-
itary policy, in some high school administrative policy, and worked in
a local, state, or national political campaign. These findings suggest
that urban Indian freshmen were more questionning, more argumentative,
more politically aware, and more sophisticated than their rural peers.
Additional insights into differences in precollegiate background
are provided by the follow-up survey responses of 72 rural and 45 urban
Indians. Rural Indians were significantly more 1ikely to be graduates
of public high schools: 96 percent versus 82 percent of urban students
(p <.05). Unfortunately, the follow-up survey did not distinguish
between federally-supported (BIA) and Tocal public high schools. Eleven
percent of the rural respondents, but none of the urban Indians, had
participated in Upward Bound, a federally-funded program designed to
provide disadvantaged students with academic and psychological support
to encourage coliege attendance. Rural Indians also felt that they
had entered college with significantly weaker preparation in two areas:
51 percent of rural and 27 percent of urban Indians said they were not
as well prepared to write research papers as most students at their
college (p <.01), and 38 percent of rural and 13 percent of urban stu-
dents felt that they had entered college with poorer preparation in the

natural sciences than most students (p <.01).
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The most striking finding of these comparisons between urban and
rural Indian freshmen is the absence of significant differences on meas-
ures of high school achievement and on most measures of precollegiate
academic background, especially given the socioeconomic similarities
between urban and nonIndian freshmen and the finding that socioeconomic
differences are even more pronounced between urban and rural Indians
than between Indians and nonIndians. Differences in high school behav-
iors appear to reflect a greater range of opportunities and resources
and a greater tolerance of nonconforming behavior in urban environments.
They also suggest that urban Indian freshmen are more sophisticated than

their rural peers and more involved in behaviors that we would expect to

be predictive of college success.

Aspirations, Self-Concept, Values, and Attitudes

Urban Indian freshmen had higher academic aspirations, were more
Tikely to plan on majoring in traditional liberal arts fields, and
expressed greater interest in careers in the arts, education, and the
helping professions than rural Indian freshmen. Rural freshmen, on the
other hand, were more 1ikely to enter college planning to pursue careers
in allied health, clerical, and professional fields. The self-ratings
and Tife goals of these two student groups reflect some differences but
far fewer than were found in our comparison between Indians and nonInd-
ians. Indians from urban backgrounds were more 1ikely to describe them-
selves as politically liberal than rural Indians were, and their views
on social and educational issues tend to reflect more 1iberal attitudes.

Urban Indians entered college with much higher academic aspirations

than rural Indians. As Table 13 shows, over half (52 percent) of the
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Table 13

Distribution of Rural and Urban Indians by Degree, Major Field
and Occupational Aspirations at College Entry

(in percentages)

" Aspirations Rural Urban
Degree Aspirations (121) (113)
None or other 14 9
Associate 7 7
Bachelor's 48 32
Master's 18 24
Doctorate or advanced professional 12 28
Probable College Major (112) (104)
Arts and humanities _ 13 25
Education 14 12
Business 17 6
Social sciences 7 10
Natural sciences and mathematics 7 8
Engineering ' 8 5
Prelaw 5 8
Premedicine 3 5
Nursing 9 6
Allied health fields 7 4
Technical fields 2 4
Agriculture and forestry 5 2
Other fields 3 8
Occupational Aspirations (102) - (107)
Allied health 18 10
Arts 7 1?
Business 8 6
Clerical 9 2
Elementary and secondary education 11 17
Helping professions (clergy, clinical
psychology, social work, counseling) 3 6
Professions 22 17
Other 15 24
Homemaker 1 1
Undecided 8 6

Note. Variables reported in this table significantly differentiated
rural from urban Indian freshmen, as indicated by chi squares at the .05
level of confidence or higher. A1l columns may not equal 100 percent
due to rounding.

103



urban Indian freshmen hoped to earn advanced degrees, as compared with
30 percent of the rural freshmen. The urban Indians' academic aspira-
tions are only marginally Tower than those of nonIndians, although our
data suggest that urban Indians have a substantially weaker academic
background to assist them in achieving their degree goals. While urban
Indians were no'moreilike1y to express interest in earning a medical
degree than rural Indians (4 percent, each) they were twice as 1ikely to
plan on pursuing legal training (7 percent of urban and 3 percent of
rural freshmen hoped to earn law degrees) and over three times as 1ikely
to aspire to earning a doctorate (17 versus 5 percent, respectively).
The fact that urban Indians find the doctorate such an attractive educa-
tional objective is somewhat curious and, given the lack of evidence of
any substantially stronger academic background, probably somewhat unreal-
istic.

The aggregate profile of Indian students' major field plans masked
differences between urban and rural freshmen. Although the proportion
of urban Indians intending to major in traditional Tiberal arts fields
(43 percent) is not as high as that of nonIndians (50 percent), it is
higher than that of all Indians (38 percent) and substantially higher
than the proportion of rural Indian freshmen (27 percent). Similarly,
we find that urban Indians express interest in the theoretical social
sciences, while rural Indians prefer the more applied social sciences:
Of the ten percent of urban freshmen planning to major in a social
science, 8 percent planned to major in a theoretical one (anthropology,
economics, history, political science, or psychology), while 6 of the 7

percent of rural freshmen interested in a social science planned to
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major in sociology or social work. Rural freshmen expressed greater
interest in vocationally-relevant undergraduate majors in business, nurs-
ing, allied health fields, and engineering than urban freshmen. Educa-
tion attracted a slightly larger proportion of rural than urban Indians
and considerably more Indian freshmen from both home environments than
nonlndians.

Regardless of their background, Indian students were more willing
to indicate a tentative career choice than nonIndians. Rural freshmen
expressed more interest than urban Indian freshmen in czreers at the
extremes of the occupational spectrum, in terms of status and the amount
of training required to enter the field: the professions (architect,
dentist, engineer, lawyer, physician, and veterinarian) at the high end
of the spectrum and allied health and clerical jobs at the Tow end.

Urban Indians expressed considerably more interest than their rural peers
in the "helping professions," in education, arts-related, and other
careers.

Only five self-ratings identified significant differences between
urban and rural Indian students (see Table 14). At least twice as many
urban as rural freshmen ranked themselves in the top ten percent of their
age group on academic ability, drive to achieve, athletic ability, poli-
tical liberalism, and stubbornness. When we compare. urban and rural
Indians' mean factor scores on the six dimensions of self-concept ident-
ified by the factor analysis of these 21 self-ratings, we find that
urban freshmen had significantly (p <.05) higher Academic Self-Esteem
(a factor comprised of self-ratings on academic ability, intellectual

self-confidence, and mathematical ability); significantly (p < .01) higher



Table 14

Distribution of Rural and Urban Indians by Self-Ratings,
Life Goals, and Political Views at College Entry

(in percentages)

' Rural Urban
Self-Ratings, Life Goals, and Political Views (121) (113)
Self-Ratings: Top Ten Percent

Academic ability 6 17
Drive to achieve 7 18
Athletic ability - 7
Political 1iberalism 3 6
Stubbornness 7 17
Life Goals: Very Important or Essential
Being very well-off financially 46 28
Never being obligated to people 17 30
Helping others who are in difficulty 60 71
Political Views
Conservative or far right : ) 17 15
Middle-of-the-road 58 43
Liberal or far left 26 42

Note. Variables reported in this table significantly differentiated
rural from urban Indian freshmen, as indicated by chi squares at the
.05 level of confidence or higher. A1l columns may not equal 100
percent due to rounding.
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belief in their abilites to express themselves and to understand others
(Empathic-Expressive, a factor comprised of self-ratings on originality,
understanding of others, writing ability, and artistic ability); and
significantly (p <.01) higher self-ratings on Conviction, a factor
reflecting self-ratings on political 1iberalism and stubbornness. Thus,
while we find few differences between urban and rural Indian freshmen's
self-ratings on individual traits, differences in self-concept do emerge
when we compare the factor scores and suggest that urban freshmen see
themselves as more academically able, as bettér éb]e to express them-
selves, and as less easily influenced.

Only three of 24 life goals differentiated rural from urban fresh-
men: rural Indians valued "being very well-off financially" signifi-
cantly more than their urban peers, while urban Indiané valued "never
being obligated to people"” and "helping others who are in difficulty"
more highly than rural students. The factor analysis of these life
goals yielded six dimensions and urban Indians had a significantly
(p <.01) higher mean factor score than rural Indians on their valuing of
achieving Aesthetic goals (writing original works, creating artistic
works, becoming accomplished in one of the performing arts, and develop-
ing a meaningful philosophy of life), while rural Indians placed signi-
ficantly (p <.01) greater importance on achieving Quality of Life goals
(having an active social 1ife, having friends with different backgrounds
and interests from their own, and being very well-off financially). The
rural freshmen who come from less socioeconomically advantaged homes
than urban freshmen were more concerned about achieving some measure of

financial prosperity and its attendant social benefits. The more
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affluent urban Indians are concerned with self-expression, accomplish-
ment in artistic endeavors, being independent and, yet, helping others.
Political views is another variable where our aggregate profile of
all Indian freshmen masked differences between rural and urban students.
While the proportion of urban Indians describing their political views
as Tiberal or far left (42 percent) is not as high as that of nonIndians
(50 percent), it is higher than that of all Indians (33 percent) and
substantia]]y higher than that of rural Indians (26 percent). As Table
15 shows, differences in student attitudes on a number of social issues
and on some educational issues are consistent with differences in poli-
tical views; urban freshmen are more likely to espouse the more 1iberal
position. However, we find urban students taking the more conservative
position on several academic issues, suggesting that they are more likely
to support traditional academic values. Consistent with their greater
interest in vocationally-relevant major fields, rural freshmen were
twice as 1ikely as urban freshmen to axpress strong agreement with the
statement: "The chief benefit of a college education is that it

increases one's earning power."

Reasons for Going to College and College Expectations
It is not surprising to find that rural Indian freshmen ranked “to
be able to get a better job" and "to be able to make more money" as very
important reasons for going to college more often than their urban peers
did, given the greater importance they ascribed to achieving Quality of
Life goals and their significantly higher perception of college as an
intermediary to increased earning power. However, as Table 16 shows,

rural freshmen were also more Tikely to cite their interest in becoming
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Table 15

Distribution of Rural and Urban Indians by Attitudes
on Social and Educational Issues at College Entry

(in percentages)

Rural Urban
Attitudinal Items (121) (113)
Attitudes: Strongly Agree
Federal government is not doing enough to
control environmental pollution 34 52
Federal government is not doing enough to
protect consumers 10 26
There is not too much concern in the
courts for the rights of criminals 11 22
The activities of married women are not
best confined to the home and family 18 38
Parents should be discouraged from having
large families 19 39 -
Women should receive the same salary and
opportunities for advancement as men
in comparable positions 46 65
College officials have no right to
regulate student behavior off campus 44 63
The chief benefit of a college education
is that it increases one's earning power 12 6
Student evaluations should play no part
in faculty promotions - 6
College officials have no right to ban
persons with extreme views from
speaking on campus 32 53
Most college officials have been too lax
dealing with student protests on campus 7 14
Open admissions should be adopted by all
publicly-supported colleges 6 13
Even if it employs open admissions, a
college should use the same performance
standards in awarding degrees to all
students 24 35

Note. Variables reported in this table significantly differentiated
rural from urban Indian freshmen, as indicated by chi squares at the

.05 level of confidence or higher.

109



Table 16

Distribution of Rural and Urban Indians by Reasons for
Going to College and for Choosing this College

and College Expectations, 1971
(in percentages)

Rural Urban
Reasons and Expectations (121) (113)
Very Important Reasons for Going to College
My parents wanted me to go 37 25
To be able to contribute more to my community 28 29
To be able to get a better job 79 58
To make me a more cultured person 32 20
To be able to make more money 55 36
Reasons for Choosing this College
My guidance counselor advised me to come here 48 28
Most of my friends were coming here 38 23
My relatives wanted me to come here 41 28
I wanted to Tive at home 12 25
Major Sources for College Financing
Part-time or summer work 17 27
Parental or family aid 32 55
Scholarships or grants 68 31
College Evpectations: Some to Very Good Chance of
Being elected to an academic honor society 26 42
Enrolling in honors courses 24 42
Authoring or coauthoring a published article 15 27
Having to work at an outside job 64 72
Transferring to another college before
graduating 37 43
Enlisting in the armed forces before graduating 12 4
Getting married within a year after college 55 65

Note. Variables reported in this table significantly differentiated
rural from urban Indian freshmen, as indicated by chi squares at the

.05 ‘ievel of confidence or higher.
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"a more cultured person" as a very important reason for attending col-
ege. While almost equal proportions of rural and urban Indians ranked
“to be able to contribute more to my community" among their very impor-
tant reasons for going to college, far more rural (74 percent) than
urban (57 percent) freshmen reported that this had been a consideration
in their decision to continue their education. Rural students were also
substantially more Tikely to report that their parents' wanting them to
attend college had been an important factor in their decision to do so.
The factor analysis of reasons for going to college yielded four dimen-
sions, one of which differentiated between the groups: rural students
were significantly (p <.01) more likely to relate their decision to
attend college to Extrinsic motivators (to be able to make more money,
to be able to get a better job, and théir parents wishes).

In selecting the particular college they entered in 1971, rural
students were influenced by the advice of guidance counselors, the beha-
vior of friends, and the wishes of their relatives to a far greater
extent than urban Indians. OQur comparison of urban and rural freshmen's
mean factor scores reinforces our impression that rural students were
more 1ikely to turn to others for advice about choosing a college: they
were significantly (p<.05) more likely to rely upon Social influences
in choosing a college (someone who had been here before advised me to
go; most of my friends are going to this college; and my relative wanted
me to come here). Urban Indians were more likely to say that wanting to
live at home had been a consideration in choosing a college. Urban

students were, of course, more likely to live within commuting distance

of a college or university.
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Over half (55 percent) of the urban Indian freshmen, but only about
one-third of the rural Indian freshmen, expected to receive major finan-
cial assistance from their families in meeting their college costs.

This is consistent with our earlier finding that urban students came
from more affluent families. Urban freshmen were also more likely to
anticipate that they would meet a major portion of their college expen-
ses by working part time or during the summer. Rural freshmen were more
likely to expect that scholarships or grants would serve as their pri-
mary source of college financing: 68 percent of rural freshmen and 31
percent of urban freshmen expected to receive major support from this
source. The follow-up survey found that 51 percent of the rural respon-
dents and only 22 percent of the urban students had participated in a
BIA program (p< .01), presumably reflecting receipt of higher education
grants. Urban Indians' expectations about how they would finance their
college education were similar to the expectations of students who had
misclassified themselves as Indian, while rural students expected to

be more dependent on scholarships and grants and less reliant on their
own earnings and parental help than all Indians.

Comparing the college expectations of urban and rural Indian fresh-
men, we find that urban students were more confident of their prospects
for academic success and scholarly achievement, were less certain that
would complete their undergraduate degree at the college they had
entered as freshmen, and were more likely to anticipate having to work

at an outside job during college.

College Choices and Experiences

Turning to Table 17, we find that half of the rural Indians
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Table 17

Distribution of Rural and Urban Indians by College Type,
Size, and Distance from Home, 1971

(in percentages)

Rural Urban
College Characteristics (121) (113)
College Type
University 51 35
Four-year college 33 41
Two-year college 16 25
College Enrolliment
Below 2,000 22 30
2,000-4,999 24 23
5,000-9,999 26 21
10,000-19,999 : 11 21
20,000 and above 17 4
Distance from Home to College .
10 miles or less 6 30
11-50 miles 14 17
51-100 miles 25 16
101-500 miles 35 24
501 or more miles 21 13

Note. Variables reported in this table significantly differentiated
rural from urban Indian freshmen, as indicated by chi squares at the
.05 level of confidence or higher. A1l columns may not equal 100
percent due to rounding.
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matriculated at universities, compared with just over one-third of the
urban Indians. While this finding is somewhat surprising considering
urban students' generally higher degree goals and greater academic self-
confidence, it may be related to their greater reliance on parental and
personal resources in meeting their college expenses. That is, they
may elect to attend four-year and two-year colleges because they tend to
be less expensive than universities. Our earlier finding that urban
freshmen were more 1ikely to choose the college they entered in 1971
because they wanted to 1ive at home is consistent with their greater
concentration in two-year co]]ege;, as is their significantly higher
expectation of transferring to another college before graduation.

| Urban students were more likely to enroll at colleges with fewer
than 2,000 students, while rural students were more Tikely to attend
schools with enroliments of 20,000 or more. This pattern is consistent
with their distributions by type of institution: universities tend to
have larger student bodies than either four-year or two-year colleges.

Urban freshmen were five times more likely than rural Indians to

attend a college within ten miles of their home, while rural Indians
were 1.5 times more Tikely to enroll at a college that was over 100
miles from their home. This finding is consistent with urban freshmen's
greater expressed interest in 1iving at home. Certainly, the urban
Indian is far more likely to live within a ten-mile radius of a college
or university than is the rural Indian. It is interesting to note that
urban Indians were almost twice as Tikely to attend a college within ten
miles of home as nonIndians, while rural Indians were one-third as likely

to attend a ccllege so close to home as were all Indians. We expect
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that urban Indians' greater concentration at colleges close to home
reflects practical considerations, such as the lower cost of enrolling
as a commuter student, and their greater access to local colleges.

Among respondents to the follow-up survey, rural Indians reported
making greater use of financial aid services (82 percent versus 60 per-
cent of urban Indians), and were more likely to indicate having partici-
pated in ethnic studies programs (50 versus 42 percent of urban Indians)
and in Educational Opportunity Programs (EOP) which focus on improving
the skills of underprepared, disadvantaged college students (35 versus
24 percent of urban Indians). Rural Indians' higher participation in
ethnic studies and EOP is probably an artifact of their greater represent-
ation in larger schools, particularly universities, since these are the

institutions most likely to offer such services and programs.

College Outcomes

By 1980, only 49 percent of the rural Indians, but 78 percent of
the urban Indians had earned a bachelor's degree (see Table 18). A
larger proportion of urban Indians than of nonIndians (70 percent) had
completed baccalaureates, despite the fact that students who misclassi-
fied themselves as Indian appeared to enter college with substantially
stronger academic preparation and more impressive records of scholastic
achievement. Urban Indians' high degree attainment rate is even more
impressive when one takes into account the fact that, as freshmen, 16
percent had aspired to Tess than a baccalaureate (as compared with 9
percent of nonIndians and 21 percent of rural Indians) and the fact that
they were the group most 1ikely to enroll at two-year colleges. Research

(Astin, 1975, 1977b, 1982; Cope and Hannah, 1975) has consistently shown
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Table 18

Distribution of Rural and Urban Indians on College OQutcomes
(in percentages)

College Qutcomes Rural Urban

Highest Degree - (98) (85)
None 28 6
Vocational certificate 16 7
Associate 7 9
Bachelor's 41 57
Master's 6 14
Doctorate or advanced professional 2 7

Persisted to Attainment of Freshman Degree Objective
(or to Attainment of a Bachelor's Degree, if

Freshman Objective was an Advanced Degree) 58 80
Self-Rating: Top Ten Percent (71) (45)
Writing ability 3 22
Life Goals: Not Important
Influencing social values 7 24
Raising a family 1 13

Note. Variables reported in this table significantly differentiated
rural from urban respondents, as indicated by chi squares at the

.05 level of confidence or higher. Sample sizes for the self-ratings
and Tife goals are smaller because these data are available only for
those persons who completed the 1980 survey.
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that students who begin their college careers at two-year colleges
reduce their chances of completing a baccalaureate.

Not only were urban Indians substantially more Tikely than rural
Indians to complete a bachelor's degree, they were 2.5 times more 1ikely
to report having completed a graduate or professional degree. On the
other hand, 4.5 times more rural than urban Indians reported that they
had received no postsecondary certificate or degree since entering col-
lege over eight years earlier. Even when we assess respondents' academic
achievements against their freshman aspirations, we find significant
differences between urban and rural Indians: 80 percent of the urban
Indians had succeeded in earning the degree they planned to obtain at
college entry or, for those who entered college aspiring to an advanced
degree, the prerequisite baccalaureate, as compared with 58 percent of
the rural Indians.

Despite their significantly higher levels of degree attainment and
their higher persistence rate, urban Indians did not report having
earned significantly higher college grades than rural Indians, nor was
their distribution by last college major significantly different from
that of rural Indians. Although our earlier examination of precollegiate
preparation and achievement offered scant evidence to suggest that urban
Indians entered college with a better educational background than rural
Indians, our data does suggest that they were more likely to be graduates
of private high schools and such measures as average grade in high school
and rank in class are relative. That is, students who attend highly
competitive high schools may graduate with the same average grade and

rank in class as students who attend academically mediocre high schools,
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although the former group has received a much stronger precollegiate
education. Nonetheless, the finding that urban students did not earn
significantly better grades in college suggests that they were not mark-
edly better students than their rural peers. They were, quite simply,
more persistent. Undoubtedly, their socioeconomic advantages, relative
to rural students, contributed to their higher persistence. Their better
educated parents may place a higher value on higher education, supporting
and encouraging their children's academic aspirations. Their parents are
also in a better financial position to help them meet their educational
expenses and are Tess likely to need financial assistance from their
children. Furthermore, as we review our earlier findings, we are left
with the impression that urban Indian freshmen were more interested in
academic Tife and issues, more sophisticated and, thus, better prepared
to adapt to 1ife on a college campus, and more self-confident about thef?
prospects for college success. They had significantly higher Involvement
scores on high school behaviors; expressed stronger interest in liberal
arts, as opposed to vocational, major fields; had substantially higher
academic aspirations; had significantly higher scores on Academic Self-
Esteem, Empathic-Expressive, and Conviction; and were less likely to

cite Extrinsic reasons as having influenced their decision to attend
college. Urban respondents to the follow-up survey rated their writing
ability significantly higher than rural respondents did, although it is
difficult to say whether this contributed to or resulted from their

higher rate of college persistence.

Summary and Discussion

Our findings indicate that rural Indians were significantly less,
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Tikely to persist in college than their urban peers, not necessarily
because they were substantially less well prepared for the academic de-
mands of college 1ife, but because their past experiences, values, atti-
tudes, and interests were less congruent with those of their student
peers and of the academic environment in general; because they were less
well prepared psychologically and socially for the transition to college,
yet were more likely to attend very large schools further from their
home; because they were less confident about their academic abilities

and chances of being successful in college; and because they were more
Tikely to come from families who were unfamiliar with higher education
and, thus, unable to counsel them about college decisions or help them
deal with the transition to college and who were less able to help then
meet their college expenses. The less sophisticated rural Indians were
more 1iké1y than urban Indians to attendilarge universities farther from
their homes. Thus, their adjustment problems may have been compounded
by the confusion of being on a campus that was much larger than their
home community, by loneliness at being isolated from the support of
friends and family, and by anxiety about having to deal with new and com-
plicated situations.

Rural Indians were evidently concerned about the nonacademic bene-
fits of a college education, although they shared the urban Indians'
interest in such traditional academic benefits as "to gain a general edu-
cation and appreciation of ideas.” Rural freshmen were interested in
fields of study that would provide them with occupationally-relevant edu-
cation to a greater extent than urban freshmen, were more likely to

report that they had come to college so that they would be able to make
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money and get a better job, and they expressed a higher valuing of
achieving Quality of Life goals. One cannot help wondering how comfort-
able and welcome these rural students felt in an academic community that
has voiced its concern and dismay in recent years over the increasingly
vocational and materialistic goals and attitudes of college students.
How meaningful and relevant did general education requirements seem to
these students who hoped to graduate with skills and training that would
enable them to find employment?

In terms of socioeconomic background and academic orientation, urban
Indians resembled students who misclassified themselves as Indian. They
do not enter college with as strong an academic record of achievement,
yet they are more 1ikely to earn a baccalaureate. Perhaps, they enter
college with a stronger sense of educational commitment and a clearer
focus on achieving their educational objectives, motivated by awareness
of the Indian communities need for college-educated professionals and
leaders. The more liberal nonIndians may be distracted from their educ-
ational pursuits by opportunities to become involved with causes which
seem more relevant than their college coursework. Our data offer no
clear explanation for urban Indians' higher level of persistence than
that of students who misclassify themselves as Indian.

These comparisons do indicate that rural and urban Indians enter
college with different educational needs, interests, and concerns. Just
as educators need to distinguish between Indian students and students who
tend to misclassify themselves as Indian, they need to distinguish between
rural and urban Indians in order to provide the kinds of academic prog-

rams and services, psychological support, and assistance with the transi-
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tion to college that will meet these students' needs. Rural Indians

are clearly more Tikely to face financial, attitudinal, social, and
perhaps academic barriers to college success than urban Indians. Given
the absence of significant differences on measures of high school achieve-
ment between these two groups, it seems apparent that rural Indians are
not rea]iz%ng their academic potential and a valuable resource is being

lost to the Indian commupity.



Chapter Six

Gender Differences Among Indian College Students

Research on Indian college students has been so focused on trying
to understand the dynamics of academic success that little attention has
been paid to the issue of gender differences among these students.
Perhaps this is due to the fact that gender has not been identified as a
correlate or predictor of college success. However, if educators are
to provide the kinds of services and programs that are needed to attract
and retain Indian students and to promote their educational and occupa-
tional development, they cannot ignore gender differences. Research on
college students (see, for example, Astin, 1977b) shows that gender is
related to students' interests, attitudes, goals, self-concept, and
accomplishments. This chapter discusses the resuits of analyses com-
paring the background characteristics, values, attitudes, interests,
goals, and achievements of Indian men and women in our sample.

Women accounted for larger and almost identical proportions of the
Indian (57 percent) and white (56 percent) respondents to the follow-up
study. As noted in Chapter 5, the distribution of Indian men and women
by home envirorment (urban or rural) was almost identical. There were
no significant differences between Indian men and women on measures of
family background. This finding suggests that Indian families value
education as highly for their daughters as they value it for their sons.
The cross-tabulations and the comparisons of mean factor scores did
identify a number of significant differences between men and women that

are described in the following discussion.
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Precollegiate Education

Our analysis of high school achievements and behaviors identified
few differences between men and women, although those it did identify
were predictable from the research on gender differences. As Table 19
shows, four times more men than women reported having won a varsity
letter in sports during high school, while twice as many women as men
had edited a high school newspaper, yearbock or literary magazine.

Indian women did not appear to enter college with a substantially
stronger record of academic achievement than their male peers and, in
fact, appeared to be somewhat less confident about their preparation for
college than men. Past research has consistently found that women earn
better high school grades than men, and Indian women did tend to report
a somewhat--but not significantly--higher average high school grade than
their male peers: 41 percent of the women and 29 percent of the men
reported an average grade of "B+" or better. Almost equal proportions
of men (15 percent) and women (17 percent) said they had been "A" stu-
dents in high school, and men were only slightly more 1ikely than women
to report an average grade of “C" or below: 13 versus 8 percent, res-
pectively.

Although their grade point averages suggest that these students
entered college with adequate to strong academic preparation, substan-
tial proportions of both sexes expected to need special tutoring or
remedial assistance in foreign languages, science, and, especially,
mathematics. Not surprisingly, women were significantly more likely to
anticipate needing remedial help in math and science, while men were

significantly more likely to expect to need special assistance in
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Table 19

Distribution of Men and Women on Measures of Precollegiate
Education and High School Behaviors

(in percentages)

Men Women
Precollegiate Education and Behaviors (101) (133)
Achievements
Won a varsity letter (sports) 58 14
Edited a high school newspaper,
yearbook, or literary magazine 10 21
Anticipated Need for Remedial Help in:
Mathematics . 38 53
Science 22 35
Foreign language 34 21
Social studies 3 12
Frequent Behaviors as a High School Senior
Overslept and missed a class or appointment 5 1
Argued with a teacher in class 10 7
Discussed. my future with my parents 27 42
Read poetry not connected with a course 11 32
Discussed religion 24 33
Played chess 11 5
Discussed sports 62 29
Drank beer 29 6

Note. Variables reported in this table significantly differentiated
men from women, as indicated by chi squares at the .05 level of confi-
dence or higher.
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foreign languages. While women's lower self-confidence in their math
and science skills and abilities is consistent with research on gender
differences, they do not appear to have any compensating strengths.

That is, women appear to be no more confident of *heir reading, English,
and writing skills than their male peers, despite their significantly
greater likelihood of reporting that they had edited a high school pub-
lication.

Looking at the high school behaviors that distinguished between
Indian men and women, we find men trying out new behaviors and asserting
their independence both at school (arguing with teachers and missing
class or an appointment) and outside of school (discussing their future
with their parents less often than women and drinking beer). Young men
also reported discussing sports and playing chess with significantly
greater frequency than women, while women were more likely than men to
read poetry and discuss religion.

The comparison of mean factor scores on the six dimensions of high
school behavior identified significant gender differences on Rebellious-
ness (p< .01) and Involvement (p< .05). Young men were more likely to
report having engaged in a series of limits-testing behaviors: came late
to class, stayed up all night, overslept and missed a class or appoint-
ment, argued with a teacher in class, failed to complete a homework
assignment on time, smoked cigarettes, and drank beer. Astin (1977b)
identified a similar cluster of behaviors, which he labeled Hedonism
and also found to be more characteristic of men than women. Young women,
on the other hand, were more 1likely to report having engaged in a series

of "model student" behaviors: read about civil rights and liberties,
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discussed politics, read about collegiate rights and responsibilities of
students, did extra reading for a course, typed a homework assignment,
discussed religion, worked in a school political campaign, and read
poetry not connected with a course. Judging by these behavioral patterns,
we would predict that young women would tend to be more successful in

college than their male peers.

Aspirations, Self-Concept, Values, and Attitudes

Although our analysis identified no significant differences in the
level of Indian men's and women's degree aspirations, they entered col-
Tege expressing significantly different major field and occupational
interests. Young women were attracted to traditionally female majors
and careers, while men gravitated toward preprofessional and technical
major fields and toward busiﬁess and professional careers. Men's self-
ratings, as college freshmen, reflect greater self-confidence and their
rankings of life goals suggest that they are more concerned than women
are about achieving recognition, status, and success. There are few
differences in men's and women's attitudes on social and academic issues,
with the exception primarily of items that are directly related to
women's roles and relationships.

The major field plans of Indian freshmen reflect pronounced gender
differences (Table 20). Young women expressed substantially greater
interest than men in majors in nursing, allied health fields, education,
and the arts and humanities. These four traditionally female fields
accounted for the major field plans of 63 percent of the women and 22
percent of the men. Women were also more likely than men to enter

college without having made a tentative major field choice: 10 percent
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Table 20

Distribution of Men and Women by Major Field Plans
and Occupational Aspirations at College Entry

(in percentages)

Major Field Plans and Occupational Goals ‘ _Men ° ° Women
Probable College Major (96) {120)
Arts and humanities 15 23
Education 5 19
Business 12 12
Social sciences 9 8
Natural sciences and mathematics 9 6
Engineering 14 1
Prelaw 10 3
Premedicine 6 2
Nursing ‘ - 13
Allied health fields 2 8
Technical fields 6 -
Agriculture and forestry 7 -
Other fields 4
Occupational Aspirations - (89) (120)
Allied health 5 21
Arts 5 13
Business 14 2
Clerical 1 8
Elementary and secondary education 7 19
Helping professions (clergy, clinical
psychology, social work, counseling) 5 4
Professions 34 8
Peace keeping and agriculture 8 -
Other 16 17
Homemaker - 2
Undecided 8 6

Note. Variables reported in this table significantly differentiated
men from women, as indicated by chi squares at the .05 level of confi-
dence or higher. A1l columns may not total 100 percent due to rounding.
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of the women and 5 percent of the mén described themselves as undecided
about what major they would pursue or failed to respond to this question.
Compared with the major field plans of all entering college students
(Staff of the Office of Research, 1971), Indian men and women expressed
greater interest in majoring in the arts and humanities than their same-
sex peers. Indian women also expressed greater interest in allied health
and nursing majors than women-in-general. Thus, Indian women are even
more concentrated in these traditionally female major fields than are
freshmen women-in-general.

Indian men entered college expressing fér greater interest than their
female peers in such traditionally male fields as engineering, prelaw,
agriculture and forestry, technical fields, premedicine, and natural
sciences and mathematics. Over half (52 percent) of Indian men and only
12 percenf of Indian women entered college planning to major in these
fields. While the proportions of Indian women planning to pursue majors
in agriculture and forestry, natural sciences and math, and preprofessional
fields (including engineering) closely resembles that of all entering
freshman women, Indian men expressed considerably greater interest in
prelaw and premedical majors than all entering freshman men did.

Only two majors, business and the social sciences, attracted equal
proportions of Indian men and women, accounting for about one-fifth of
each group's major field plans. Both fields were more popular among
freshman men and women-in-general than among Indian men and women, and
business tends to attract more men than women, while the social sciences
attract more women than men. With the exception of these two fields,

the major field choices of Indian men and women who entered college in 1971
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are similar to those of their same-sex peers among students-in-general
only more so: that is, Indian women were even more 1ikely to choose
traditionally female fields and Indian men were even more likely to choose
traditionally maie fields.

Although Indian women were as career oriented as their male peers
(only 2 percent of the women chose "housewife" as their probable future
career), they aspired to traditionally female careers as allied health
professionals, elementary and secondary school educators, clerical
workers, and to careers in the arts. Although equal proportions of men
and women entered college planning to pursue business majors, 14 percent
of the men and only 2 percent of the women expressed interest in careers
as business executives, owners, salesmen, buyers, or accountants. Men
also expressed substantially gééater interest than women in the profess-
fons: 34 percent of the men and 8 percent of the women hoped to pursue
careers as architects, dentists, engineers, lawyers, physicians, or vet-
erinarians. Careers in law enforcement, the military, farming, and
ranching (peace keeping and agriculture) attracted 8 percent of the men
and none of the women. Indian men and women were far more Tikely to
indicate a tentative career choice than freshmen-in-general were: only
8 percent of the Indian men and 6 percent of the women said they were
undecided as to their future career, as compared with 13 percent of all
freshman men and 14 percent of all freshman women who entered college
in 1971. Further comparisons between the career aspirations of Indian
freshmen and all freshmen could not be made because of differences in
career categories.

While we expect that the major field plans and occupational aspira-
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tions of Indian men and women entering college today reflect less sex-
role stereotyping and fewer preconceptions about what fields of study
and careers are appropriate for men and women, our data indicate that
Indian students who entered college ten years ago gravitated toward trad-
itionally male and female fields of study even more than their same-sex
peers in the general student population. They were more 1ikely to enter
college with a tentative career goal than were all freshman men and
women, and these occupational aspirations also reflect strong gender
differences. These findings may be related to higher valuing of role
differentiation in Indian cultures, to the disproportionate (compared
with all freshmen) representation of students from conservative rural
backgrounds among Indian freshmen, or to a lack of career dguidance and
information and fewer role models for achievement. Whatever the explana-
tion, they suggest that Indian students may be especially 1likely to |
restrict themselves unnecessarily to major fields and careers that they
consider to be sex-appropriate.

The freshman self-ratings of Indian men and women, shown in Table
21, suggest that men are more academically and socially self-confident.
Although their high school performance was no better than that of women,
three times as many men (18 percent) as women (6 percent) rated their
academic ability in the top ten percent, using the average student of
their age as the basis for comparison. While it is hardly surprising to
find more men than women rating themselves highly on mathematical, athle-
tic, and mechanical ability, men were also more likely to rate themselves
highly on Teadership ability, popularity with the opposite sex, and art-

istic ability. They were also more 1ikely to describe themselves as
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Table 21

Distribution of Men and Women by Self-Ratings,
Life Goals, and Attitudes at College Entry

(in percentages)

Men Women
Self-Ratings, Life Goals, and Attitudes (101) (133)
Self-Ratings: Above Average or Higher
Academic ability 52 48
Mathematicail ability 37 10
Leadership ability 43 29
Athletic ability 51 20
Mechanical ability 37 10
Artistic ability 28 18
Popularity with the opposite sex 30 20
Defensiveness 31 20
Political conservatism 12 2
Life Goals: Very Important or Essential
Becoming an authority in my field 70 53
Becoming an expert on finance and commerce 15 6
Making a theoretical contribution to science 9 7
Being very well-off financially 50 28
Being successful in a business of my own 53 32
Keeping up to date with political affairs 44 32
Attitudes: Strongly Agree
There is too much concern in the courts for
the rights of criminals 16 12
The activities of married women are not
best confined to the home and family 11 41
There is no 'generation gap' blocking
communication between me and my parents 55 71
Parents should be discouraged from having
large families 32 26
Women should receive the same salary and
opportunities for advancement as men
in comparable positions 39 68
The chief benefit of a college education is
that it increases one's earning power 14 5

Note. Variables reported in this table significantly differentiated
men from women, as indicated by chi squares at the .05 level of confi-
dence or higher.
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defensive and politically conservative. Our impression that men are
more confident of their academic abilities is reinforced by their signi-
ficantly (p <.01) higher mean factor score on Academic Self-Esteem, a
dimension that reflects self-ratings on academic ability, intellectual
self-confidence, and mathematical ability. Men also had a significantly
(p <.01) higher mean factor score on the Realistic dimension of self-
concept, which reflected self-ratings on mechanical ability, political
conservatism, and athletic ability.

When we ook at the importance students ascribed to achieving a
series of life goais, we find that men were much more concerned than
women about achieving status, gaining recognition for their expertise and
leadership, and being financially successful. While this pattern is
evident in their ratings of individual 1ife goals, it is even more appar-
ent when one compares mean factor scores on the six life goals dimensions.
Men have a significantly (p<.01) higher Status mean factor score,
reflecting their higher valuing of obtaining recognition from colleagues
for contributions in their special fields; becoming experts in finance
and commerce; becoming authorities in their fields; being successful in
their own businesses; making theoretical contributions to science; becom-
ing community leaders; and having administrative responsibility for the
work of others. In addition to their stronger need for status, men also
were significantly (p< .05) more concerned about achieving Quality of
Life goals, which reflect the importance students placed on having an
active social Tife, having friends with different backgrounds and inter-
ests from their own, and being very well-off financially. Interestingly,

women's mean factor scores on the more traditionally female life goals--
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Aesthetic, Altruistic, and Family--are not significantly higher than
those of their male peers. Thus, men seem to value a range of different
kinds of involvements and achievements and do not appear to feel that
personal success must come at the expense of other goals that they value.
Looking at the six statements that elicited significantly djfferent
.responses from men and women, we find that women took a more Tiberal
position than men on women's issues: about four times more women than
men strongly feel that married women's activities are not best confined
to the home and family, although most men and the majority of women
appear to be comfortable with women assuming this traditional role. A
substantial majority of the women (68 percent), but only 39 percent of
the men, feel very strongly that women who work should receive the same
sé]ary and opportunities for advancement as men in comparable positions.
Women also appear to feel that family size is a personal decision: a
smaller proportion of women than men strongly agree that "parents should
be discouraged from having large families," and over twice as many women
(28 percent) as men (12 percent) strongly disagreed with this statement.
Our earlier impression that women maintain better relationships with
their parents than men do is reinforced by the finding that women were
significantly less 1ikely to feel that communication with their parents
was hampered by a "generation gap." A far smaller proportion of women
(5 percent) than men (14 percent) perceived increased earning power as

the chief benefit of a college education.

Reasons for Going to College and College Expectations
Indian men were significantly more 1ikely than Indian women to

report that bettering their employment and economic prospects were very
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important reasons for deciding to attend college (Tabie 22). Three-
fourths of the men said that "to be able to get a better job" was a major
consideration in their decision, making it their top-ranked reason for
continuing their education, followed closely by "to learn more about
things that interest me" (73 percent). Among women, the rankings of
these two reasons were reversed: four-fifths said they had enrolled in
college to learn more about things that interested them, and 64 percent
said thaf improving their employment prospects was a very important
reason for deciding to attend college. While a substantial majority of
both sexes saw college as a route to improved job opportunities and

said that this was a factor that had played a major role in their deci-
sion to attend college, women were significantly less 1ikely than men to
say that its potential for increasing their earning power was a very
important reason for deciding to go to college. Men ranked "to be able
to make more monay" third among their very important reasons for contin-
uing their education, while women ranked it sixth, behind "to gain a
general education and appreciation of ideas," "to meet new and interest-
ing people," and "to prepare myseif for graduate or professional school."
Men cited these three reasons in the same rank-order, but after rather
than before "to be able to make more money." It is also interesting to
note that a larger proportion of women (one-third) than men (23 percent)
ranked "to be able to contribute more to my community" among their very
important reasons for going to college.

' Turning to their reasons for choosing the college that they entered
as freshmen, we find women are more 1ikely than men to rely on the advice

of someone who had been at the school, although women were aiso more
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Table 22

Distribution of Men and Women by Reasons for Going tc College
and for Choosing this College and College Expectations

(in percentages)

Men Women

Reasons and Expectations (101) (133)
Very Important Reasons for Going to College

To be able to get a better job 75 64

To be able to make more money - 60 35
Very Important Reasons for Choosing this College

Someone who had been here before advised me to go 17 23

I was not accepted anywhere else 1 2
Major Sources for College Financing

Savings from full-time employment ' - 8 2
College Expectations: Very Good Chance of

Graduating with honors 7 4

Being elected to an academic honor society 8 1

Dropping out of college 3 -

Enlisting in the armed forces before graduating 3 1

Note. Variables reported in this table significantly differentiated
men from women, as indicated by chi squares at the .05 level of confi-
dence or higher.
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Tikely to say that such advice had played no role in their decision (48
percent of the women versus 38 percent of the men). Uomen were also more
Tikely than men to say they had not been accepted at another school.
While ten percent of the women said that this was a reason for their col-
lege choice, only two percent cite it as a "very important" reason. Only
two percent of the men cited it among their reasons, with only one percent
ranking it as "very important." Most students who cite this as a reason
for their college choice apparently only applied to one college and women
were considerably more 1ikely to so restrict their choice than men.

The only significant difference in men's and women's expectations
about how they will meet their college expenses was that over twice as
many men (21 percent) as women (8 percent) planned to use their savings
from a full-time job. Furthermore, four times as many men as women
expected their savings to be a major source for financing their college
education.

Men's higher Academic Self-Esteem is reflected in their significantly
higher expectations of being elected to an academic honor society and of
graduating with honors. Women, on the other hand, appear to be more con-
fident that they will persist in college: 3 percent of the men but none
of the women rated their chances of dropping out of college as "very
good," while 63 percent of the women but only about half of the men said

that there was no chance of their dropping out.

College Choices and Experiences
Women were significantly (p< .05) more Tlikely than men to enroll at
private colleges: 42 percent of the freshman women and 29 percent of the

men attended private colleges in 1971. Our sample's representation in
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the private sector is atypically high: In fall 1978, 88 percent of all
Indian college students attended public colleges and universities, and
there is no evidence to suggest that women were more 1likely to enroll in
private schools than men (Dearman and Plisko, 1980). Institutional con-
trol was, however, the only college characteristic that identified sig-
nificant differences between the college choices of Indian men and women.
Although we have information about the college experiences of only
78 women and 39 men who completed follow-up surveys, their responses
suggest that men were more 1ikely to take advantage of campus services,
especially career and personai counseling services. Both men (82 per-
cent) and women (69 percent) reported using financial aid services more
often than any of the other eight services and programs listed on the
questionnaire. Over three-fourths of the men reported seeking career
counseling (79 percent) and personal counseling (77 percent), as com-
pared with 53 and 58 percent of the women, respectively. Men were also
more likely to report having sought tutoring (51 versus 37 percent of
the women) and having participated in Educational Opportunity Programs
(36 versus 28 percent of the women). Men's greater use of these services
may reflect greater assertiveness in seeking out assistance, greater need
for guidance, financial assistance, and academic help, or some combina-

tion of assertiveness and need.

College Outcomes
Although the differences are not statistically significant, women
had higher baccalaureate attainment and persistence rates than men: two-
thirds of the women and 57 percent of the men had earned bachelor's

degrees by 1980, and 71 percent of the women and 65 percent of the men
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had succeeded in achieving the undergraduate degree objective that they
had cited as entering freshmen. Among respondents to the follow-up
survey, women did report having earned significantly higher college grades
than male respondents, and their distributions by Tast college major also
showed significant gender differences. Men and women had made signifi-
cantly different occupational choices, although the jobs they had held
were considerably different from those they aspired to as college fresh-
men. Furthermore, women were far less likely to be working than their
male peers and than we would have expected given the fact that, as fresh-
men, only two percent of the women planned to become housewives.

As Table 23 shows, 59 percent of the women and only one-third of
the men who completed the follow-up survey reported earning an average
undergraduate grade of "B" or better. Three times more women than men
reported "A" averages, although the proportions of men and women who
were "A" students in high school were almost identical. While only 13
percent of the men and 8 percent of the women reported an average high
school grade of "C" or below, 34 percent of the men and 28 percent of
the women were "C" students, at best, in college. Men's college achieve-
ments do not appear to justify their higher academic self-esteem as enter-
ing freshmen. Of course, their higher academic self-confidence may have
contributed to their downfall, by leading them to underestimate the
amount of effort that they would have to invest in their college course-
work. On the other hand, women's Tower confidence in their preparation
for college and prospects of academic success may have been a kind of
advantage in that they would have entered college with more realistic

expectations, anticipating the need for hard work. Furthermore, women's
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Table 23

Distribution of Men and Women by Average
Undergraduate Grade and Last Major

(in percentages)

Men Women
Average Undergraduate Grade and Last Major (39) (78)
Average Undergraduate Grade
A 5 16
B+ or B 28 43
B- or C+ 33 12
c 18 23
C- and below 16 5
Last College Major
Arts and humanities 5 16
Education 10 21
Business 15 13
Social sciences 23 20
Natural sciences and mathematics 18 3
Engineering 8 -
Premedicine - 1
Nursing - 13
Allied health fields 5 4
-Technical fields 5 1
Other fields 10 7

Note. Variables reported in this table significantly differentiated men
from women, as indicated by chi squares at the .05 level of confidence
or higher. Sample sizes are reduced to those persons who responded to
the follow-up survey in 1980. These questions were not asked in the
telephone interview. Al1 columns may not equal 100 percent due to
rounding.

139



high school behaviors were much more consistent with those one would
expect of a successful college student. Men's tendency to engage in
limits~-testing (being late to or missing class, arguing with teachers,
and failing to complete assignments on time) and hedonistic (staying up
all night and drinking beer) behaviors during high school do not fore-
shadow academic success, particularly not in an enviroﬁment that is more
academically demanding and less supervised than high school.

Gender differences in major field choices persist during the under-
graduate years, despite changes in major field plans. To some extent,
men's Tower college grades may be due to their greater representation in
academically exacting natural sciences, mathematics, and engineering
majors: 26 percent of the men and 3 percent of the women majored in
these fields. Fewer men earned degrees in engineering than had planned
to do so as college freshmen. The natural sciences and math appear to
attract men during the undergraduate years, while losing prospective
female majors. Both men and women shifted out of arts and humanities
majors, but these fields remained more popular with women, accounting for
16 percent of the last majors reported by women and 5 percent of those
reported by men. Twice as many women (21 percent) as men (10 percent)
majored in education, although Targer proportions of both groups ended up
majoring in education than had planned to at college entry. Nursing
attracted no male majors, while maintaining its popularity among women.
However, men and women ended up represented about equally in allied health
fields. The two fields that attracted equal proportions of male and
female freshmen, business and the social sciences, retained their unisex

appeal and increased in popularity over time, accounting for 38 percent
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of the men's and one-third of the women's last majors. The social
sciences registered the greatest increase in popularity during the undar-
graduate years among both sexes. Interestingly, women's major field
choices as college freshmen appear to be more stable over time than

those of men.

Turning to Table 24, we find that 80 percent of the men and 56 per-
cent of the women were working full time in early 1980. Eight percent
of the men and aimost one-third of the women said that they were neither
working nor looking for work. A review of the questionnaires suggests
that the men who used this category to describe their employment status
were usually pursuing further education, while most of the women who did
so were married and had children whom they were apparently staying home
to raise. For a substantial proportion of.these young women, who were
still in their late twenties at the time of the follow-up survey, raising
a family had taken precedence over pursuing a career. Undoubtedly, many
of the women who were homemakers in 1980 will enter or reenter the labor
force at some time in the future, while some of the women who were
employed in 1980 will interrupt their careers to raise their families.

Although the actual jobs that our respondents held or had most
recently held in 1980 were considerably different from those they had
aspired to as college freshmen, the occupational patterns of men and
women continue to reflect significant differences. More women than men
were employed in the allied health fields, education, clerical work, and
the "helping professions,” all traditionally female fields that, with
the addition of women who were homemakers, accounted for 65 percent of

the current or most recent jobs held by women, as compared with 23 per-
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Table 24

Distribution of Men and Women by Current Employment Status
and Current or Most Recent Job

(in percentages)

Current Employment Status and Job Men Women

Current Employment Status (100) (128)
Employed full time 80 56
Employed part time 8 9
Unemployed, looking for work 4 4
Unemployed, not Tooking for work 8 31

Current or Most Recent Job (100) (133)
Allied health 4 14
Arts - 3
Business 19 5
Clerical 9 15
Elementary or secondary education 5 11
Helping professions 3 8
Professions 7 3
Other professional 10 8
Technicians and craftsmen 26 4
Operatives and laborers 8 4
Other 7 8
Homemaker, student, or unemployed 2 17

Note. Variables reported in this table significantly differentiated men
and women, as indicated by chi squares at the .05 Tevel of confidence or
higher. A11 columns may not equal 100 percent due to rounding.
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cent of those reported by men. The more traditionally male fields of
business, the professions, and the skilled trades (technicians and crafts-
men) attracted 52 percent of the men and only 12 percent of the women.
The two occupational categories where men and women were represented in
about the same proportions are "other professional” and “other." The
"other professional" category includes persons who held professional-level
positions in the public and nonprofit sectors (e.g., urban pianner, job
developer, health administrator, assistant city manager, and director of
a state youth involvement office), scientists and scientific researchers,
and postsecondary educators, educational specialists, and program admin-
istrators. Ten percent of the men and eight percent of the women held
such positions. The "other" category included a variety of jobs, few--
if any--of which require a college education, including educational aide,
cook, commercial fisherman, motel hdusekeeper, and police officer. Eight
percent of the women and seven percent of the men held these kinds of jobs.

Comparing our respondents occupational aspirations at college entry
with the jobs they reported holding at the time of the follow-up survey,
we find evidence of what can only be described as a downward shift in
career interests. To some extent, freshman career aspirations probably
reflect wishful thinking and general interests as much as informed career
planning and, certainly, we expect students'’ interests to change during
the college years as they discover new fields of study, expand their
knowledge of career opportunities, and develop and test their abilities
and skills. Assuming that freshman occupational aspirations correspond
to educational objectives, it is also evident that students who failed

to realize or who lowered their educational aspirations would have to
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reformulate their career plans as well.

Men's and women's interest in business. careers apparently increased
during the undergraduate years. Abcut one-fifth of the men and five
percent of the women were working in such jobs as buyer, sales represent-
ative, accountant, manager, copywriter, and inéurance agent at the time
of the follow-up survey. Far more men and women ended up holding clerical
Jjobs than had planned on doing so: 15 percent of the women and 9 percent
of the men were employed as secretaries, data entry operators, clerks,
office workers, and data processors, although only 1 percent of the
freshman men and 8 percent of the freshman women had expressed an interest
in careers as clerical workers or computer programmers. On the other
hand, fewer men and women were pursuing careers as professionals, as
elementary and secondary school educators, as allied health professionals,
and in the arts than had hoped to do so as college freshmen. Among men,
attrition is most pronounced in the professions, which accounted for
34 percent of their freshman career goals but only 7 percent of their
actual careers. Among women, we find these losses are distributed across
all four fields, with artistic careers showing the mbst substantial Toss.
Fewer men but more women were pursuing careers in the "helping profes-
sions" than had planned to do so as freshmen: 3 percent of the men and
8 percent of the women were working as counselors, social workers, and
psychologists in 1980. Obviously, far more women had become homemakers,
at least temporarily, than the 2 percent of the freshman women who cited

this as their probable future career.

Summary and Discussion

Indian college freshmen's reports on their high school behaviors,
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self-ratings, interests, and aspirations reflect gender differences.
Young men appear to be more rebellious, independent, self-confident, and
ambitious than their female peers. Young women appear to get along
better with their teachers and parents, to participate more actively in
their education, to be more modest--or less confident--about their abili-
ties, and to be less interested in attaining professional recognition.
and financial prosperity than their male peers. Looking at these stu-
dents' major field plans and occupational aspirations, we find that

each sex tends to gravitate toward the major fields and careers tradi-
tionally associated with their gender. Despite changes in major field
and career interests during the undergraduate years, we continue to find
statistically significant differences between men's and women's college
majors and occupational choices reflected in their 1980 responses.

The freshman responses of both men and women suggest that expanding
their job opportunities was an important reason for continuing their
education. They expressed less interest in liberal arts majors than in
fields that would provide vocationally-relevant education and training.
Women were as likely as men to indicate that they planned to pursue
careers. However, almost one-third of the women in this sample reported
that they were neither working nor seeking employment in 1980. This
finding and a number of other gender differences that emerged from these
comparisons suggest that young men and women enter college with very
different expectations about the role that work will play in their adult
lives and, consequently, with different attitudes about college.

Unlike young men, whose major work-related decision has to do with

what kind of employment or type of career they will pursue, young women
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confront questions related to choices between work and family: e.g.,

Do I want to pursue professional training or do I want to develop skills
that will enable me to find work when I want or need to be employed?

Do I want to work when my children are small? How does my family--or
more importantly, my boyfriend--feel about "career women" and woman's
"place?” (Our data suggest that young Indian men tended to hold very
conservative views about women's roles and about their rights in the
work place.) While most young women struggle with these kinds of ques-
tions, Indian women are far more 1ikely to grow up with few role models
for professional achievement, to come from rural communities where atti-
tudes about women have tended to change most slowly, and to be raised on
reservations where unemployment is endemic but there is usually a need
for teachers, nurses, a11fed health professionals, and clerical workers.
Our data do suggest that Indian women were even more likely to indicate
an interest in pursuing traditionally female careers than were freshman
women in general. Furthermore, Indian women may feel a strong sense of
commitment to and responsibility to their community and their culture.
Indian women place high values on their roles as women, preserving and
transmitting their culture in the face of pressures toward acculturation
and assimilation into the dominant society, and on the extended family
structure that characterizes tribal societies. Indeed, many Indian women
feel that role differentiation and maintenance of family solidarity are
critical to cultural survival and to the fight against oppression by

the larger society. Green points out: "For Indian feminists, every
woman's issue is framed in the larger context of Native American people”

(1980, p. 264).
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Thus, our impression is that young men enter college intent on
what they hope to attain as a result of having gone to college: a career,
professional recognition, status, and financial prosperity. They express
confidence in their abilities to achieve their goals, but seem to be
somewhat impatient with the educational process. Young women, on the
other hand, appear to place a higher value on education for its own sake
rather than as a means to desired ends. They express a greater willing-
ness to become involved in the educational process and have more modest
aspirations in life. These students’ sex-stereotyped freshman aspirations
and the discrepancies between these aspirations and their final majors
and career choices suggest that both men and women could benefit from
career guidance early in their undergraduate experience. Uhile young
men appear to need a firm, supportive environment that recognizes and
responds to their strong vocational interests and concerns, young women
appear to need a nurturing environment in which to develop se]ffconfi-

dence and raise their aspirations.
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Chapter Seven

Academic Achievement among Indian College Students

This chapter examines the critical issues of persistence in college
and Tevel of educational attainment. It addresses such questions as:

To what extent were these Indian students successful in achieving their
undergraduate degree objectives? How do successful students (persisters)
differ from those who, by 1980, had still not earned the vocational
certificate, associate degree, or bachelor's degree that they had planned
on earning when they entered college? What factors influence Indian
students’ persistence in college and level of educational attainment?
The sample sizes for these analyses is reduced to the 183 respondents

(78 percent of the sample) who provided information on their highest
earned degree in 1980. The chapter is divided into three sections: (1)
‘a descriptive comparison of persisting and nonpersisting respondents;

(2) a discussion of the most important determinants of college persis-
tence; and (3) an examination of the factors that influenced these
students' level of educational attainment. -

Of the 183 persons who provided information on their educational
attainments in 1980, over two-thirds (68 percent) were classified as
persisters, including 18 (82 percent) of the 22 freshmen who checked the
“none" or "other" categories to describe their degree goals and who
earned at least a vocational certificate, six (43 percent) of the 14 who
said their goal was an associate degree and who achieved or surpassed

their objective, and 101 (69 percent) of the 147 freshmen who aspired to
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a bachelor's or higher degree and who had earned a baccalaureate by
1980. Our second outcome measure, level of educational attainment, is

a continuous variable and respondents were classified according to their
highest earned degree: (1) high school diploma or vocational certifi-
cate (30 percent), (2) associate degree (8 percent), (3) bachelor's
degree (48 percent), (4) master's degree (10 percentj, and (5) doctoral,

law or medical degree (4 percent).

Descriptive Comparison of Persisters and Nonpersisters

Two-thirds (68 percent) of all 183 subjects, 65 percent of the men
and 71 bercent of the women, were classified as persisters. Neither
parental education nor family income identified significant differences
between persisting and nonpersisting students. The only measure of
students' background that did differentiate between the two groups was
home environment: 80 percent of the students from urban backgrounds
were classified as persisters, as compared with only 58 percent of rural
respondents (p <.01).

Precollegiate Education

As Table 25 shows, persistence was strongly related to academic
performance in high school. Furthermore, this relationship is linear:
94 percent of the "A" students, 76 percent of the "B+" students, 69
percent of the "B" students, and only half of the students who reported
an average high school grade of B-, C+, or C were persisters. This same
pattern is reflected in persistence rates by rank in high school class.
Four-fifths (81 percent) of the students who belonged to a scholastic
honor society in high school realized their undergraduate degree goal.

Very few high school behaviors distinguished persisters from non-
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Table 25

Distribution of Nonpersisters and Persisters on Measures
of Precollegiate Education and High School Behaviors

(in percentages)

Nonpersisters Persisters
Precollegiate Education and Behaviors (58) (125)

Average High School Grade

A 3 25 (94)

B+ 16 23 (76)

B 28 29 (69)

B- 26 12 (50)

C+orC 28 11 (50)
Rank in High School Class

Top quarter 29 57 (81)

Second quarter 29 23 (63}

Third quarter 36 18 (51)

Fourth quarter 5 2 (50)
Achievements

Scholastic honor society member 19 37 (81)
Anticipated Need for Remedial Help in:

Social studies 16 5 (44)
Frequent Behaviors as a High School Senior

Played a musical instrument 14 35 (85)

Discussed religion 14 36 (85)

Overslept and missed a class or

appointment 2 2 (50)
Missed school because of illress 9 4 (50)

aThe figure in parentheses is the persistence rate of students making
this response.

Note. Variables reported in this table significantly differentiated
persisters from nonpersisters, as indicated by chi squares at the .05
level of confidence or higher. A11 columns may not equal 100 percent
due to rounding.
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persisters. Persisters were more Tikely to report having played a musi-
cal instrument and discussed religion, while nonpersisters were more
likely to repbrt fhat they had overslept and missed a class or appoint-
ment and had missed school because of illness. Persisters had signifi-
cantly (p <.05) higher mean factor scores on Involvement, indicating that
they were more Tikely to report having read about civil rights and 1ib-
erties, discussed politics, read about collegiate rights and responsibi-
lities of students, done extra reading for a course, typed a homework
assignment, discussed religion, worked in a school political campaign,
and read poetry not connected with a course. While one would certainly
expect to find that such béhaviors were more characteristic of persist-
ing than nonpersisting students, it is interesting to note that Rebell-
ious high school behaviors did not differentiate these two groups.

In éum, academic performance and high school behaviors that reflect
interest and involvement in school and in.thinking about and discussing
religion, politics, civil rights, and the rights and responsibilities of
students are positively associated with persistence. Academic perform-
ance may reflect the Tevel of student educational involvement and inter-
est as much as or more than student ability.

Aspirations, Self-Concept, Values, and Attitudes

Persistence was significantly related to freshman degree aspirations
but was not related to either major field plans or occupational aspira-
tions. Only three of a possible 21 self-ratings and four of a possible
24 1ife goals distinguished between persisting and nonpersisting students.

As Table 26 shows, freshmen who aspired to earning associate and

bachelor's degrees had the lowest persistence rates (43 and 56 percent,
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Table 26

Distribution of Nonpersisters and Persisters by Degree
Aspirations, Seif-Concept, Life Goals, and Attitudes
at College Entry

(in percentages)

' Nonpersisters Persisters
Affective Measures (58) (125)

Degree Aspirations

None or other 7 14 (82)
Associate 14 5 (43)
Bachelor's 53 32 (56)
Medical or law 10 10 (68)
Master's 9 23 (85)
Doctorate 7 15 (83)
Self-Ratings: Above Average or Higher
Academic abiiity 36 57 (77)
Intellectual self-confidenc 29 40 (75)
Popularity : 35 23 (59)
Life Goals: Essential
Obtaining recognition from my colleagues
for contributions in my special field 2 8 (91)
Having an active social life 14 5  (43)
Being very well-off financially 5 10 (81)
Being successful in a business of my own 17 14 (63)
Attitudes: Strongly Disagree
Open admissions should be adopted by all
publicly-supported colleges 9 22 (84)
The activities of married women are best
confined to the home and family 16 35 (83)

aThe figure in parentheses is the persistence rate of students making
this response.

Note. Variables reported in this table significantly differentiated

persisters from nonpersisters, as indicated by chi squares at the .05
level of confidence or higher. A11 columns may not equal 100 percent
due to rounding.
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respectively), while students who entered college hoping to earn a
master's or doctoral degree had the highest persistence rates (85 and

83 percent, respectively). Although 82 percent of the freshmen who

said that they planned to earn no degree or some "other" degree were
classified as persisters, they had to do very 1ittle to attain this
classification status. It is interesting to note that freshmen who
planned to earn medical or law degrees had a Tower persistence rate (68
percent) than those who hoped to earn graduate degrees. If we ignore
the students who entered college with no or “other" degree goals, we find
a linear relationship between degree aspirations and persistence: stu-
dents who aspired to associate degrees were least Tikely to attain their
undergraduate degree goal, followed by students who aspired to the
bacca]aureate,.to advanced professional degrees, and, finally, by those
who hoped to earn graduate degrees.

Students who rated their academic ability and intellectual self-
confidence highly tended to persist, while the persistence rate of stu-
dents who rated their popularity highly was below average. In general,
the higher students' rated their academic ability and intellectual self-
confidence, the more likely they were to persist. Self-ratings on
popularity reflected a different pattern: although only 8 students rated
their popularity in the top ten percent of their peer group, they all
achieved their undergraduate degree goals, as did just over 70 percent of
the students who described their popularity as "average" or below, but
only 51 percent of those who rated their popularity as "above average."

The extent to which students valued obtaining recognition from their

colleagues for contributions in their special field, having an active
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social 1ife, being very well-off financially, and being successful in a
business of their own diffentiated persisters from nonpersisters. College
can play a critical role in enabling students to obtain recognition and
financial prosperity, and students who said these goals were essential

to them had the highest persistence rates. A college education can help
but is not essential to being successful in one's own business and is
pretty much irrelevant to having an active social 1ife. Students who

said that having their own business was essential to them had a below
average persistence rate, while those for whom having an active social
Tife was essential had an extremely low persistence rate. Our comparison
of Tife goals factor scores found nonpersisters valued Quality of Life
goals significantly (p <.05) higher than persisters: i.e., they tended to
place greater importance on having an active social life, having friends
with different backgrounds and interests from their own, and befhg very
well-off financially.

With the exception of their views on open admissions and on whether
married women belong in the home, there were no differences in these |
students'.attitudes on social and educational issues or in their politi-
cal views. Not surprisingly, the more academically successful persisters
were less likely to favor universal admissions in public colleges. They
were also more Tikely to express strong disagreement with the statement:
"The activities of married women. are best confined to the home and family."
Perhaps the freshman women who turned out to be persisters were more
interested in pursuing careers and, thus, more likely to disagree with

this statement.

The differences in persisters' and nonpersisters' academic perform-



ance, involvement, and interests that we observed earlier are consistent
with the differences in persistence rates by degree aspirations and in
self-ratings on academic ability and intellectual self-confidence. We
are also beginning to get a better sense of who the nonpersisters were:
They appear to be popular students who are perhaps more interested in
their social 1ife and in the quality of their future personal life than
in their academic pursuits. Our impression is thaf they are more inter-
ested in having a good time in college and in the benefits of a college
education than they are in education per se.

Reasons for Going to College and College Expectations

Sixty percent of the students who said that "to be abTe to make
more money" had been a very important reason for deciding to go to col-
Tege persisted (see Table 27), as did 71 percent of those who rated this
‘as a “"somewhat important" reason for continuing their education and 85
percent of those who said this had not influenced their decision at all.
Nonpersisters also had a significantly (p <.01) higher mean factor score
on Extrinsic reasons for going to college. That is, they were more
1ikely to report that they had gone to college so that they would be able
to make more money, get a better job, and because their parents wanted
them to go.

Students who chose the college they attended in 1971 because some-
one who had been there before advised them to go there were less Tikely
to persist (61 percent) than students who said this had not been a
factor in their college choice (76 percent of whom persisted).

As freshmen, 42 percent of the Indian students said that they

expected their parents or family to be a major resource for financing
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Table 27

Distribution of Nonpersisters and Persisters by Reasons for
Going to College and for Choosing this College and College Expectations

(in percentages)

Nonpersisters Persisters
Reasons and Expectations (58) (125)

Very Important Reasons for Going to College
To be able to make more money 59 40 (60)2

Reasons for Choosing to Attend this College
Someone who had been here before advised

me to go 69 50 (61)
Major Source for College Financing
Parental or family aid or gifts 29 47 (78)
Other repayable loans 3 4 (71)
College Expectations: Very Good Chance of
Voting in the 1972 presidential election 59 8  (76)
Changing major fields - 14 (100)
Making at least a "B" average 17 28 (78)
Needing extra time to complete my
degree requirements ‘ 7 6 (64)

4The figure in parentheses is the persistence rate of students making
this response.

Note. Variables reported in this table significantly differentiated
persisters from nonpersisters, as indicated by chi squares at the .05
level of confidence or higher.
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their college education, and 78 percent of these students persisted.
Just over one-third (36 percent) expected to receive no financial help
from their parents or family, and 69 percent of these students persisted.
It was the students who expected to receive minor financial assistance
from their parents or family who were least 1ikely to persist (50 per-
cent). Since equal proportions of persisters and nonpersisters expected
to’receive no parental help with college costs and since there were no
significant differences in family income between the two groups, these
findings suggest that persisters' families were more likely to do all
that they could financially to help their children attend college. This,
in turn, suggests that they valued higher education more highly than the
families of nonpersisters. Furthermore, students whose families have

| invested heavily jn their education may feel a sense of obligation to
compiete their degrees and, thereby, justify their family's expenditures
in their education.

Relatively few freshmen expected to rely on "other repayable loans"
(i.e., loans that were not covered in the category "NDEA loans, federally
insured Tloans, or college loans") as a source for meeting their college
costs. While nonpersisters (17 percent) were more 1ikely to expect to
use this resource than persisters (7 peréent), equally small proportions
of persisters and nonpersisters (4 and 3 percent, respectively) expected
such loans to be among their major financial resources. Students who
expected to assume no other repayable loans and those who expected this
to be a major source for financing their education had equivalent per-
sistence rates (71 percent, each), but only one-third of the students

who expected to receive supplementary (minor) support from other loans
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persisted. Our findings suggest that unless students indicate a willing-
ness to assume major indebtedness in order to attain a college education,
they are better off not considering taking out "other" loans.

Students who indicated the greatest certainty about their chances
(none or very good) of changing their major field had higher persistence
rates (76 and 100 percent, respectively) than students who felt there
was some or very little chance of their changing majors (71 and 51 per-
cent, resbective1y). We assume that students who said there was no
chance of their changing majors knew precisely what they wanted and set
out to attain it, and that the remaining students' persistence rates
increase with their expectations of changing majors as their willingness
to consider alternative fields and their receptivity to guidance increases.

Students who expec%ed to do better academically in college were more
Tikely to persist: the higher respondents rated their chances of earning
a "B" average, the more likely they were to persist. Similarly, students
who did not expect to need extra time to complete their degree require-
ment were more likely to persist than were students who felt that there
was "some" or a "very good" chance of their needing extra time (over
three-fourths of the former but only 57 percent of the latter group per-
sisted).

College Choices and Experiences

Indian freshmen who attended two-year colleges had a substantially
Tower persistence rate (53 percent) than those who matriculated at four-
year co11egés and universities, 72 and 73 percent of whom persisted (see
Table 28). Astin (1975, 1977b, 1982) has consistentiy found that attend-

ing a two-year college reduces students' chances of achieving their

158



Table 28

Distribution of Nonpersisters and Persisters by College
Characteristics, Experiences, and Satisfaction

(in percentages)

College Characteristics and Experiences Nonpersisters Persisters

College Type (58) (125)
University 41 51 (73)@
Four-year college 31 38 (72)
Two-year college 28 11 (53)

College Enrollment
Below 1,000 10 6 (54)
1,000-1,999 10 21 (81)
2,000-4,999 29 19 (59)
5,000-9,999 19 25 (74)
10,000-19,999 10 21 (81)
20,000 and above 21 9 (48)

College Experiences (41) (72)

Knew at least one professor or
administrator personally 44 74

Took more than 4 years to complete

my bachelor's degree 2 48
Was elected president of one or

more student organizations 2 17
Belonged to a scholastic honor society 2 17

Very Satisfied with College Entered in 1971

Quality of classroom instruction 31 39
Faculty-student relations 39 38
Friendships with other students 56 66
Overall 30 54

AThe figure in parentheses is the persistence rate of students
attending this size or type college or university.

Note. Variables reported in this table significantly differentiated
persisters from nonpersisters, as indicated by chi squares at the .05
level of confidence or higher. Data on college experiences and satis-
faction are available only for sample members who responded to the
follow-up questionnaire. A1l columns may not equal 100 percent due to
rounding.
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degree objectives. College size was also significantly related to per-
sistence: Freshmen who entered very large schools with 20,000 or more
students and those who attended very small colleges with fewer than
1,000 students had the poorest persistence rates. |

Additional information on the college experiences of 72 persisters
and 41 nonpersisters who completed follow-up surveys suggest that the
nonpersisters, who had poorer high school grades, continued to have
academic difficulties in college. They were far more 1ikely to report
having participated in Educational Opportunity Programs (41 percent as
compared with 22 percent of persisters) and having sought tutoring
(51 percent, as compared with 38 percent of persisters). Nonpersisters
(73 percent) were also more Tikely to report having sought personal
counseling than persisters (60 percent). These findings suggest that
nonpersisters had academic problems to a greater extent than persisters
did and were more Tikely to feel the need for counseling.

Differences in persisters' and nonpersisters' college experiences
are certainly related to their persistence status. The most obvious
example being that persisters were more Tikely to report having taken
more than four years to complete a bachelor's degree. It is interesting
to nbte that, although 36 percent of the freshmen who persisted thought
there was some chance of their needing extra time to complete their
degree requirements, 48 percent took more than four years to earn a
bachelor's degree. Persisters were far more 1ikely than nonpersisters
to report that they had known at least one professor or administrator
personally, that they had been elected president of a student organiza-

tion, and that they had belonged to a scholastic honor society.
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It is hardly surprising to find that persisters were more Tikely
to describe themselves as very satisfied with the college they had
entered as freshmen and with the quality of classroom instruction at
that institution. While they were no more likely to describe themselves
as very satisfied with faculty-student relations, they were far less
likely to say that they were dissatisfied (3 percént versus 21 percent
of nonpersisters). Persisters were much more Tikely to be very satis-
fied with their friendships with other students than were the more
socialiy-oriented nonpersisters. Both groups were more lTikely to say
that .they were very satisfied with their friendships with other students
than with the college itself, the quality of classroom instruction, or
faculty-student relations.

College OQutcomes

Although nonpersisters were, by definition, Tess Tikely to report
having earned a college degree, it is interesting to note that 36 percent
said that they were currently working toward a vocational certificate,
associate or bachelor's degree (see Table 29). In contrast, 29 percent
of the persisters were still attending school and most of them were
pursuing master's degrees. Not surprisingly, persisters reported having
earned better college grades than nonpersisters, with "A" students having
the highest persistence rate.

As Table 30 shows, nonpersisters were four times as likely as per-
sisters to be clerical workers, and three times more Tikely to be working
as techhicians, craftsmen, operatiVes or laborers: over half (52 per-
cent) of the nonpersisters held such jobs, as compared with 15 percent

of the persisters. On the other hand, 15 percent of the persisters and
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Table 29

Distribution of Nonpersisters and Persisters

on Educational Qutcomes

(in percentages)

College Qutcomes. Nonpersisters Persisters

Average Undergraduate Grade (38) (71)
A 3 18 (93)2
B+ or B 26 43 (75)
B- or C+ 13 24 (77)
C 34 16 (46)
C- and below 24 -- ( 0)

Highest Earned Degree (58) (125)
None 55 -
Vocational certificate 29 4
Associate 16 5
Bachelor's -- 70
Master's - 14
Doctorate, medical, or Taw degree - 7

Degree Currently Working Toward (58) (125)
None 64 71
Vocational certificate 3 3
Associate 16 1
Bachelor's 17 2
Master's -~ 18
Doctorate, medical, or law degree - 5

The figure in
this response.

Note.

parentheses is the persistence rate of students making

Variables reported in this table significantly differentiated

persisters from nonpersisters, as indicated by chi squares at the .05

Tevel of confidence or higher.

Information on average undergraduate

grade was available only for sample members who responded to the follow-
up questionnaire. A1l columns may not equal 100 percent due to rounding.
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Table 30

Distribution of Nonpersisters and Persisters by Current
or Most Recent Job, Self-Concept, and Life Goals in 1980

(in percentages)

Occupational and Affective OQutcomes Nonpersisters Persisters
Current or Most Recent Job (58) (125)
Allied health 14 12
Arts - 2
Business 7 13
Clerical 24 6
Elementary and secondary education - 15
Helping professions 3 8
Professions 2 7
Other professions 2 14
Technicians and craftsmen 21 7
Operatives and laborers 7 2
Other 10 9
Homemaker, student, or unemployed 10 5
Self-Ratings: Above Average (40) (72)
Drive to achieve 45 75
Life Goals: Essential
Becoming a community leader 3 7
Becoming involved in programs to
clean up the environment 18 8

Note. Variables reported in this table significantly differentiated
persisters from nonpersisters, as indicated by chi squares at the

.05 level of confidence or higher. Self-ratings and life goals data

are available only for those sample members who responded to the follow-
up questionnaire. A1l columns may not equal 100 percent due to rounding.
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none of the nonpersisters were elementary and secondary school educators.
Persisters were five times more likely to hold professional positions
(including "other professionals"), over twice as 1ikely to be in the
"helping professions," and a]mqst twice as 1ikely to be pursuing business
careers. Almost three-fifths (57 percent) of the persisters, but only
14 percent of the nonpersisters, held jobs in education, these profess-
ional fields, and business. Even without considering level of job res-
ponsibility or compensation, we find fairly dramatic differences in the
types of jobs that college persisters and nonpersisters held. Although
students who did not persist in college were more likely to say that
they had decided to come to college in order "to be able to get a better
Job" and "to be able to make more money," it was the students who per-
sisted who reaped these benefits of a college education.

In 1980, the self-ratings of persisters and nonpersisters on academic
ability, intellectual self-confidence, and popularity were not signifi-
cantly different, although théy had identified significant differences
between freshmen who persisted and those who did not. However, three-
fourths of the persisters, but only 45 percent of the nonpersisters,
rated their drive to achieve as "above average" or higher. This finding
suggests that motivation or determination to succeed may be as critical
to persistence in college as academic ability and self-confidence.

Summary and Discussion

Profiles of persisters and nonpersisters did emerge from these com-
parisons. It is interesting to note that neither parental education nor
family inccme was related to persistence, although students from rural

backgrounds were significantly less likely to persist than their urban
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peers. The students who persisted in college to achievement of their
undergraduate degree objective appeared to be more interested and involved
in school and to place a higher value on education for its own sake.
They had earned better grades in high school, were less likely to report
having missed school because of illness or oversleeping, and had higher
factor scores on Involvement, indicating not only greater academic
involvement but also a tendency to think about and discuss religion,
politics, civil rights, and their future as college students. Persisters
entered college with higher degree goals and expressing greater confidence
in their academic ability, intellectuality, prospects of earning a "B"
average as an undergraduate, and chances of completing college on sched-
ule. Nonetheless, there was a small group of persisters who did not
perceive themse]ves as especially able academically or intellectually,
who did not anticipate that they would earn a "B" average in college, and
who did expect to need extra time to complete their degree requirements.
In spite of their self-doubts, these students did persist, a finding that
underscores the critical role that motivation and determination play in
determining student persistence. |

We have no way of knowing whether nonpersisters' poorer high school
performance reflected lower academic ability or simply less interest in
school. Although their grades were not as good as those of the persisters,
close to half (46 percent) did report an average grade of "B" or better.
Nonpersisters were more likely to report that Extrinsic considerations
(i.e., to be able to make more money, to be able to get a better job, and
their parents' wanting them to go to college) had influenced their deci-

sion to continue their education. They rated their popularity higher
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than persisters' rated their popularity and expressed greater concern
about achieving Quality of Life goals. Our impression is that nonpersis-
ters were more interested in the possible benefits of a college educa-
tion than in education per se. They also appear to be somewhat immature
in comparison with the students who did persist in college.

Students who attended two-year colleges and those who enrolled at
very small or very large schools had lower persistence rates. However,
at this point in the analysis, we can't say whether this was because
these types of college and universities attracted students who were pre-
disposed to drop out of school or whether these types of schools did a
poorer job of retaining students. This brings us to the next phase of

the analysis.

Determinants of College Persistence

Of the differences that we have identified between students who
persisted and those who did not, which really influenced their persistence
in college and how important were they? To address these questions, we
selected those variables that appeared to be significantly related to
persistence among these students and variables that past research suggest-
ed might be critical to persistence (e.g., parental income, gender, plans
to marry while in college) and conducted a five-step linear multiple
regression analysis, using persistence as the dependent variable. The
59 independent variables are listed and their coding is described in
Appendix E.

High school grades were the most powerful predictor of Indian stu-
dents' persistence in college (see Table 31). This finding is consistent

with Astin's (1977b) research on undergraduate persistence. Students
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Table 31

Factors Influencing Persistence in College
among American Indians, 1971-1980

(N=183)
Summary of Stepwise Regression
Simple Final Final
Variables r Step R Beta F Ratio
Urban home environment .23 1 .23 .21 10.4
High school grades .33 2 .39 .30 21.4

College financing: student's
earnings or savings will
be a major resource -.17 3 .42 -.11 3.2

College financing: parental
or family aid will be a
minor resource -.21 4 .45 -.14 4.6

Two-year college -.20 5 .49 -.23 11.2
Private college .08 6 .51 -.17 6.1

!
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who earn better grades in high school are more 1ikely to persist than
their peers who earn lower grades. High school grades reflect, to vary-
ing degrees for each individual student, academic ability, interest or
intellectual curiosity, discipline, and motivation or willingness to
apply oneself to one's coursework. It also seems reasonable to assume
that the better a student’s high school grades, the more Tikely he or she
is to have developed the study skills and acquired the basic knowledge
that provide the foundation for continued academic success in college.
Students who came from urban backgrounds were more Tikely to persist
than their rural counterparts. Urban freshmen tended to have better
educated parents and to come from more affluent families, yet these var-
iables were not strongly related to persistence. However, urban freshmen
were more Tikely to expect that their parents or family would provide
major help with their college financing (r=.22), and this expectation
did show a considerably stronger relationship with persistence (r=.17)
than did parental income (r=.04). Are urban Indians more likely to
receive major financial assistance from their families because their
families place a higher value on education, because they have fewer child-
ren to support, or because these urban students are less likely to
receive scholarship and grant support? Regardless of the explanation,
receiving major parental assistance in meeting one's college expenses is
positively associated with coming from an urban home and with persistence.
A second characteristic that contributes to our understanding of urban
Indians' higher persistence rate is that they are far less 1ikely than
rural Indians to cite Extrinsic considerations for deciding to go to

coliege (r=-.24) and Extrinsic motivations are also negatively related to
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college persistence (r=-.22). Furthermore, our earlier comparison of
urban and rural students suggested that urban Indians were more sophis-
ticated and that their values, interests, and attitudes were more con-
gruent with those of an academic environment.

Freshmen who expected to pay a major portion of their educational
expenses themselves and who expected to receive some, but only minor,
financial help from their families were more 1ikely to drop out of col-
lege. Students who plan to pay a substantial portion of their college
expenses from savings and earnings may underestimate the cost of attend-
%ng college and overestimate their earnings potential and may also under-
estimate the difficulty of working and attending school simultaneously.
The encouragement and emotional support of one's family can be as critical
to persistence as their financial support. Given the absence of any
significant relationship between family income and students' expectations
of having to pay a substantial portion of their college costs and between
family income and students' expectations of receiving only minor support
from their families, we suspect that these students were not receiving
the kind of encouragement and psychological support from their families
that might have enabled them to persist.

Even after we control for differences in students’ personal back-
ground, high school preparation and achievements, financial concerns and
expectations, we find that two college characteristics are significantly
related to persistence. Freshmen who attended two-year colleges were
more 1ikely to drop out of school before they had achieved their under-
graduate degree objective than were freshmen who attended four-year

colleges or universities. This is consistent with Astin's research (1975,
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1977b) which has found that a given student reduces his or her chances
of completing college by enrolling at a two-year college. We were, how-
ever, surprised to find that freshmen who enrolled at private colleges
and universities were more likely to drop out of college before achieving
their undergraduate degree goal than were their peers at public schools.
Freshmen who attended private colleges were at more selective (r=.31)
and, by implication, more academically competitive schools; at smaller
(r=.30) colleges and, by implication, less Tikely to have the support of
Indian peers; and at schools that were further from home (r=.31) and, by
implication, more Tikely to feel isolated and to suffer from homesickness.
These six variables accounted for 26 percent of the variance in
student persistence. The Indian student with the best chances of achiev-
ing his or her underdraduate degree goal enters college with good high
school grades, comes from an urban home, does not expect to pay a sub-
stantial portion of his or her college costs personally, and expects his
or her family to be a source of major financial support or anticipates
that they will provide no financial assistance whatsoever. College char-
acteristics that facilitate persistence include attending a four-year
college or university (rather than a two-year college) and attending a

public (rather than a private) college or university.

Factors Influencing Level of Educational Attainment
What factors influenced these Indian students' level of educational
attainment and how important were they? Looking at Table 32, we note,
first, that home environment does not influence level of educational
attainment and, second, that high school behaviors are far better predic-

tors of educational achievements than high school grades are. Freshmen
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Table 32

Factors Influencing Level of Educational Attainment
among American Indians, 1971-1980

(N=183)
, Summary of Stepwise Regression
Simple Final Final
Variables r Step R Beta F Ratio
High school behaviors: :

Rebeiiiousness -.25 1 .25 -.23 11.1
High school behaviors:

Involvement .21 2 .33 .24 11.3
High school grades .24 3 .37 .12 3.1
Self-ratings: Touchiness -.17 4 40 -.17 6.1
College financing: student's

earnings or savings will

be a major resource -.20 5 45 .22 9.9
Freshman expectation: to be

satisTied with the coliege

entered in 1971 .00 6 47 -.13 3.5
Reasons for going to college:

Extrinsic -.14 7 49  -.15 4.8
Family income -.08 8 .50 -.13 3.9
Two-year college -.25 9 52 -.14 4.1
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who reported having engaged in rebellious behaviors during their last
year of high school were less Tikely to earn higher degrees than their
more conforming peers. High scores on Rebelliousness reflected the
frequency with which students reported coming late to class, staying up
all night, oversleeping and missing a class or appointment, arguing with
a teacher in class, failing to complete a homework assignment on time,
smoking cigarettes, and drinking beer. That such behaviors should be
negatively associated with level of educational attainment is not espec-
ially surprising. After we control for the negative effects of Rebellious-
ness, we find a second set of high school behaviors, reflecting academic
involvement, awareness and interest in politics, civil rights, student
rights and responsibilities, and religion, enters the regression equation
as a positive predictor of level of educational attainment. The more
students exhibited these behaviors during high school, the higher their
educational achievements. High school grades then enter the equation

as a positive predictor of level of educational attainment, but are
clearly less important than students'’ high school behaviors. Even after
we know about a student's high school behaviors, information about his

or her academic performance in high school does increase our ability to
predict subsequent educational achievements.

Freshman self-ratings on sensitivity to criticism and defensiveness
(Touchiness) are negatively related to level of aducaticnal attainment.
Certainly, academic success and survival are dependent on a student's
ability to listen‘and respond constructively to feedback about the
strengths and weaknesses of his or her academic work and performance in

class. Students who are highly sensitive to criticism and who are defen-
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sive may have a very limited repertoire of coping skills and may be
uncomfortable in an academic setting. Of course, this finding also
indicates that students who described themselves as being neither parti-
cularly sensitive to criticism nor defensive were more Tikely to remain
in school and to earn advanced degrees.

Freshmen who expected to assume a major reéponsibi?ity for financing
their college education were unlikely to proceed very far in college.
This is consistent with our earlier finding that these students were more
iikely to withdraw from college prior to achieving their undergraduate
degree objective.

Far more surprising was the finding that freshmen who had higher
expectations of being satisfied with the college they had just entered
were less Tikely to reach higher levels of educational attainmeqt.
Students who expected to be highly satisfied with their college tended
to have strong Social Self-Esteem (r=.28), Altruistic life goals (r=.18),
and to anticipate needing remedial help in mathematics (r=.19) Perhaps
students who expect to be very satisfied with their college are more
socially oriented than students with lower erpectations of college satis-
faction and, thus, put less energy into their academic endeavors. A
second possibility is that these students overestimate the ease with
which thay will adjust, academically and socially, to college life and
the discrepancy between their expectations and reality causes them to
become discouraged and disillusioned. In contrast, students who enter
college with 1ittle or no expectation of being satisfied can, at worst,
find that their expectation is accurate and may find themselves pleasantly

surprised. It should be noted that the negative relationship between
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expecting to be highly satisfied with one's college and Tevel of educa-
tional attainment only emerges as the analysis controls for high school
behaviors and grades, self-ratings on Touchiness, and expectations of
having to pay a major portion of one's college costs.

The more freshmen tended to cite Extrinsic reasons as important
influences on their decision to attend college, the less likely they
were to earn higher degrees. Or, conversely, the higher students' level
of educational attainment, the less likely they were to report as fresh-
men that they had decided to go to coiiege in order to be able to make
more money, to get a better job, or to please their parents.

Only after our analysis had controlled for the effects of all the
preceding variables did parental income enter the equation as a negative
predictor of 1eve1.of educational attainment. Students who came from
more affluent families tended to be younger, to have better educated
parents, higher expectations of receiving major financial assistance from
their families, and expressed less concern about their ability to meet
their college expenses. They entered college withi somewhat higher degree
aspirations, academic self-esteem, and expectations of earning at Teast
a "B" average, and were less Tikely to cite Self-Improvement as a reason
for deciding to attend college. They were also more 1ikely to report
that they had been involved in Activism during high school and to rate
themselves highly on Conviction. They are, in sum, socioeconomically
and educationally "advantaged" students with an attraction to causes who
perhaps lack the motivation and determination to succeed in college that
drives their academic equals from less privileged backgrounds.

One college characteristic was a negative predictor of level of
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educational attainment: Freshmen who entered two-year colleges in 1971
were less likely to earn higher degrees than were students who had matri-
culated at four-year colleges and universities. Our earlier analysis
found that attending a two-year college also reduced students' chances
of achieving their undergraduate degree objectives.

These nine variables accounted for 27 percent of the variance in
level of educational attainment. Our findings suggest that high achiev-
ing students do not engage in rebellious behaviors during high school,
but are actively involved in academic, political, religious, and civil
rights is§ues and concerns. They enter college with good grades and
describe themselves aé being able to deal with criticism without becoming
defensive, which suggests that they have better coping skills. They do
not expect to have to use their savings and/or earnings to finance much
of their college education, and their expectations of being satisfied
with their college are nct unrealistic, given their high school behaviors
and grades, their sensitivity to criticism, and their expectations of
having to pay a major portion of their college costs personally. They
are unlikely to explain their decision to continue their education as
having been motivated by a desire to be able to earn more money, get a
better job, or please their parents. A1l these other characteristics
being equal, they are more 1ikely to come from less affluent families.

In brief, they express high levels of academic interest, awareness, and
motivation. However, if they enroll at two-year colleges (rather than

at four-year colleges and universities), they reduce their chances of

earning higher degrees.
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Sﬁmmary and Discussion

Our analyses identified three factors that influenced both persis-
tence in college to attainment of one's undergraduate degree objective
and level of educational attainment, although their importance varies
depending on the outcome under consideration. High school grades are
the best predictor of whether or not a student will remain enrolled in
college until he or she has achieved his or her undergraduate degree
goal. In contrast, high school grades are less important than high
school behaviors as a predictor of level of educational attainment and
add relatively Tittle to our ability to predict whether or not a student
will earn an advanced degree once high school behaviors are taken into
account.

Similarly, freshmen who enter two-year colleges are both less likely
to persist in school and to attain higher degrees than are freshmen who
attend four-year colleges and universities, but attending a two-year
college is a stronger predictor of attrition than of level of educational
attainment. This appears to be due to the fact that we are able to
identify more student characteristics that affect level of educational
attainment than persistence. If we look at the simple correlations
between attending a two-year college and each outcome measure, we find
that this college choice shows a stronger negative relationship with
Tevel of educational attainment (r=-.25) than with persistence (r=-.20).
However, as other variables enter the regression equations, we find that
attending a two-year college adds more to our ability to predict whether
or not a student will persist than it adds to our ability to predict

his or her highest earned degree. Nonetheless, these findings suggest
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that Indian students should be encouraged to attend colleges and univer-
sities that offer a four-year degree program rather than two-year colleges
if they have any interest in earning a bachelor's or higher degree.
Whether Indian students who attend tribally controlled community colleges
similarly reduce their chances of persisting and of attaining advanced
degrees is a question beyond the scope of this study, but one which should
be carefully studied in light of the negative effect that attending other
two-year colleges has on Indian students' academic achievements.

The third variable that was a common--and a negative--predictor of
both outcomes was expecting, as an entering college freshman, that one's
savings and earnings during the college years would be a major resource
for financing one's college education. This expectation was a stronger
predictor of level of educational attainment (low) than of attrition.

That 1is, even if these students did earn their undergraduate degree objec-
tive, they were very unlikely to pursue higher degrees subsequently.

Our data suggest that Indian freshmen who assume both the academic demands
of being a college student and the financial responsibility of paying for
a substantial portion of their educational expenses are taking on more
than they can successfully manage. The psychological burden of worrying
about whether they will be able to come up with enough money to complete
college (r=.23) alse must take its toll: What is the value of investing
one's hard-earned money in an education that one may not be able to
complete? Furthermore, if college turns out to be more difficult or less
interesting and enjoyable than students had expected it to be, those who
are paying for it themselves are undoubtedly more predisposed to withdraw

than those who are depending on financial aid or family support to meet
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their educational expenses.

Indian freshmen who came from reservations, rural communities, and
small towns, who expected to receive some--but only minor--financial help
from their families with college financing, and who attended private
colleges were less likely to persist than urban students, freshmen who
expected their families to be a major resource in meeting their college
expenses or to provide no help whatsoever, and students who enrolled at
public colleges. None of these variables emerged as predictors of Tevel
of educational attainment. We believe that the psychological support and
encouragement of one's family is important to college persistence and
that students whose families are providing only minor help with their
educational expenses and who come from rural backgrounds may be receiving
less of this critical family support. The data presented in Chapter 5
document extensive differences between urban and rural studénts which
suggest that the adjustment to college 1ife is more difficult, academi-
cally, socially, psychologically, financially, and culturally, for
rural Indians.

If postsecondary educators hope to improve retention among Indian
students, they must distinguish between urban and rural students and
provide the kinds of supportive services and educational programs that
rural students need in order to feel comfortable on college campuses and
to achieve academically. Furthermore, private colleges should not
recruit Indian students unless they are willing to provide the support
these students need in order to persist in college. Our data suggest
that private colleges and universities recruit talented Indian students

who have done well academically in high school, but place them in an
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academic environment that may be far more competitive than they are
prepared for and in a social environment where they probably have few
Indian peers and where they are geographically isolated from the support
of their family and friends.

Although high school grades are significantly correlated with level
of educational attainment, they are a less powerful predictor of this
outcome measure than high school behaviors. Our data suggest that
Indian students whose high school behaviors reflect involvement and inter-
est in school, in the larger world of ideas, and in the world around them
are most 1ikely to pursue and earn advanced degrees. Students who des-
cribe themseives as relatively undisturbed by criticism are more Tikely
to succeed in the academic world than are students who describe themselves
as highly sensitive to criticism and defensive. College counselors and
professors should make every effort to identify students who have diffi-
culty handling feedback and help them to develop coping skills so that
these students will be able to realize their academic potential.

Our data also suggest that students whose expectations of being
satisfied with college are realistic, who do not go to college for
Extrinsic (nonacademic) reasons, and, after controlling for all these
other factors, who are from families with below-average incomes for
Indian students are most Tikely to pursue and attain advanced degrees.
These findings underscore the importance of motivation, determination,
interest and hard work to academic achievement and the futility of
attempting to assess academic potential on the basis of such superficial
indicators as socioeconomic status, test scores, or, without reference

to other indicators of student performance, high school grades.
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Chapter Eight

Summary, Conclusions, and Recommendations

This study was conducted to contribute to our understanding of Amer-
ican Indian college students, with particular attention to differences
‘among entering freshmen who identify themselves as Indian and to factors
that influence Indian students' persistence in college and level of edu-
cational attainment. It covers a critical eight-year period in the edu-
cational and occupational development of young aduits, from college entry
in fall 1971 to early 1980. The longitudinal data base includes survey
responses collected by the Cooperative Institutional Research Program
from a national sample of 675 college freshmen who identified themselves
as.American Indian in 1971, and follow-up information collected from each
subject by survey questionnaire or telephone interview in.1980. The
follow-up data were collected by the Higher Education Research Institute
with support from the Ford Foundation. Of the 675 students who identi-
fied themselves as Indian on the freshman survey which permitted multiple
responses to the race-ethnicity question, only 234 reidentified themselves
as Indian in 1980, when instructed to choose only one racial-ethnic res-
ponse on the follow-up survey and, if it was American Indian or Alaskan
Native, to write in the name of their tribe or band, or when asked in the
telephone interview if their classification as American Indian was correct.

The descriptive phase of this study focused on identifying differ-
ences between the 234 respondents who identified themselves as Indian in

both 1971 and 1980, and the 441 respondents who identified themselves as

180



Indian only in 1971; the 121 Indian respondents whose freshman home
address indicated that they came from a reservation, rural community, or
small town and the 113 Indian respondents from urban backgrounds; the
101 Indian men and the 133 Indian women; and the 58 Indian respondents
who, by 1980, had still not achieved their undergraduate degree objective
and the 125 who had earned the degree or certificate that they had cited
as their undergraduate objective when they entered college. The compar-
ison of Indian students with students who indicated a tendency to inap-
propriately identify themselves as American Indian was intended to help
us understand the causes and consequences of student misclassification
as Indian, a recognized phenomenon that complicates efforts to monitor
Indians' progress in achieving educational equity. Past research has not
investigated‘differences between Indian students from rural and urban
backgrounds, nor have gender differences been studied. These comparisons
were conducted to learn if and how rural and urban students and Indian
men and women differed in personal and academic background, self-concept,
values, interests, college choice behavior, educational and occupational
aspirations and outcomes and, thus, in their need for educational ser-
vices and assistance. The final comparative analysis of students who had
persisted in completing their undergraduate degree objectives and those
who had not profiles differences between these two student groups as
background to the next phase of the analysis.

The second research objective was to identify factors that influenced
these Indian students' persistence in achieving their undergraduate deg-
ree objectives and level of educational attainment. For each student

outcome, a five-stage stepwise linear multiple regression was conducted,
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controlling for: (1) eight student personal characteristics, (2) fifteen
high school background variables, (3) twenty affective measuras, (4)
seven expectations about how they would finance their college education,
and (5) nine college environmental characteristics.

The sample of Indian students whose characteristics, educational
achievements, and postcollege activities are examined in this study is
not a representative cross-section of all Indians who entered college in
1971. Past experience shows that successful students are most likely to
respond to such follow-up surveys. Astin et al (1982) estimate that 39
percent of the 2332 freshmen who identified themselves as Indian in 1971,
and who were selected for the 1980 follow-up sample had completed bache-
lor's degrees by 1980. In contrast, 62 percent of the Indian sample for
this study (78 percent of urban Indians and 49 percent of rural Indians)
held baccalaureate degrees. However, the fact that respondents were
above-average students does not affect our ability to identify and exa-
mine differences related to their classification as Indian (appropriate
or inappropriate), home environment (urban or rural), gender, or persis-
tence status, nor does it affect our ability to identify factors that
influenced persistence and level of educational attainment among these

Indian students.

Research Findings and Recommendations
In the review of the literature, Chapter 2, we discussed four bar-
riers to Indian students' educational achievement: past education, fin-
ances, lack of role models, and culture conflict. Do our findings suggest
that these were problems for students in our sample and, if so, to what

extent and for which student groups? Do our data suggest other additional
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barriers to academic success? And what are the implications of these
findings for educators, researchers, policymakers, and Indian students
and their familjes?

Past Education

The quality of precollegiate education is critical in determining
if and where students go to college, how well they do academically, and
whether or not they persist in school. Our data indicate that quality
of preco]]egiaﬁe education is a major determinant of whether or not Indian
students persist-in college: persistence was Tinearly related to high
school grades and rank in graduating class, and average high school grade
was the most powerful predictor of college persistence. Furthermore, our
comparison of Indian and nonIndian students' records of achievement in
high school and academic preparation for college, self-ratings, expecta-
tions of academic success in college, and college outcomes suggest that
Indian students enter college with substantially poorer precollegiate
education and struggle to overcome its effects throughout their under-
graduate years.

Despite the fact that Indian students were significantly less likely
to have had the benefit of a more rigorous college preparatory curriculum
in high school (42 percent of Indians versus 73 percent of nonlndians),
they were still twice as Tikely to report having ranked in the bottom
half of their graduating class (31 versus 13 percent of nonlndians).
Indian freshmen were more likely to anticipate needing tutoring or reme-
dial assistance than nonIndians and were significantly more Tikely to
describe themselves as "not as well prepared as most" students at their

college when asked to retrospectively assess their preparation at college
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entry in five key areas. About two-fifths of the Indian, but only one-
fourth of the nonIndian respondents. felt their backgrounds in mathematics
and in preparing research'papers was below average. Interestingly, it
was the rural Indians who felt that they had entered college with a defi-
cient background in preparing research papérs: 51 percent of rural Ind-
ians and 20 percent of urban Indians rated their preparation as Tower
than that of most students at their college.

Given that Indian students appear to enter college with substantially
weaker academic backgrounds than nonIndians, it is not especially surpris-
ing to find that they were less 1ikely to expect to be honors students in
college. However, it is troubling to find that Indian freshmen perceived
themselves not simply as less well prepared academically for college, but
as less able: their self-ratings on academic ability, mathematical abil-
ity, writing ability,-and intellectual self-confidence were all signiti-
cantly Tower than those of nonIndians. Thus, their poorer performance as
high school students has led them to see themselves as being Tess able to
succeed which may act as a kind of self-fulfilling prophecy. In this
regard, it is interesting to note that urban Indians, whose record of
high school achievements was not significantly different from that of
their rural peers, rated their academic ability and drive to achieve sig-
nificantly higher than rural students and were far more Tikely to persist
in college and to earn bachelor's degrees.

Indian students did appear to encounter academic problems in college
more often than nonIndians. Twice as many Indian (39 percent) as hon-
Indian (19 percent) respondents to the follow-up survey reported partici-

pating in Educational Opportunity Programs which are intended to assist
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educationally disadvantaged students, and over half (55 percent) of the
Indians, as compared with 39 percent of the nonlndians, reported seeking
tutoring assistance as undergraduates. NonIndians earned significantly
better college grades and had a somewhat higher baccalaureate attainment
rate than all Indians (70 versus 62 percentj. However, when we distin-
guish between urban and rural Indians, we find that urban Indians were
more 1ikely than nonIndians to report having earned a baccalaureate (78
percent), while only 49 percent of rural Indians held bachelor's degrees.

Thus, our findings suggest that Indians do enter college with poorer
academic backgrounds; that they perceive themselves not simply as less
well prepared and as less Tlikely to excell acédemica11y, but as less
academically able and less intellectually self-confident; and that they
make greater use of services for students with academic problems and earn
lower college grades. Although such measures as high school grades and
rank in class did not differentiate urban from rural Indians, urban
Indians felt that they entered college better prepared to write research
papers, expressed higher expectations of becoming honors students in col-
lege, and rated their academic ability and drive to achieve significantly
higher than rural Indians. They did not earn significantly better college
grades as undergraduates, but they were far more likely to persist in
college and to complete baccalaureates. These findings suggest that
academic barriers cau;ed by poor precollegiate education are a far more
serious problem for Eura] than for urban Indians.

Additional differences between persisting and nonpersisting Indian
students, between urban and rural Indians, and between men and women

further suggest that quality of precollegiate education, in and of itself,
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is not as great a barrier to academic achievement in college as is lack
of interest and involvement in education and in the larger world of ideas.
Persisting students and urban Indians had significantly higher Involvement
factor scores on high school behaviors, suggesting that they were more
actively engaged in their education, more intellectually curious, and
more interested in the world around them. Women also had higher Involve-
ment factor scores and, although their high school grades were not signi-
ficantly better than those of their male peers and their confidence in
their prospects of academic success in college appeared to be Tower than
those of men, they did succeed in earning significantly better college

grades.

Recommendations. Efforts to improve the secondary school prepara-

tion of Indian students, particularly that of rdra] Indians, should be
continued with rénewed vigor. Indian students should have access to
college preparatory programs and should be advised and encouraged to
enroll fn a college prep curriculum. A1l Indian students, and especially
women, appear to need assistance developing their mathematics skills and
confidence. Rural students should be provided with training in preparing
research papers or term )apers as part of their high schooi education.

o Colleges and universities should make a special effort to assess
Indian students' academic skills at college entry to identify areas where
they are poorly prepared. Based on the results of such individual diag-
nostic assessments, students should be provided with remedial assistance
or skills training that they need iﬁ order to compete on a more equal
footing with their nonIndian peers. While such assistance cannot be

expected to compensate for the cumulative effects of an inferior precol-
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legiate education, focused help on diagnosed problem areas can improve
students' skills and teach them how to approach such tasks as writing

term papers; how to schedule their coursework and manage their time wisely;
and how to use campus resources.

e A better understanding of factors that contribute to educational
involvement and interest would be helpful. For example, how do students
with high Involvement scores on high school behaviors differ from students
with Tow Involvement scores and to what would they attribute the develop-
ment of their interest in school, their greater awareness of the world
around them, and their involvement with ideas and issues? Are there
differences in their experiences, particularly their educational exper-
iences, that suggest ways in which educators and educational institutions
can improve their effectiveness?

Finances

Ability to pay for a college education certainly influences students'
decisions about whether or not to continue their education after high
school and their persistence in college. Our data suggest that both rural
and urban Indians come from less affluent families than white survey res-
pondents, but it is the rural Indians who are seriously disadvantaged
economically: 51 percent of the rural Indian, 22 percent of the urban
Indian, and 14 percent of the white freshmen reported family incomes of
less than $8,000. Of the eight college services 1isted on the follow-up
survey, Indians reported using financial aid services most often, and
rural Indians and Indian men reported using these services more often
(82 percent, each) than urban Indians (60 percent) and Indian women (69

percent).
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One of the study's most interesting findings was that family income
‘was not related to students' persistence in college. However, the amount
of help (none, minor, major) that students expected to receive from their
‘fami1y in meeting their college costs was related to persistence. Stu-
dents who expected to receive only minor firancial help from their fami-
Ties were less Tikely to persist than were students who expected to
receive no help or major assistance from their families. Given that
expecting to receive only minor financial help from one's family was not
related to family income (r=-.02), we suspect that this expectation may
be a surrogate measure of parental values regarding education. The
research literature suggests that parental attitudes toward education and
parental support and encouragement are critical to Indian students' per-
sistence in and satisfaction with college. Thus, we would attribute the
higher attrition rates of these students not to the fact that they are
receiving minor financial support from their families but to less psycho-
logical support from their families.

Students who expected to assume personal responsibility for meeting
a major portion of their college expenses from savings and by working
during the college years were less Tikely to persist in college and to
earn advanced degrees. We suspect that these students underestimate both
the cost of attending college and the difficulty of working and attending
school simultaneously, particularly during the transition from high school
to college. These students apparently propose to take on more resporisib-
ility than they can successfu]i& handle.

While our data clearly indicate the importance of financial aid in

enabling Indian students to attend college, reliance on financial aid,
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either in the form of scholarships and grants or in the form of loan

support, was not related to college persistence or level of educational

attainment.

Recommendations. Indian high school students, especially rural

students, should be informed and advised about the kinds of postsecondary
support for which they may be eligible, with particular attention given
to explaining how to complete and when to file applications for aid.
Efforts should be made to involve their parents in these information and
guidance sessions.

¢ Indian students should be discouraged from trying to pay for a
major portion of their college costs out of their personal resources and
by working during college. As admirable as their desire to be self-suffi-
cient and, perhaps, to avoid indebtedness may be, this expectation was a
negative predictor of both persistence and level of educational attain-
ment.

o Colleges and universities should reach out to the parents of
Indian students, especially parents who have themselves never attended
college, to inform them about college life, to Tet them know what college
is 1ike and what colleges and educators try to achieve in working with
students, and to give them a sense of the kinds of problems and successes
their children may experience during the undergraduate years.'

Role Models

Role modeis--parents, older friends, or visible adults whose achieve-
ments serve as examples of what they can achieve--can play an influential
role in shaping youﬁg people's aspirations and in motivating them to pur-

sue their goals. Although our data base does not include information
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on students' reasons for making major field and occupational choices, it
does show that urban Indians, who had better educated parents for role
models, had higher educational aspirations and expressed greater interest
in liberal arts majors than rural Indians. Regardless of home environ-
ment, Indian students appear to enter college having already established
their career goals more often than all freshmen. Except for marginally
higher interest in the arts and education, urban Indians' freshman career
goals parallelled those of nonIndian freshmen. Rural Indians, on the
other hand, expressed substantially greater interest in the professions,
allied health, business, and d]erica] careers than either urban Indians
or nonlndians, but were less interested in the helping professions, edu-
cation, and "other" careers. Rural Indians appear to be attracted to
careers with which they aré probably personally familiar (clerical and
allied health careers) or to high status careers, such as the professions,
that are known to all students. Our impression is that they consider a
more limited range of career alternatives and that they set their sights
either unrealistically high or unrealistically iow, compared with their
urban Indian peers and with nonIndians.

Indian men and women gravitated toward traditionally male and female
fields of study to an even greater extent than their same-sex peers in the
general student population, and their distributions by last college major
also show significant gender differences. Both their occupational aspir-
ations at college entry and their distributions by job type in 1980 show
a similar pattern of attraction to traditionally male and female careers.

Recommendations. Indian students, especially those from rural back-

grounds, should be provided with career information and guidance during
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the precollegiate years, with particular attention to the kinds of
training that are prerequisite for entering different fields. To enlarge
their perceptions of their career alternatives, filmstrips and biographi-
cal materials about Indians who have pursued a variety of careers should
be deve]oped.- Both men and women should be encouraged to consider a
wider range of careers than the traditionally male and female occupations
that they appear to select almost automatically.

o Indian studies centers on college campuses should collect bio-
graphical information about Indians in a variety of careers and should
invite guest speakers to discuss their careers. Special efforts should
be made to provide Indian women with information about Indian women who
have succeeded in entering atypical careers and on nontraditional careers
in general.

o College counselors should be alerted to Indian students' tenden-
cies to make somewhat unrealistic career choices, relying on inadequate
information about career alternatives and stereotypic preconceptions
about what careers are appropriate of men and women. In working with
Indian students, they should screen and refer those students who need
help with their career planning.

Culture Conflicts

Our data suggest that urban Indians are far better prepared for the
transition to coilege than rural Indians. Coming from an urban home was
a predictor of college persistence. In addition to their socioeconomic
advantages over rural Indians which make them more similar to their non-
Indian peers, urban Indians appear to more sophisticated and more liberal

in their political, social, and educational views and attitudes. Thus,

191



we expect that urban Indians' past experiences and values are more con-
gruent with those of their student peers and with those that the academic
“environment expects its students to have. Rural Indians were much more
vocationally oriented- in their major field choices, were more likely to
report Extrinsic reasons for deciding to attend college, and valued
Quality of Life goals more highly than urban Indians. Academics and
academic environments tend to be more responsive to students with academic
rather than vocational interests and goals. The first several years of
the college curriculum are typically devoted to fulfilling general educa-
tion requirements which may seem irrelevant to students with a strong
interest in practical training for the world of work.

Our data also show that rural students were more Tikely than urban
Indians to enroll at large universities further from home. Thus, in
addition to the academic adjustment of entering college, these students
find themselves on campuses where they are likely to feel lost and con-
fused and where they are removed from the support of their family and

home community.

Recommendations. Indian students from rural communities should be

advised to enter colleges and universities where there are suppart ser-
vices and programs for Indian students, preferably programs that are
administered and staffed by Indians. While our data do not suggest that
Indian students are reluctant to use campus services, we suspect that
Indian professionals and peer counselors are far better able to under-
stand and respond to thése students' needs. Furthermore, they serve as
role models, demonstrating that other Indians have managed to "make it"

in the academic world.
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o College faculty and staff who work with Indian students should
learn more about the backgrounds, values, and cultures of Native Ameri-
can students. Ross (1979) suggests that much of the culture conflict
that occurs is:due to Tack of knowledge and appreciation for the expected
values and behaviors of the other culture. By sharing the burden of
learning about the values and behavioral expectations.of another culture,
academic personnel may be better able to understand and assist their
Indian students.

o Colleges and universities should develop work-study opportunities,
internships, and field practicums that help Indian students to see the
vocational relevance of their education, that allow them to expand their
skills repertoire, and that broaden their knowledge of career alternatives.
Placements that enable tﬁem to work directly with or for Indian communi-
ties or peoples may be particularly important to students who have come
to college to enhance their ability to be of service to their community
or who feel conflicted about pursuing such a "selfish" goal as attaining
a college education.

® Colleges and universities should consider permitting and advising
freshmen who enter college expressing strong interest in a particular
field ard/or in training to enter a specific occupation to enroll in
introductory courses or seminars in the relevant major early in their
undergraduate careers, rather than waiting until after all of their
general education requirements have been fulfilled. This would enable
students to.discover whether they were truiy interested in the field and,
if not, to begin exploring alternative possibilities earlier in the

college years. It would also respond to more vocationally-oriented
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students' need for and interest in "practical" education and would
probably help them appreciate the less obvious relevance of many required
general education courses. While it could be argued that this recommend-
ation is an invitation to failure for lower-division students who would
not have the advantages of their better prepared upper-division class-
-mates, we believe that students who enroll in courses that they truly
want to take will be motivated to perform at a much higher level than
they might exhibit in a course where they had reluctantly enrolled to

fulfill general education requirements.

Self-Concept

Our data suggest that Indian students have a Tower self-concept than
their nonlndian peers. They rate themselves significantly lower not only
on their academic abilities but also on social and interpersonal skills,
leadership ability, originality, and pubiic speaking ability. High self-
ratings on Touchiness were a negative predictor of level of educational
attainment, suggesting that poor coping skills handicap students' aca-

demic achijevements.

Recommendations. Students who describe themselves as being sensi-

tive to criticism and defensive should be assisted to develop coping
skills that will enable them to succeed in college.

@ Research should be conducted to determine if our impression that
Indian students have lower self-concepts than their majority peers is
accurate and, if so, to try to identify factors that contribute to this
probien. Programs should be developed to promote a greater sense of

self-worth and self-confidence among Indian students.
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College Choice

Enrolling at a two-year college was a negative predictor of both
persistence in college and level of educational attainment. After our
analysis controlled for student characteristics, attending a private col-
lege emerged as a negative predictor of persistence. These findings
suggest that Indian students reduce their prospects for academic achieve-
ment by choosing to attend community colleges and private institutions

of higher education.

Recommendations. Indian high school students should be strongly

encouraged to attend colleges and universities that offer four-year deg-
ree programs, if they have any interest in earning a baccalaureate.

¢ Indian students who apply to or are recruited by private colleges
should be advised to carefully consider: (1) how often they want to be
able to come home during the school year and, in 1ight of that, how far
each college is from their home and how often finances and the academic
calendar will permit visits home; (2) how important if is to them to
attend a college where there are other Indian students on campus or a
local Indian community and the size of the Indian student body on campus
and whether or not there is a local or an accessible Indian community;
(3) whether or not the school offers support programs for Indian students;
and (4) what the basic demographics of the school's student body are
(in terms of personal characteristics and academic background) and whether
they feel that they would be comfortable, socially and academically, as
a member of that student body. Research suggests that the student-insti-
tutional "fit" is an important factor in explaining college persistence.

Astin reports: "...in general, persistence is enhanced if the student



attends an institution in which the social backgrounds of other students
resemble his or her own social background. Such interactions are most
apparent with town size, religion, and race of the student" (1975, pp.
144-145),

® Research should be conducted into the effects of attending a
tribally controlled community college on Indian students' academic
achievement. Do the advantages of attending an institution that presum-
ably offers the maximal student-institutional "fit" for Indian students
outweigh the negative effects associated with attending other kinds of
two-year colleges? Does research suggest that tribally controlled
colleges should focus their efforts on serving the general education,
avocational, and vocational needs of their client community?

® Private colleges and universities should not recruit Indian stu-
dents unless they are committed to providing the academic and social
support that these students need to succeed in college. Dartmouth Col-
lege's experience (see pp. 34-35) suggests that a "critical mass" of
Indian students, a curriculum that includes courses related to the Native
American experience, and Indian faculty and staff members contribute to
improving Indian retention rates.

Indian Identification

Our data show major differences between Indian students and students
who indicate a tendency to misclassify themselves as Indian, as well as
between Indian students from urban and rural backgrounds. These are
three different student populations with different educational interests,
concerns, and needs. Unless colleges and universities know who they are

serving, they cannot provide the kinds of programs and services that
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Indian students need in order to succeed in college.

Recormendations. Student surveys or information forms used to

collect racial-ethnic data should: (1) always instruct students to mark
only one response to indicate their primary identity; (2) never use the
response option "Native American" which can readily be misinterpreted as
asking whether or not a student is a native-born citizen; (3) should use
the response option "American Indian or Alaskan Native" since our research
found that freshmen who were Alaskan Natives chose the "other" response
category rather than identifying themselves as "American Indian"; and
(4) ideally instruct students who do select the American Indian or
Alaskan Native response to write in the name of their tribe, band, or
Indian community.

® Incoming Indian students should be assigned to intake interviews
with advisors or counselors who are aware of and sensitive to cross-cul-
tural issues and who have and will take the time to elicit the informa-
tion about each student's background, educational goals and interests,
and college concerns that is needed to plan out a sound academic program,
provide appropriate information and guidance, and introduce the student
to campus resources that will assist him or her to make the academic and
social adjustment to campus. These intake interviews will identify some
students who need minimal assistance, while others will need more extended
guidance and personal attention. The emphasis should be on responding
to students as 1ndfviduals rather than on assigning all Indian students
or all rural Indians to an "Indian program" or curriculum sequence.

o Institutional research offices should monitor the progress and

success of Indian students, with particular attention to distinguishing
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rural from urban Indians. Such data would be useful in identifying
points of high attrition so that further research could be undertaken to
identify and address its causes and in gauging institutional progress in
improving Indian students' retention rates and in encouraging them to

enter and assisting them to succeed in fields where they are underrepre-

sented.

Summary

Indian students have entered college and succeeded in earning post-
secondary degfees despite barriers to educatioﬁa] achievement that are
created by poor precollegiate education, finances, lack of role models,
culture conflicts, lower self-concept, and lack of institutional support
and responsiveress. Data on the size of the nation's Indian college
student population and on ghe number of Indians receiving college degrees
do show that substantial progress has been made since the late sixties
in reducing these barriers to academic success. Nonetheless, Indians
have not achieved educational equity aﬁd continued attention to the
problems of Indian education is necessary to secure the gains that have

been achieved and to build upon this progress.
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APPENDIX A

1971 Student Information Form
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Y&l::l“ﬂ::: First Micdle or Maiden Last i - . 1 9 . ' 4 '

When were
HOME STREET ADDRESS
torint) you born? .
STAT th Day ear
(?mn) (uvinsl Zip Code (i known) 0112) {01-31)
Dear Student: . | e——— 2.1
The information in this report is being collected as part of a continuing study of higher education by ©88©8(‘?@8g 88
the American Council on Education. The Counil, which is a non-g | iation of colleg 0] 010]0]0)

and educational organizations, encourages and solicits your cooperation in this research in order to @@@@@@@@@ (6]0)]
schisve 3 taiter understanding of how studants are affected { y their college experiences. Detailed in- lelololelslolelolo]Mo]o)
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Sincerely yours, o Wil Lann  (HEOEOROOO| IO®
Logan Wilson, President olololololelclele]R{o]o]
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optical mark reader. Your careful observancs of § have aTtended. this COlIOgR BOIOR® .....vueeeneensenncrennanenss )
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Make heavy black marks that fill the circle.
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Make no stray markings of any kind.

9. The following ions deal with lish that might possibly apply
to yaur high school years. Do not be discouraged by this list; it covars many
sreas of interest and few students will be able to say “yes” to many items.

Yo No
. N {Mark alt that apoty) . - Yot
EXAMPLE: ::"L:::.:‘:' :;:.::',:’uo e Wes llxlndprnvdomﬁmwnbv'lwdnplmmionl (recognized
by theschooll  ..ecviiiiieineiiaisrinneanes Cesasisaseriiecanan veeees
. Receved 8 high rating (Good, Excellent) in » state or regional musiccontest . ....... O
1. Your Sex: 2 Are you presently married? Participated in a suate of regional 1DKeCh OF AEDALE CONIME ..0.uvuseunssannnnanns O
mae ...0 v .0 HB0 8 MBOr DOITIN B DY <o\ eeeenenenenanennnanenenss cererneensO
Fernate.. O ne...Q WON 8 varsity 1etter (00t .. veeureneniennnnnnn.s N ®
Won » prize or award in an art competition ....... ....o
3. How old will you bs 4. What was your averags Etited the school paper, v , O literary magazing ....eovneiiiineenninnaa.O
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this year? (Mark one) school?. (Mark onel Porticipated in » National Science f i L TP @
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8+ ,,__,8 Won e Certificate of Merit or Letter of C in the N; Momhogrun...o
(o] 10. What is the highest academic 12 What is the highest level of formal educa-
O degres that you intend to tion obtained by your parents? (Mark one
@] obtain? (Mark one} in each columny) Father  Mother
20910!6......0 O Nonn,,o . Grmmuulmo ..... O
Alloul(l(A.A.orequivumn..o Some high school . . . .. PR
S, Where did you rank academically in your high Bachelor's dcwnlB.A..B.s..m.)O High school graguate .. O ...
3choal graduating class? (Mark one) Master's degree tMAMS. etc) . O Some coliege ........0O.....
Too Qusrter O 7d Quarter O ] Ph.D.0r €d.0........ Ke) Cottsgecegras .......0O.....O
2nd Quarter O 4 uarter O M.0.0.0.005.0r VM. ...O Pongraduste egree ... O ... O
LLB.or L.0.(Lawt . .........O
6. Did you graduate from secondary schoof in the 8.0. (Dimnity} ..............O0 | 13. Do you have any concern about your
class of 19712 Other .iiiiivieannnnna. O ability to fi your college education?
Yeu ,...... Moo O None (1 am conlident that |
11. How many miles is this college will have sufficient funds) . . ... (o]
7. Are you a veteran? (Mork oned trom your home? (Mark one} IMark Jsama concern (but ! with
NO o tieiiieiiennannas .. ..O sorten O s1900...... one) ] Lrobanty have enough funay .. O
Yer, 1 served in Southemt Adis ... ... ....0O s10...0O 101.500. .... o Major concern (not sured will
Yo1, but { i ot serve in Southeest A ....... O 150..0  mermtnnsoo O . be sbie 10 comotets cotlegel ... O
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Mexican-American/CCn® ....veeevsesnennan
Puerto Rscan-American .....

L

. RAwligion in Your Present
17. Merk one in each Wh:;;m o;:llml
Were Rearsd Proferance

column:
Mowstent ....ooeeeee. Oinvnrnnn . O
Roman Catholec. ......

o

O
O

.0Q..
)]

000000

0000000

ane for each item}

Vat:dinumdmtﬁmiu........@@@
CameintetoOCIB onvernanasn. @@@
Pteyed a musical imstrument .@@@

Stugiedinthetibary. ............00®
Checked out # book or journal

from the school library .®@®
Arranged a date for snother student @@@
Oversiept and missed & class o¢
POOINMENT .. eeerernnnesn... DO®
Read sbout collsgiate rights and
resQonsibilities of srudenes .......0 Q@
Typed & homework suignment ... .0 ©®
Discussed my future with my parents @@@
Failed to complete 8 homework

assignaent on time .. ...,
Argued with & tescher incims .. ..
Attanced a refigious service .......... O @@
Demonstrated for s change in
wmmidwuﬁnicndkv.......@@@

Demonstrated for a change in

some military pOLicY . .. .........BOO®
Cemonstrated for 8 change in

some administrative policy of

my highchoot ................ 0 Q@

Did axtra (unassigned) rescung
for s courte ...................@@@

Resd poetry not connected with

BCOUM .eeeieiiinineane... . DO®
Toekamuuixingpiﬂ...........@@@
Discutied religion «..veeunn.e... . DO@

Accountant or sctusey ....... 00O
Actor of antertainer. ........ QOO
Architeet .oiviininren.... OO
ARt L iiiidiiine.. . DO
Business (clerical) . ......... QOO
Business executive

{ranagement, administrator) @ ® @
Businwss owner or proprietor . . @@@
Businets salesman or buyer .. ®®®
Clergyman {minister, priese) ., @@@
Clergy (other religiouy) .......
Clinical psychologist . .
College teacher ...... L
Comoputer programmer ...... @@@
Conservationist or forester. ., , @@@
Oentist lincluding orthodontis) @ O ©
Distitian or home economest . . ®® @
ENQINETr . .oovnrivnnenaonsd
Farmer or rancher. . ..
Foreign service worker

(lincluding diplomat) ....... ®® @
Housewifs ............ ...0006
interior decorator

lincluding designer) ....... @@@
Interpraver (transiator) ...... @@ @
tab technician or hygienist ... DO @
Law enforcement officer ..... @@ @
Lawyer (attornay) @@@
Military sarvice {career) ...... @@@
Musicisn (performer, comooser) @@ @
Nurse .......

000
..... . QOO

“School counsstor ,.... ®®®
Schoal princiost or

upstintendent ............@@@
Scientific ressarcher .........@@@
Socisl worker .. ........... 0]G]G)
Statistician ..... ...........®®®

Visited sn art gailery or museum @@@
Worked in 8 schoot political amoaion ® © @
Worked in a iocal, state, or nations|
politicat CEMDEIGN .. ocvevaens @@@
Missed schoot becauss of illnnl.....@@@

5 Tookviumim..................@@@
3

18 In deciding to go to college, how im- & a s
portant to you was each of the g :5 éf
following reasons? (Mark one snrwer _EEEEX
for each resson)

My parents mented met0 90 ....... SmMOked CigareTtes . ovuvannncescas
To be abie 10 contribute more 10 my Discussed pohities . ... .o @@@ Theranust (dhysical,
COMMUMIY coennnrnnnsss teesrnaans @@@ Orankbeer ......... . @@@ occupstional, speech) @@@

Teacher (efementary) .... @@@
Tescher (tecondary} .........®®®
Veterinaran ...............@@@
Writer or journslist .......... @ @@

Discusied $00MS. . vveeernen.....D@@®
Read sbout civil reghts sng liberties .. ® © @
soarecistion of idess ................. DO Asked 8 tescher for sdvice aftar class . OO ®
To imorove my reeding and study sum.....%%@ Hud vocationsl coumeiing ........ OO @

@ . Stayed up all night .............:@@@

Tobc-u'mwnbvmliob...........-@@@
To gen & genersl ecucation and

There was nothing better 10 Qo ... .,..... Skilled trades .,

To maeke me & more cultured person .. ..., lololu] Other ....... eeene

To be sdie 10 make more money . . ....... D EO® || 20. Howwouldyou  Ferteft ......... QO || undeciced ... .

Totesrn mare #h0u? things that intersstme O OO characterize Lbers ... .vane. . O Il Laborer tunsxittedt . ......... O

Ta mest new and interssung peopis... ... ... QO @ your political Middieot-thevoed. O || Servakitiod worker . . . ....... OO

To orevsve myset tor gracuste or views? {(Mark onel  Conservetive O . Other occupetion ., . @@
professionst schoot . . ..., .. errree.. OO Forrignt ........ 0 Unemoloyed ....... creree. OO

201



22. Rate youreelf on each of the following traits as you
really M.‘S you are when compared with the average
nudent of your own age, We want ths most accurate

of how you see yourself.  (Mark one for each

it Abave Below
. Average Average
Highest 10 Lownt 10
Percent Average Percent
Tesit 1 ] ]

0000O—

ACRIOrnG ability ou.aya.,,
ANIEC 0HItY coavunnnnnns
ARHEC 8BIY .uiisvana...
Chaertulaens
Defemivenem
Siveto achinve ..,
Lesdennio aditity ..........
Mathematical sbility, .. ......

0000000

000

o
0000000

Tesescianranand

cevesesieans

00

00000000

hy

000
0000

.

000000000
o]elelo]eelotels
0000000

Political liberatism . . ..,
Poouinity .........
Populanty with theoppotite sex.|

000

0000

00000

00

00000

Puu-uuokinqabclity........o.. . O
Seitconfidence tintetiectuat ...O...0 .. O...0...0
Sett-contidance fiecinl) . .....0...0..0...0...0
Senutivity to criticism ...OOOOO
Slueoomnm.....o.oooo
Understanding of others OO0.0

0..0..0...0

00

Whting ability ..ovvuvnnn...

.
2 Mark one Agres Strongly s ¥ 3
in each Agree somewhat i g §
row; Oisagree tomewhat s 3 § £
Disagros strongly s ; s &
: >
The Federal government is not doing $ 3 5 §
" enough 10 control environmental e g
BOMUHION .oiiiiiitiniinnnna,, ...0...0

The Federal governament is not do-
in9 endugh 10 protect the consumer |

(o] Oa4

0b

from fauity goods end services OO
The Federat government is not

doing enough to promote

$chool desegreqation ..., ...... OO

There s 100 muen concem in the
courts for the rights of criminals , .. .
The deatn ¥naity shoutd be abolished.
The activities of matried women ace
best confined to the home snd family
The “generation gap” between me and
Y parents is s grast that we can
basely communmeate. . . ....... (o O
Marsiuens should be legetited ..,... 0. ..O...
Parents should be discouraged from
hewnglarge tamties . . . . . OO0.0
Women inouid recerve the same salsry )
nd 0p0ortunities for advancement
. hm-numounolqomnionl.....o...o...o...o
Ewrydoay should be given sn opportyn.
Y ta 9o to Coilege regardism of pest
Pertoemaence or eptitude test scores . . O..0. ..0... @]
Resluticaity, gn ndividusl Derson can
98 iitrre ¢ bring sbout changes in

o ovety . ............ e Q..0..0..0

0 00 0

o
00 0 oo

.

00 0 o

Colleges veonid be improved if orgenired sports
were de-emohasized
Student publications shouid be cleared by coliege otficiajs .
Callege officiis have the right to ban persons with
extreme views from spesking on camous
Students from disadvantaged tocial backgrounds thowld

00
00

0 00
D!
o)

0 O 00 0O

o

be gi in coliege ..0.0
Most collegm officials have been (o0 tax in desiing
wimnmpnmuanc-mpm.................... O .

Open acmimions (admitting snyone who spplies)
should be adogtes by si! publicly-supported colleges ...,
Even il it ermotoys aoen sdmissions, 8 coitege should
ui® the saswe performance standardy in awarding
GPGrers 10 B STUORNTE . oovvennenrnnnnnrannnnonnnn

0o 00

O 00

%, O O
4:.‘.00 00

00
00000y,

Gat marriet within a year alter college? ..
Vots in the 1972 presidential elettion?
Enlist in thve armed sarvices before graduating? .. ..

cepoiases

0000000

Change mwgor fistd? . ... ... teueesadeavecestaronaaan . .
Chanoe caremr choxce? . . ............ teerasmiinnranay
Fail one aremore courses? ............... tesasiaenss

0000,

00000 HOOODLOOOEOEDO

Be etected tm a student office?
doin 8 sooad Fraternity, sorority, or club? .
8¢ siactad o en anscizmec nonor society? .

0000000000

000000000000

Transler ta smother cotiege before gractusting
Be satntied weith your coltege?

.O.
Make ar feume 2 B sverage? ....... ...... veeeen .O.. ..
Need axtra twne to your degres .O.. Neo)
Nmmm-tmwtﬁalobl......_........... O o
Setk vocsumnat counseling? . ............. .O.. .O
Seek indivecdual counseling on peronal orodlems? . . . O . O
Enroll in hamors courset? ................ terearsens o O
Get wroringhelp in spesitic counes? ............ v 0...0.. .0
Author or cs.autho: » published articie? . . . . .. . vieeenn Q...0.. .0
Bs more e arert.
sttenchng.ttis coliege? . .. ... ...... O .0
Drop out of tthis college ..O.. .O
Orop out p: v {i O . O

O.. .O

.O

25. Do you fest 1that you will need any special tutoring or remedial work in any
of the followving subjects? (Maen il that apoly)
Simird ., { Mathematies | )

Resding ... O Socist studies O Foreign 1angusge . O

202~

24. Mark one Agree strongly >
in each Agres somawhat a & .f s
row: Disagree somewhay f f f r

Ofagres sirongly § § 5 7
&S @ f
4 &
College officiais have the right ta reguists student be- ¥ ¥ 9 49
havior off campus ........O..OOO
The chisf benefit of 2 college education is that it :
incresses one’s earning power ...O.ooo
Faculty promotions should be besed in part on
student evalyctions .............n...............o...O...O..
Coliegs grades shouid be sbalished ...................0... O...0...O"

S 5 .
> > I &
25. What is your best guess as to the chances that F & § §
You will: Mark ane for sach item) ; s & 8
KN tf <&
Gt marriect wahile in college? 8



Prasered by Otfies of Aasssras. Amersnn Couned an Edusation, Ons Dupant Cirele W., W

27. Below is a list of 68 different undergraduate major fields 28. indicate the importancs to you personaily of sach 5
grouped into general categories. Mark only three of the 63 of the following: (Mark one for each item) . &
fievc o foliove: 3

. O Birst chosce (your probable major fisld of studyl.
@ Second choice. 8 in one of the per
© The tuid al stugy which s least anpeating to you. {acting, dencing, #1) .. .uuieuiiaicriaanan.
. . Becoming sa suthority inmy field ...
ARTS AND HUMANITIES  PROFESSIONAL Obesé ion from my
Archatecture . ..... [o]6] Health Tecnology THOUNONS in MY 10068l He1d oo e vevsererenrnnennnns
Engiinh (tersure) .. . QDO (medicat, dental, ing thE DONILICH! SIPUCIUI® v v veeennseaannas
Finearts .......... @ faboratory) ........ @ @ @ Influencing S0Cial vBIUES .. ..ivviarerneronnnnnannase
Hittory .oveuiennns QOO Nuring............ lo]o]e) RBSINGEIAMIIY eeeiverinnsnrecsninessesenansnnne
Jouersiism twnting) . Q@O  Pharmacy........... [olo]®] Heving o0 oCtive SOGSI TIf0 o v vyeeersnnnsnennnsnnnnnes _
Lnguee tmooern) .. Q@O Precentistry ........ (olo]e Having friends with different backgrounds snd
Lenguage tother) ... D@D  Pretew ............. [0]o]»] INTONests FrOM MINE oo\t ierueeernnoncnsecneancanns e
MUBIC ieeiennnans @@@ Premedicesl ......... @@@ Becoming an expert in finence and commercs . .......... @@@@
Prutosaphy . ....... (D @ @ Preveterinery ., ...... (D @ @ Having administrative responsibility for the wark of others @ @ @ @
Soeech ardarame ... DDO  Theraoy toccupat., BINg very wall-off financially oo \ve'eerrneernnnnesns, (elofelo)]
TheoiOgY oo cvunnnne @@@ physicsl, spesch) ... o@@ Helping athers who are in difficulty . .oveeeenennnnanns. @@@@
Other .vnennnnn, Q@O omer.............. (olo]s) Particiostingin an iike the Peace Corpr or Visn @@ O @
Becoming 8 COmMMUNItY 16808F. . o .« vevvceacrennanans @ @ @
BIOLOGICAL SC:ENCE SOCIAL SCIENCE Making & theoretical CORLIIDULION 1O SCIENCE .. v vve. ... .. (elolelo)
Brotogy (generat) .., . @@@ Anthropoiogy ..,... @@@ Writing original works (Doems, novels, short stories,ete) .. .. @@@ @
Biochematry .Q@0 twnomias.......... QO Never being O5Iigated t0 PEODI® - . .vvuneeennnsesnnenss lelolol)
Biophytics . @@ @ EducBtion ....vcene. @(I) @ Creating artistic work (psinting, sculpture, decorating,etc.) . . @ @ @ @
Boteny . OO History ............ [o]le]o] Keeging up 1o date with pOlitick: sHAIRS ... ..cesennenss [ololo]
Zoology ..@@@ Political Science Being successful inabusinessof myawn  .............. @@@@
Other . @ @ @ (government, -1 ing i in progr to clean up the environment., @ @ @ @
int. refations) ...... 888 o inge hil voliife ...oveuunnn.. 8888
BUSINESS Psychalogy ... Participating in a COmMMUNIty sClOR OIOYFAM . .epunenn..
ALCOUNUNG oovvenns @@@ Social work @@@ Getting married within the next five vesrs .............. @@@@
Business admin, ®®© Sociology ... @@@ : &
Electronic date Other .......... (0]o]o)] 29. Below ara some of the reasons thatynight « &
procHLng ....e... olole) have influenced your decision to attend S
Secreaisisudies ... Q@O OTHER FIELDS this particular college, How importany was sq" & so“
Other..c.ivoeienss (o]o) ©  agricuture .......... (0]o]o] eech reason in deciding to comae here? N g’ S
Communications [Mark one antwer for esch statement.} N
ENGINEERING {radio, T.V., stc) ... D@ My reiatives wanted me 10 COMENEr® .. .vuvvennnnnnnnn. (oleld)
Aeronsutical ....... O@@ Comoputer Science ... O@@ . This college has a very good reputation .. @@@
Civil ..ieiinnranns Q@ ® Eavironmentai Science lolole} Most of my friends sre Qoing to this coilsge .00
Chemuedd ......... G) @ @ Elsctronics Becauss of IOW TLIUON . vvvvanenennnes cene . @ @ ®
Electriesd .......... QO®  trecnnotogy ........ (o]o]o] Someone who had been here before advised metogo ..... QO ®
Indusirisl ......... [o]lo]a) Forestry ....o.c.nn OO Because of the 10ecial eduzational programs offered .......Q O ®
Mechamesl ........ OO  Home ecomoawss ....000 1783 N0t BCCIDted SNYWHEra ®138 ..... . \erenenennnnnns QE®
Other .....oeesn. QOO ingustristars ....... [o]o]o) My Quidsnce COUNIEIOr SAVISHT ME 10 90 .. v e ueeursnerss- lolelo)
Library science ...... @@@ I wented 10 live st hOme ..o iiiienneinacccrennnanas @@@
PHYSICAL SCIENCE Mititary science ..... (o]e]
Chermvstry ... ...... [o]o]a] Physical education D0 NOY Madx
Earthscience ....... OO and recreation ...... lo]lo]e] DIRECTIONS: 3. @@ ® QOOC ®
Mathemotecs . ...... VOO omwitecmieny ... 000 The ramainiog citie sra g 31. D@ O® |[OOQOGID
POYHES oevennennns [o]e]e] Other wided for items sprcifieaily des N clolelclomelolelale)
Stattes .. .uiaien. 00O {nontechnical) ...... [o]o]>)] signed by your college, rather LINololelclc I oleloldlo)
Other .....ovunnn OO  ynoesived. ......... [ole]») than by the Amarican Council 3, HEEOO® (PR
' e w2 00008 (9008
wn to use the circ 15. A6 ol
Please be sure that onty three circtes :::"m:: '::'_:";:: 7. AREEE [OOOGI
have been marked in the above list, 3. QEPRO® 510
. OPEO® |OCOER
[0]6]o]01s)
0.¢, 30008 by tnwan SIS W, 77 e, Minncepsia, Wenn. 35433
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79/80

FOLLOW-UP OF 1971 ENTERING FRESHMEN ©
P.0. 80X 35559  «

" MINNEAPOLIS, MINNESOTA 55435

NAME & ADDRESS CORRECTION:
Your Name

Home Street Address B -
City Stats

I |

First Middle or Maiden Last

ZiP Code

DIRECTIONS:

- Your responses will be read by an optical mark

reader. Your careful observance of these few simple rules will be
most appreciated.

® Use anly 3 black fead pencil (no. 2% or less).
#® Make heavy black marks that fill the circle.

® Erase cleanly any answer ycu wish to change.
® Make no stray markings of any kind.
L] Where write-in res onses are nacessa,

lease confine your

writing to the limits of the lines provided,

EXAMPLE: Will marks made with ball-point or felt-tip pen be

properly read? C Yes ©® No

1. Please indicate: {Mark one in each column)
(D} the highest degres your spouse holds
{C) the highest degres you plan to receive.
(B) the degrea (if any) you are now working toward.

(A) the highest degres you now hold_'

) @—

High school diploma (or equivalent). . . . . . INOIRED)]
Vocationat training certificate, .. . ...... & @SB
Associate’s . ...... Cedeie e .. Be®EE
Bachelor's. . ... ... i INIOXIE)
Master’s (M.A., M.S.. MB.A., M. F Aetc) . &)E
Doctorate (Ph.D. or Ed.D.) ........... & eD

Advanced professional (MD, DDS, DVM,
o o e (DI0IGIO)]
Notmarried ...... ...®

2. From what type of high school did you gradi ?
G Public high school in U.S.
O Private raligious (parochial) high school in U.S.
(G Private non-religious high school in U.S.
{5 Public high school outside U.S.
Q Private high school outside U.S.

3. Were you in a college preparatory program in high school?
O Yes O No G Don't ramember

4., How many children do you have?

C None O Twe
> One O Three or more

5. What is your citizenship status?
12 U.S. native
" US. naturalized .
(. Immigrant, permanent U.S. resident
o Foreign citizen on temgorary visa

r

7a. Have you ever been married? (Mark one)
‘o No .
(.: Yes, now living with spouse
" Yes, but am now separated, divorced, or widowed

Illlllllllll!lllllllllIlllliiillllllllll
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6. Whers were you and your pnnnu bom? _;ff ,,,.'s ;‘;
US.native ., .......... Cese s eneeeaen oo )
U.S. territory (e.q., Puerto Rico, Guam, Samoa) . .. . D>
Foreigneountry. . ... .. iiietnnenennnnn, G GCo

7b. When were you first married?

Q Before entering college in 1971
O While | was an undergraduate

THE FOLLOWING QUESTIONS (8-17) ARE ABOUT YOUR
UNDERGRADUATE EXPERIENCE, UNLESS OTHERWISE
SPECIFIED, COLLEGE REFERS TO THE LAST UNDER-

GRADUATE COLLEGE YOU ATTENDED.

C After leaving coltege

8. Write in the name of the college you

last attended as an undergraduate.

Name ol’Col.lnqc

City State

9. What was your tast major in college? (Be
specific; for example, state wmch specialty
of engineering) =%

‘eiimYiNe moc

bro e tmas sk et e Al

.

10. How many different colleges did you attend as an
undergraduate?

‘QOne O Two

11. Altogether, how many academic years did you complete:
{Mark one on each line) dor

QO Three (C Fourormore

than 1 2 3 mors
College entered Tyr. yr.  yre yrs. yrs.
in19717. ..... e ens 0..0..0..0..0
Last undergraduate
college attended? . . ..... 0..0..0..2..0

12. When you first entered college, how well prepared were
you compared to most other students at your college?

{Mark one on each row) p,a.f.‘.',':d About 35 well Hot o well
than mon as most as most
Reading and comprehension . i_'.. ... . O, O
Writing, .. ..o vvvenen O NN (@ 2 O
Mathematics ., . ........ [0 FUN C...... O
Natural sciences. .. ...... C...... ‘O T ’;
Preparing research papers. . . O...... O...... Q
3. What was your avnuqe undergraduate grade? {Mark one}
AY, A A~ il B CH > C-, D+
or less
t11iiinl



ry
gy

14, How satislied were you with

the following at your fast £ § ¥ §.
undergraduate collega? g j'g, F 59‘.'_‘ 5.
(Mark one in each row) g sg a .§a9 A
S5 &5 &

Careercounseling. ......... C..0..0..0..0
Personal counseling. . ....... C..0..0..0..0
Tutorng. ... ......cvuuns OOOOO
Health services. . ........ ..0..0..0..0..0
Job piacement services . ... .. 0..0..0..0..0
Financial aid services .......0..0..0..C..O
Ethnicstudies .. .......... 0..0..0..0..0
Women’s studies. . ... ...... 0..0..0..0..2
EQP (Educational

Ooportbnnty Program)...... 0..0.. 0..0..0
College’s academic reputation. . 0. . O .. O
Inteitectual environment . . .. . 0..0..0
Quatityof classroominstruction. O. . O .. O
Faculty-student relations. . . . . 0..0..0
Variety of courses offered . .. .O..0O..0O
Friendships with other

SUDENLS . ... 0..0..0
The administration. . ....... 0..0..0

15. Did you: {Mark all that apply)
O Attend college part time for at least one term
O Know at least one professor or administrator personally
O Takemore than four years to complete your Bachelor’s degree
O Get elected president of one or more student organizations
Q Serveon a university or departmental committes
O Have a major part in a play
QO Win a varsity letter {sports)
Q Edit the school paper, yearbook, or literary magazine
O Belong ta a scholastic honor society
O Orop out for 3 period of time

16. Did you participate in any of the following? (Mark all that apply)
O NSSFNS )
Q Ford Foundation Upper Division Transfer program
QO General Electric Upper Division program
O Upward Bound
OMESA
(Minority Engineering Science Association)
O Talent Search
O A summer enrichment program {educational)
QO Bureau of Indian Affairs program

17. Overall, how satisfied were you with:

{Mark one on each line) Very Somewhat  Not at all
=== Satistied  Sausfied  Satisfied

College entered in 1971........ O......O......

Lastundergraduate college attended.(D . . .". . . O...... O

IF YOU DROPPED OUT OF COLLEGE BEFORE EARNING
A DEGREE OR VOCATIONAL CERTIFICATE, PLEASE
ANSYER THE FOLLOWING QUESTIONS (18-13), OTHER-
WISE GO TO QUESTION 20.

18. What are the chances that you will return to college
within the next two yearr? (Mark gne)
G Very good (. Not very good
O Fairty good (C No chance

19. Do you now wish that you had stayed in college?

Q Yes O No,

20. 1 am currently: (Mark one)

O Employed full time

O Employed part time

Q Unemployed, loaking for work

O Unemployed, not fooking for work

21. Racial/Ethnic Group: (Mark gne only)

QO Asian-American/Oriental
O American Indian or Alaskan Native {tribe or band):]

Q Black/Afro-American

Q Chicano/Mexican-American

Q Puerto Rican-American/Puerto Rican
Q White/Caucasian

Q Other (specify): =3 =

22. How would you describe the racial composition of the high

ded and the neighborhood whers you

school you last at

grew up? Completaly Mostly Roughly
non- non- hait Mostly Completely
High school White  White non-White White  White
ilastattended ... O....0....0....0....0
Neighborhood where .
fgrewup ...... ..0....0....0....0

23. How many of your close friends and associates at work
or school are White versus non-White?
All Mostly
non-
White
Close friends . O....0O...

Asscciates, . .O....0....0.

non- Mustly All
White White White

THE FOLLOWING QUESTIONS (24-32) ARE ABOUT WORK.
ANSWER EACH QUESTION ABOUT YOUR CURRENT OR
MOST RECENT JOB. [F YOU HAVE NEVER BEEN
ENPLOYED SINCE LFAVING COLLEGE, GO TO QUES-

TION 33. :

24. What is your current {or most recent} occupation or io.b?
¥

24
Qe
ot
12, 2
{3+ 3
Z5. What was the first full-time job you had ELANEY
2fter you last feft college? (Name of s 8
occupation or job)—} e
A
ek
- ‘,
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26, {A) What is your current annual income before taxes? |f
self-empioyed, indicate your annual earned income after

29.

30.

3

adjusting for business expenses.

(B) What is your spouse’s income? |f not married, mark here=C)

{Mark one in each column) (A)
Nome ... ..
Below $7,000
$7,000-59,939
$10,000-514,999
$15,000-519,999 .
$20,000-524,999 ........
§25,000- 529,999
$30,000-534,999 ..
§35,000-839,999 .,
$40,000 and over., ... ..

What two undergraduate fields of study would
your d fer preparing
himself/herself for your present job?

(8)

My Income  Spouss’s Incoms

()

{11aid)

Is your current or most recent job related to
your undergraduate major? (Mark one)

QO Yes, closely related

D Yes, somewhat related

O No, not refated

Which category best dascribes the type of orga
which you are employed? (Mark one)

O Commerce, finance, insurance, reat estate
7D Retail or wholesale trade .

G Otner business or service establishments

Q Manufacturing

Q Transportation or public utiiities

C Agricutture or forestry

OO Elementary or secondary school system

O Human services organization (social welfare,

nizatian in

heaith, etc.)

C Cotlege, university, technical institute or professional

school .
{ U.S. government, civitian employee
O State. local or other government

C U.S. military service, active duty, or Commission Corps

C Other, (specify):—y

L

or organization employ? (Mark one}

Approximately how many persons does your company

O 1 work alone (1,000-9,999
O Fewer than 10 (C 10,000- 24,999
Q10-99 (0 25,000 or more
O 100-999
1. How well did your college education prepare you for

your present job? (Mark one)
) Fairly well
QO Not well

) Very well
S Well

32.

33.

-3
R RN R RN R R R R R R
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How satistied are (were) you with the H
following aspects of your current (most 3 3;? !:?
recent) job? (Mark ane in each row) S5 ‘fb,’-,- £F
Overall. .. i et iiieinitnnsnsnansas 0..C..0
Income ........... e e, 0..0..0
Fringe benefits ........ ceser i eneaan 0..0..0
Variety of activities ....... e 0..0..0
Working conditions (hours, location) . . . . . .. 0..0..0
Decision-making power, responsibility . ... .. O..0.. O
Competency of people you work with . .. ... O.. 0..0
Opportunities for promotion . ........... 0..0.. O
JobSECURITY o\ vvreinnn et e ...0..0..0
Opportunity tobe creative. . . . .......... 0..0..0
Opportunity to use training or schooling . . . . . 0..0..0
Opportunity to contribute to societv . ... ... 0..0..0
Challenge .. .............. Cesresaen O.LO.;O
v

Mark one answer next to each statement: . é? : f ..i Gf § §
The chief benefit of a college education Qg'p?e é;éf Q% ‘.’;7';

is that it increases one’s eamingpower . O .. O ..0..O
Faculty promotions should be based in

part on student evaluations . ....... ..O0..0..0
College officials have the right to ban

persons with extreme views from

speakingon campus ...... sressns 0. 0. .O ..O
Students from disadvantaged social

backgrounds should be given preferential

treatment in college admissions. .. ... ..0..0
Open admeissions should be adopted by

all publicty-supported colleges. ... ... ..O..0
Even if it employs open admissions, a

college should use the same perform-

ance standards in awarding degrees

toallsmadents . ................ ..0..0..0
Racial discrimination is no longer a

major problem in America . ........ ..0..0..0
Caolleges 2nd universities should not

have responsibility for rectifying

racial infustica .. .. .. Ceesessaons 0..0..0..0
Any instizution with a substantial

number of minority students should

offer an ethnic studies program. .. ... 0..0..0..0
Increases in minority enroliments

result icv a fowering of academic

standardts . ........ e 0..0..0..0

Rate yourzsif on sach of the following traits as compared
with the average person your age, Wea want the most accurate

.’t',"

estimate of how you see yourself. &
{Mark one n esch row) 5§ of & WF &
33 F§ §F 58
IR T ¢ ag =
Acidemic amility . . ... e 0..0. 0..0..0
Artistic absliity. .. .. o.uan.. .. 0..0..0..0..0
Drive to acinieve. . .. .... L 0..0..0..0..0
Leadership-ability, . .. ........ 0..0..0..0..0
Mathematicaal abitity. . . . . .....0..0..0..0..0
Popularity. - ....... e 0..0..0..0..0
Populatity with the oppositesex .. O ..O . .0 .. 0..0
Public speatwing ability. . . . ... .. 0..0..0..0..0
Selfconfidance (inteitécai) ... . O .. 0..0..0..CF
Self<confidemce fsocial) . . . . .. .. 0..0..0..0..C}
Nritingabiliny ... . ... OOOO -
THTI s nInIneLl



35. How would you characterize your current pofitical views? 40. How satisfied are you with the fotlowing at your carcent
{Mark nne) : {or ta31) graduats or professional school? -
. teft QO Conservative (Mark one in each row) . & . 5‘5’
el QO Farright ) ) .\g,-? 15?9 S FE
- f the-rnad ...;toi' &5 . L <5
. . Carsercounseling. ............. .00 0.0
36. Indicater- sewioras toyou personally TULONNG. . v e v vennnnns DL S .00
&’,":hl‘_’[. < fnllowiny o3 § ;.53:._,5 5 Jobplacement. ... ciieiinn... G..0.. 9 ..O
AR Gt T 5 f S’é “f SFinancial aid . .o v oy e S ..,_(4 .Q.:U .0
. : S 28 gF 8§ " -College’s’academic reputation. . . . . . C..O.C
influencing the political struewre ., . C..C..0..0 Intellectual environment . . v . oa ... Q.. O ..0O
Influencingsocial values .........O..0..0..0 Faculity-student relations. . ....... 0..C..0 '
Raisinga family. . .......o..... 0..0..0..0 Quality of inStruCtion . v e e v e v ... 0..Q..0
Being very weil-off financially. ..... O..8..0.. O Variety of coursesoffered . . ... ... O.. O. .0
Becoming a community leader . . ... 0..0..0. Ne; Friendships with other students ....C.. 0O .. O
Being successful in a business ' The administration. . . . .........0..0..C
ofmyown ......oovinnnnn. .0..0..0..0 Accessibility of faculty . . ........ 0..0..0
Participating in 2 community Faculty support of my work. ... ... O.. 0..0
actionprogram . ....... Ceenee 0..0..0..0 Ethnic composition of studentbody. . O..O..0
Helping others who are in difficulty . . O..0O..0..O Ethnic composition of faculty. . .. .. 0..0..0
Becoming involved in programs to .
clean up the environment. . . ..... 0..0..0..0 41. The following statements reflect patterns of minority and
White refations that have been observed on various college
and university campuses. To what extent is each present
IF YOU HAVE EVER ATTENDED GRADUATE OR onor duscrig':ive ofp:‘he campus of your graduate school
PROFESSIONAL SCHOOL, ANSWER THE FOLLOWING . or professional school? _
QUESTIONS (37-41). ] -{Mark one in each row) 5 ) é,’
37. Name your current Graduate o Profesnonsl School .:5 s I &
or most recent L s &£ & §
geaduate or Trust Wmmnnonw studentsand & &4 o . Q
professional White studems. . ... ... .. 3..0..0..0
mmﬁf‘,,“’“' , The faculty. . oooeenvnnnn. 0..0..0..0
major at that TS The administration. . .. ... .. 0..0..0..0
school. Trust among difterent ethnic
. CMINOMItY GIOUPS . . oo v e a vl O..O..O..o
" Racial confliet, . .. .. venie... .. ©..0..0..0
Faculty concern with minority issues . C..0 ..O. . O
* . Sccial intzraction between minority
students and
38. How do you rate yourself academically among the students in White students. . .. . c.u. ... 0..0..0..0
your current (or most recant) graduate/professional program? The faculty . . ovesennnnnn. QO..0..0. N O
T Among the best { About average The administration.. . . . . . ... 0..0..0..0
C Above averaye C Below average Open discussion of minority issues. .. C .. O .. O..0O
39, Ata grad of Drofessionsl stud - ;: THANK YOU FOR PARTICIP.ATII\!G! .
did you apply for or participatein 4'5 $& Pleasa retum your completed questionnaire in the
any of the following programs? _? A Postage-paid envelope provided 10: Higher Education
& &F &F Research Institute, P.0. Box 35559, Minneapolis,
o z %X kx Minnesota 55435,
Fellowship (institutionat fungs . ... .. (O .. 0O
Research assistantship, ... ....... C..O..C Computer
Administrative sssistantship . . . ... . .,.0..0 Use Only
Special feflowship: . an i ' ]
Ford Foundation.......... 2..0..0 ° -
Woodrow Wilson . . . .. oGO ~ e »:
Danforth ............... C..0..0 ? e -
Other (specify}: .......... D..C..O o s :
" -3 LN . 3.
- P K 6 .
B £ LT LY N
Naticnal Feliowship Fund ... ..... .00 e SR A UL S :
Councit on Legal Education e AR DURE IR ) 2.1 % 20)
a Opporzumities (CLEO). . ........ >..C..C A o enicaal vy 3 LR
-4- 3716./2640-Intran 53301
R R R R R R R R N R R R R R R R R RN R R R R R R DR R R R R R R R
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APPENDIX C

Telephone Interview Protocol (1980)
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HIGHER EDUCATION RESEARCH QUESTIONNAIRE

I'm calling from Chilton Research in Chicago and we are conducting a
national study for an educational research firm in Los Angeles. We are
trying to contact people Tike yourself who were college students in 1971.

The research institute in Los Angeles is trying to find out what happened
to your college class of 1971, and I would 1like to ask you a few very
brief questions.

1. Have you earned any certificates or degrees since you finished high
school?

1. No
2. Yes

2. What was your degree or certificate? (Code highest)

Vocational/technical certificate
Associate degree

Bachelor's degree (BA, BS)

Master's degree (MS, MBA, MA)
Professional degree (law, medicine, etc.)
Doctorate (PhD)

Other

NONHWN =
e o o o o o o

3. In what year did you receive it?

1. 1971
2. 1972
3. 1973
4. 1974
5. 1975
6. 1976
7. 1977
8. 1978
9. 1979
X. 1980

4. How Tong were you in college?

Less than 1 year

1-2 years

3-4 years

More than 4 years

Still attending college

QLW =
¢ o ¢ o o
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6A.

How many credit hours have you earned?

0-30

. 31-60
61-90
91-120
Over 120

. Don't know

O O W N
L [ ] L] .

What was your primary reason for choosing not to stay in college?

Academic problems

Financial probiems

Health problems

Personal or family problems (not health or finances)

Lack of interest; college courses boring/not relevant

Job opportunity

Change of status: moved/got married/went into the armed forces
Other )

ONOGTH WM -
. . L] . L] [ - L]

Probe: Were there any other reasons?

(repeat codes) add
9. Nor other reason

Are you currently enrolled in any program working for a degree or
certificate?

1. No
2. Yes

What degree or certificate are you currently working toward?

Vocational/technical certificate
Associate degree

Bachelor's degree

Master's degree

Professional degree (law, medicine, etc.)
Doctorate

AU L WN =
e & o e e o

What are you currently doing?

Going to school
Working part time
Working full time
Homemaker
Unemployed

Gl WM =
L] . . - .
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10. Are you currently seeking either part-time or full-time employment?

11.

12.

13.

14.

15.

16.

17.

1. No
2. Yes, part time
3. Yes, full time

What is your job?

(Dept. of Census Codes)

What type of job are you looking for?
(Dept. of Census Codes)

Our records show that when you entered college you identified your-
self as (RACE/ETHNICITY). Is this correct?

Yes

No, Black

No, Chicano

No, Puerto Rican

No, American Indian/Alaskan Native

No, White/Caucasian

No, Other - .

NOYOVB W N
. L] . L] L . .

What language or languages were spoken in your home when you were
a child?

English

Spanish

American Indian language
Other language

WM -
© e o o

Do you feel that going to college helped you in terms of finding
Jobs or do you feel you could have done just as well without going
to college?

1. College helped
2. College did not help
3. Don't know

Do you feel going to college was worthwhile for other non-job
related reasons?

1. No

2. Yes, somewhat

3. Yes

4. Don't know

Could I please have your current zip code?

(5-digit code)
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18. Thank you very much for helping us complete our study. For purposes
of classification was your 1979 household income before taxes over

or under $15,000?
6. Over $15,000
3. Under $15,000
R. Refused
18A. Was it over or under $25,000?
5. Over $25,000
4. Under $25,000
R. Refused
188. Was it over or under $7,500?
2. Over $7,500

1. Under $7,500
R. Refused
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APPENDIX D

Classification of Respondents' Home Addresses
at College Entry (1971) as Rural or Urban
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Home Addresses Classified as Rural by State

Alaska
Kwethluk (pop. 408)
Seward (pop. 1587)
Sitka (pop. 6100)

Arizona
Cameron (pop. less than 1,000; on reservation)

Chinle (pop. less than 1,000; cn reservation)
Dilkon Trading Post, Winslow

Holbrook (pop. 4759)

Many Farms (pop. less than 1,000; on reservation)
St. Michaels (pop. Tess than 1,000; on reservation)
Tonalea (pop. less than 1,000; on reservation)

Tuba City (pop. 800; on reservation)

WinsTow (pop. 7,663)

Arkansas
McRae (pop. 643)

California
Farmersville (pop. 3456)
Loyalton (pop. 945)
Marysville (pop. 9358)
Strathmore (pop. 1221)
Yuba City (pop. 13,981)

I1Tinois
Washington (pop. 4647)
Worden (pop. 1091)

Towa
Lansing (pop. 1218)
Toledo (pop. 2361)

Kansas
Arkansas City (pop. 12,600)
Coffeyville (pop. 14,100)

Kentucky
Jackson (pop. 1887)
Manchester (pop. 1664)

Louisiana
Benton (pop. 1493)

Maine
El1sworth (pop. 4603)
North Anson (pop. 700)
West Paris (pop. 500)
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Massachusetts
Groton (pop. 5109)

Michigan
Dowagiac (pop. 6583)
Grand Blanc (pop. 5132)

Minnesota
Cass Lake (pop. 1317; on reservation)
Redlake (pop. 400; on reservation)

Mississippi
Holcomb (pop. less than 1,000)

Montana
Bainville (pop. 217)
Brockton (pop. 401; on reservation)
Browning (pop. 1700; on reservation)
Canyon Creek (pop. Tess than 1,000)
Chinook (pop. 1813)
Crow Agency (pop. 750; on reservation)
Culbertson (pop. 821)
Cut Bank (pop. 4,005; on reservation border)
Halme (pop. less than 1,000)
Harlen (pop. 1094; on reservation border)

Nevada
McDermitt (pop. 200; on reservation border)

New Hampshire
Milton Mills (pop. less than 1,000)
Weare (pop. less than 1,000)

New Jersey
Hammonton (pop. 11,464)

New Mexico
Crownpoint (pop. 900)
Fort Wingate (pop. less than 1,000; on reservation)
Fruitland (pop. less than 1,000)
Gallup (pop. 15,100)
Isleta (pop. 1,080; on reservation)
Mescalero (pop. 900; on reservation)
Pueblo ATto (pop. less than 1,000)
San Felipe Pueblo (pop. 1,187)
Santo Domingo Pueblo (pop. 1,662)

New York
Basom (pop. less than 1,000; on reservation)
Bombay (pop. 400)
Brockport (pop. 7,878)
Elba (pop. 752)
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(New York continued)
Forestville (pop. 908)
Hogansburg (pop. less than 1,000; on reservation)
Johnson City (pop. 18,025)
Oxford (pop. 1,944)
Pavilion (pop. 500)
Randolph (pop. 1,498)
Salamanca (pop. 7,877; on reservation)
St. Johsville (pop. 2,089)
Slingerlands (pop. less than 1,000)
Star Lake (pop. 800)

North Carolina
Cherokee (pop. 600; on reservation)
Fairmont (pop. 2,827)
Graham (pop. 8,172)
Pembroke (pop. 1,982)
Shelby (pop. 16,328)

North Dakota
Belcourt (pop. 950; on reservation)
Cannon Ball (pop. less than 1,000; on reservation)
Fort Yates (pop. 1,153; on reservation)
Rolette (pop. 579)

Ohio
Newton Falls (pop. 5,378)

Oklahoma
Choctaw (pop. less than 1,000)
Duncan (pop. 19,718)
East Pryor (pop. 7,057)
Fairfax (pop. 1,889)
Hugo (pop. 6,585) -
McAlester (pop. 18,802)
Morris (pop. 1,119)
Pawnee (pop. 2,443)
Perry (pop. 5,341)
Sasakaw (pop. 321)

Pennsylvania
Danville (pop. 6,176)

South Dakota
Eagle Butte (pop. 530; on reservation)
Fort Thompson (pop. 300; on reservation)
Ideal {pop. less than 1,000)
Mission (pop. less than 1,000)
Pine Ridge (pop. 2,768; on reservation)
Stickney (pop. less than 1,000)
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Texas
Gunter (pop. 847)

Vermont
Wilder (pop. 1,328)

Virginia
Grottoes (pop. 1,166)
Providence Forge (pop. 200)

Washington
Marysville (pop. 4,343; on reservation)

Wisconsin
Keshena (pop. 400)
Phillips (pop. 1,511)
Two Rivers (pop. 13,243)
Watertown {pop. 16,400)
Wisconsin Dells (pop. 2,401)
Wisconsin Rapids (pop. 18,800)

Home Addresses Classified as Urban by State

Alabama .
Huntsville (pop. 139,282)

Alaska
Fairbanks (pop. 25,000)

Arizona
Phoenix (pop. 705,000)

California
Azusa (pop. 25,217; in Los Angeles metropolitan area)
Concord (pop. 85,164)

Covina (pop. 30,395; in Los Angeles metropolitan area)
Duarte (pop. 14,981; in Los Angeles metropolitan area)
Glendora (pop. 31,380; in Los Angeles metropolitan area)
Hacienda Heights (pop. 35,969; in Los Angeles metropolitan area)
La Mirada (pop. 30,808; in Los Angeles metropolitan area)
Long Beach (pop. 358,879)
Los Angeles (pop. 2,809,813)

_ Pomona (pop. 87,384; in Los Angeles metropolitan area)
Sacramento (pop. 257,105) ‘
Santa Ana (in Los Angeles metropolitan area)
Visalia (pop. 27,268)

Colorado
Denver (pop. 514,678)
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Connecticut
East Hartford (pop. 54,600)
Milford (pop. 50,858)
Wallingford (pop. 35,714)
Westport (pop. 27,414)

Delaware
Wilmington (pop. 80,386)

Florida
Lakeland (pop. 47,500)
Panama City (pop. 33,100)

Georgia
Augusta (pop. 59,864)

I1Tinois
Brookfield (pop. 20,100; Chicago suburb)
Glenview (pop. 30,800; Chicago suburb)
Woodridge (pop. 20,400; Chicago suburb)

Iowa
Davenport (pop. 99,386)

Kansas
Shawnee (pop. 20,482; Kansas City suburb)

Kentucky
Owensboro (pop. 56,000)

Maryland’
Baltimore (pop. 905,759)
Silver Springs (pop. 82,500; Washington D.C. suburb)
Towson (pop. 77,768; Baitimore suburb)

Massachusetts
Acton (pop. 2,500; in Boston metropolitan area)
Fall River (pop. 95,000)
Lexington (pop. 31,886; Boston suburb)
West Bridgewater (pop. 2,100; in Boston metropolitan area)
West Springfield (pop. 28,461)

Michigan
Detroit (pop. 1,355,000)
Garden City (pop. 41,864; Detroit suburb)
Taylor (pop. 77,490; Detroit suburb)
Warren (pop. 179,260)

Minnesota
Minneapolis (pop. 434,400)
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Missouri
Ferguson (pop. 27,400; St. Louis suburb)

Florissant (pop. 65,908; St. Louis suburb)
Hazelwood (St. Louis suburb)

Kansas City (pop. 507,330)

Parkville (pop. 1,253; Kansas City suburb)
St. Charles (pop. 31,834; St. Louis suburb)

Nevada
Reno (pop. 72,863)

New Jersey
River Edge (pop. 12,850; part of New York to Newark urban sprawl)

New Mexico
Albuquerque (pop. 243,751)

New York
Baldwin (pop. 34,525; on Long Island)
Buffalo (pop. 462,768)
East Meadow (pop. 46,290; on Long Island)
Huntington (pop. 12,601; on Long Island)
New York City (pop. 7,605,000)
Niagra Falls (pop. 80,600)
Rochester (pop. 282,000)
Webster (pop. 5,037; Rochester suburb)
White Plains (pop. 50,346; New York City suburb)

North Carolina
Charlotte (pop. 241,178)
Raleigh (pop. 144,000)

North Dakota
Grand Forks (pop. 42,581)
West Minot (pop. of Mioot is 32,823)

Ohio
Toledo (pop. 366,000)
Witlewick (pop. 21,237; Cleveland suburb)

OkTahoma
Del City (pop. 28,900; Oklahoma City suburb)

Muskogee (pcp. 40,000)

Oklahoma City (pop. 368,377)

Ponca City (pop. 24,600)

Sapulpa (pop. 15,159; Tulsa suburb)
Stillwater (pop. 33,000)

Tulsa (pop. 343,000)

West Oklahoma City (see Oklahoma City)

Pennsylvania
Hummelstown (suburb of Harrisburg; Harrisburg pop. is 62,600)
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(Pennsylvania continued)
Newton Square (pop. 11,081; Philadephia suburb)
Palmyra ?pop. 7,615; Harrisburg suburb)
Springfield (pop. 29.006; Philadephia suburb)

Rhode Island
Woonsocket (pop. 46,000)

Tennessee
Clarksville (pop. 44,900)

Texas
Houston (pop. 1,232,802)
Sherman (pop. 29.061)
Victoria (pop. 41,349)

Utah
Provo (pop. 59,000)

Virginia :
Newport News (pop. 149,000)
Virginia Beach (pop. 224,000)

Washington
Auburn (pop. 21,300)
Seattle (pop. 530,000)

Wisconsin
Grafton (pop. 5,998; Milwaukee suburb)
Madison (pop. 173,000)
Milwaukee (pop. 669,022)
Racine (pop. 90,700)
Wauwatosa (pop. 55,500; Milwaukee suburb)
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APPENDIX E

Coding of College Region
Recoding of Major Field (1971 and 1980)
Recoding of Occupational Aspirations (1971)
Recoding of Occupational Outcomes (1980)
Factor Analysis Results

List (and Coding) of Independent Variables
Used in the Regressions

222



Coding of College Region

Region States

East Connecticut, Delaware, District of
Columbia, Maine, Maryland, Massachusetts,
New Hampshire, New Jersey, New York,
Pennsylvania, Rhode Island, Vermont

Midwest I1linois, Indiana, Iowa, Kansas,
Michigan, Minnesota, Missouri, Nebraska,
North Dakota, Ohio, South Dakota,
Wisconsin

South Alabama, Arkansas, Florida, Georgia,
Kentucky, Louisiana, Mississippi,
North Carolina, South Carolina, Tennessee,
Virginia, West Virginia

West Alaska, Arizona, California, Colorado,
Hawaii,- Idaho, Montana, Nevada, New
Mexico, Oklahoma, Oregon, Texas, Utah,
Washington, Wyoming
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Recoding of Major Field (1971 and 1980)

Major Field Category

Survey Response Alternatives

Arts and humanities

Biological sciences?

Business
Engineering

Physical sciences and
mathematicsa

Allied health fields

Nursing
Premedical
Prelaw

Social sciences b
(theoretical)

Social scienges
(applied)

Education

Agriculture and forestryC

architecture, English (literature), fine
arts, history, journalism (writing),
Tanguage (modern), language (other),
music, philosophy, speech and drama,
theology, other arts and humanities major

biology (general), biochemistry, bio-
physics, botany, zoology, other biological
science major

accounting, business administration,
electronic data processing, secretarial
studies, other business major

aeronautical, civil, chemical, electrical,
industrial, mechanical, other engineering
major

chemistry, earth science, mathematics,
physics, statistics, other physical
science or mathematics major

health technology (medical, dental, Tlab-
oratory), pharmacy, therapy (occupational,
physical, speech)

nursing

predentistry, premedical, preveterinary

prelaw

anthropology, economic, history, political
science (government and international
relations), psychology, other social
science major

social work, sociology
education, physical education and recrea-
tion

agriculture, environmental science,
forestry
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Recoding of Major Field (1971 and 1980): continued

Major Field Category Survey Response Alternatives

Technical fields electronics, industrial arts, other
(technical) major

Other fields® other professional majors, communications,
computer science, home economics, 1library
science, military science, other (non-
technical) major

aIn reporting the data, the biological sciences and the physical
sciences and mathematics are often collapsed as "natural sciences and
mathematics."

bIn reporting the data, the theoretical and applied social sciences
are often collapsed as "social sciences."

CIn reporting the data, agriculture and forestry are often included
in the "other fields" category.
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Recoding of Occupational Aspirations (1971)

Occupational Category

Survey Response Alternatives

Allied health

Arts

Business

Clerical

Elementary and secondary
education

Helping professions

Professions

Peace keeping and
agriculture?

Skilled trades?

Otherd

Homemaker

Undecided

dietician or home economist, lab techni-
cian or hygienist, nurse, optometrist,
pharamacist, therapist (physical, occup-
ational, speech) :

actor or entertainer, artist, interior
decorator, musician, writer or journalist

accountant or actuary, business executive,
business owner or proprietor, business
salesman or buyer

business (clerical), computer programmer

school principal or superintendent,
teacher (elementary), teacher (secondary)

clergyman (minister or priest), clergy
(other religious), clinical psychologist,
school counselor, social worker

architect, dentist, engineer, Tawyer,
physician, veterinarian

farmer or rancher, law enforcement
officer, military service

skilled trades

college teacher, conservationist or for-
ester, foreign service worker, interpreter,
scientific researcher, statistician, other
occupation

housewife

" undecided

8In reporting the data, peace keeping and agriculture and skilled
trades are usually included in the "other" category, since few freshmen
chose these responses. They are reported separately only when the
response patterns show differences between the groups being compared on

choice of that occupation.
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Recoding of Occupational Qutcomes (1980)

Occupational Category

Survey or Telephone Inter‘viewa Responses

Allied health

Arts

Business:

Clerical

Elementary and secon-
dary education

Survey: dietician or home economist, lab
technician or hygienist, nurse, optometrist,
pharmacist, therapist (physical, occupation-
al, speech)

Interview: dietician, registered nurse,
therapist, clinical laboratory technologist
or technician, dental laboratory technician,
health technologist or technician (not else-
where classified)

Survey: actor or entertainer, artist,
interior decorator, musician, writer or
journalist

Interview: designer, editor or reporter

Survey: accountant or actuary, business
executive, business owner or proprietor,
business salesman or buyer

Interview: accountant; computer systems
analyst; public relations or publicity
writer; restaurant, cafeteria, or bar mana-
ger; sales manager or department head (re-
tail trade); advertising agent or sales-
man; insurance agent, broker, or under-
writer; sales representative (manufacturing
industry); manager or administrator (not
elsewhere classified)

Survey: business (clerical), computer pro-
grammer

Interview: office manager, sales clerk
{retail trade), computer or peripheral
equipment operator, key puch operator, medi-
cal secretary, secretary, stock clerk or
storekeeper, telephone operator, miscellan-
eous clerical workers

Survey: school principal or superintendent,
teacher (elementary), teacher (secondary)
Interview: elementary school teacher, secon-
dary school teacher, teacher (other than
cg]le e or university, not elsewhere class-
ified
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Recoding of Occupational Outcomes (1980): continued

Occupational Category

Survey or Telephone Interview® Responses

Helping professions

Professions

Other professional

Technicians and
craftsmen

Operatives and
laborers

Other

Survey: clergyman (minister or priest),
cleray (other religious), clinical psychol-
ogist, school counselor, social worker

‘Interview: clergyman, psychologist, social

worker, vocational or educational counselor

Survey: architect, dentist, engineer,
Tawyer, physician, veterinarian

Interview: architect, civil engineer, elec-
trical engineer, mechanical engineer, law-
yer, physician

Survey: college teacher, conservationist
or forester, foreign service worker, inter-
preter, scientific researcher, statistician,
other

Interview: Tlibrarian, geologist, urban or
regional planner, college or university
teacher, health administrator, official or
administrator (public administration)
Survey: skilled trades, semi-skilled worker
Interview: computer specialist (not else-
where classified); engineer (not elsewhere
classified); chemical technician; draftsman;
electrical or electronic engineering tech-
nician; public administration inspector;
lodge, society, or union official; carpen-
ter; printing trade apprentice; foreman;
locomotive engineer; air conditioning, heat-
ing, or refrigeration mechanic or repairman;
plumber or pipe fitter; plumber or pipe
fitter apprentice; telephone installer or
repairman; asbestos or insulation worker;
welder or flame-cutter; miscellaneous mech-
anics or repairmen

Survey: Tlaborer (unskilled)
Interview: assembler, machine operative,

aborer

Survey: farmer or rancher, law enforcement
officer, military service, other occupation
Interview: athlete or kindred worker,
teacher aide, bartender, sheriff or bailiff,
other
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Recoding of Occupational Outcomes (1980): continued

Occupational Category Survey dr'TeTephone Interview? Responses
Housewife, student, Survey: housewife, unemployed
or unemployed N 'fInterVigw;._hqqsewife, student, unemployed

aTelerhone interview responses were coded using the Census Bureau's
Occupationai Classification System.
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Independent Variables Used in the Regressions

Student Personal Characteristics (8 variables)
Source of Data: 1971 Survey

Question Number Variable
Sex (1=male, 2=female)
3 Age (1=16 or younger...8=26 or older)
12 Father's education (l=grammer school or
less...6=postgraduate degree)
12 Mother's education (l=grammer school or
less...6=postgraduate degree)
15 Family income (1=less than $4,000...12=
$40,000 or more)
17 Raised as a Catholic (1l=no, 2=yes)
17 Raised as a Protestant (1=no, 2=yes)
home address Home environment (1=rural, 2=urban)

High School Background (15 variables)
Source of Data: 1971 Survey

Question Number Variable
4 Average grade in high school (1=D...8=A, A+)
5 Rank in graduating class (1=4th quarter...
4=top quarter)
9 Achievements (1=no, 2=yes)

1. Won a varsity letter (sports)

2. Had poems, stories, essays, or
articles published

3. Was elected president of one or
more student organizations

4. Was a member of a scholastic honor
society

26 Perceived need for tutoring or remedial
assistance (1=no, 2=yes)

1. English
2. Mathematics
3. Scienca
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Independent Variables Used in the Regressions: continued

Question Number Variable
19 High school behavior factor scores

1. Involvement

2. Rebelliousness
Studiousness
Activism
Passivity
Affiliative

[© 2N 6 ) IR Y %
e e 4 4

3. Affective Measures (20/21 variables)
Source of Data: 1971 Survey

Question Number Variable
13 Concern about ability to finance college
education (l=none...3=major concern)
18 Reasons for going to college factor scores

1. Extrinsic
2. Self-Improvement
3. Exposure
4. Default '

22 Self-ratings factor scores
1. Social self-esteem
2. Academic self-esteem

3. Empathic-expressive
4. Realism
5. Conviction
6. Touchiness
25 College expectations (1l=no chance...4=very

good chance)
1. Get married while in college
2. Make at least a "B" average

3. RBe saticfiod with your college
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Independent Variables Used in the Regressions: continued

Question Number

28

102

‘Variable

Life goals factor scores

1. Status

Civic involvement
Aesthetic
Quality of 1ife
Altruistic

6. Family

L B w M

Degree aspirations (l=unknown, none, or

other...5=1aw, medical, doctorate)

4. Financial Plans for Meeting College Expenses (7 variables)
Source of Data: 1971 Survey, Question 14 (1=no, 2=yes)

1.

2.

Major resource: part-time or summer

work or savings from full-time employment

Major resource: parental or family aid
or gifts .

Minor resource: parental or family aid
or gifts

Major resource: scholarships or grants
Minor resource: scholarships or grants

Major resource: NDEA Tloans, federally
insured loans, college loans, or other
repayable loans

Minor resource: NDEA loans, federally
insured loans, college loans, or other
repayable Tloans

5. College Environmental Characteristics (9 variables)

Data Source

HEGISD
HEGIS
HEGIS
CIRPC
CIRP
CIRP

Variable

University (l=no, 2=yes)
Two-year college (1l=no, 2=yes)
Control (1=public, 2=private) -
Located in East (1=no, 2=yes)
Located in Midwest (1=no, 2=yes)
Located in West (1=no, 2=yes)
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Independent Variables Used in the Regressions: continued

Data Source

HEGIS
HEGIS

1971 Survey,
question 11

Variable

Selectivity (1=less than 775...9=1300 or
above)

Enrollment (1=less than 250...9=20,000 and
above)

Distance from home to college (1=5 miles or

less...6=more than 500 miles

aDegr‘ee aspirations were used as an independent variable only in the
regression using level of educational attainment as the dependent

variable.

bSome of the institutional variables were abstracted from the Higher
Education General Information Survey (HEGIS) for 1973.

CThe Cooperative Institutional Research Program (CIRP) classifies
colleges by region as described earlier in this Appendix.
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