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ABSTRACT 

The purpose of this study was to describe and compare 

the post-school adjustment of Native American youth who 

received special education or regular education services on 

White Mountain Apache Indian reservation in Arizona. This 

study reflects what the students have been doing since they 

left school, whether their school experiences have prepared 

them for life in general, and how their personal history 

helps identify their values, outlooks, and current community 

standing. 

In an effort to assess the transition status of these 

former students, a 38 item survey instrument was developed. 

A total of 132 students were identified from the Alchesay 

high school records. Of this number, face-to-face 

interviews were conducted with 106 former (80%) students. 

Students were compared in five areas which have been 

identified as important to successful transition from school 

to adult life. Comparisons were made on the respondents 

opinions of their secondary school education, employment 

status, independent living, maladjustment, and 

culture/traditionality. 

SES stated that mathematics, resource programs~ and 

English prepared them for the job market whereas 

mathematics, office skills, science, and business education 
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were selected by the RES. All the respondents wished for 

computer education. Only 31% of the total sample was 

employed up to five years after leaving school. Seventy

four percent of the students still live with their parents. 

Forty-four percent of both groups had arrest records, and 

68% of both groups had a history of sUbstance abuse. Sixty

four percent of the respondents use and speak the Apache 

language most of the time. Parents and the extended family 

provide the majority of guidance and support as these young 

adults seek employment, community integration and social 

adjustment. There is a pressing need for transitional 

programs, better job programs, and sUbstance abuse 

preventive programs for both groups of Apache post-high 

school students. 



CHAPTER 1 

BACKGROUND OF THE PROBLEM 

Introduction 
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The Education of the Handicapped Act Amendments of 1983 

authorized a federal initiative for secondary and 

transitional services for youth with disabilities. This 

initiative focused on the need to coordinate education and 

training services to assist youth with disabilities in the 

transitional process from school to work and or post

secondary education. The law also emphasized the design of 

vocational programs t~ increase the potential of youth with 

disabilities for competitive employment. This law marked 

the emergence of transition from school to work as a major 

focus in programs for youth with disabilities. 

Recent research indicates that educational services 

provided to youth with disabilities by public high schools 

have not fully provided a community-based curriculum, least 

restrictive environment, or appropriate vocational training 

(Brown, Halpern, Hasazi, Wehman, 1987). As a result, 

social mainstreaming in communities has been at a minimum. 

Follow-up studies (Mithaug, Horiuchi, & Fanning, 1985; 

Hasazi, Gordon, & Roe, 1985; Hasazi, Gordon, Roe, Hull, 

Finck, & Salembier, 1985) have indicated that former special 

education students often are unemployed and do not use 

community services and resources effectively. 
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concept of Transition from School to Work 

The concept of transition from school to work has 

appeared in special'education and rehabilitation legislation 

since 1984. will (1984) defined transition as a bridge from 

the secondary school setting to the world of work. She 

stated that: 

The transition from school to working life is an 
outcome oriented process encompassing a broad array of 
services and experiences that lead to employment ... The 
transition from school to work and adult life 
requires sound preparation in the secondary school; 
adequate support at the point of school leaving; and 
secure opportunities and services, if needed, in adult 
situations. 

For effective transition, will (1984) and Office Of Special 

Eduction and Rehabilitation Services (OSERS) staff developed 

three bridges (or three levels of services) for high school 

exiters to utilize as they move to adulthood: (a) transition 

without special services, finding and obtaining employment 

using the generic services available to anyone in the 

community (e.g., an employment service); (b) transition with 

time limited services, specialized short-term services 

leading to employment (e. g., vocational rehabilitation); 

and (c) transition with ongoing services, vocational and 

non-vocational services provided on an ongoing basis. 

Depending upon the individual, the goal of transition could 

range from community-based employment to involvement in a 
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work activity center program. These three bridges provide a 

conceptual foundation for transition from school to work. 

In 1985, Halpern criticized will's model, stating that 

the bridges to adulthood lead only to employment. Halpern 

stated that living successfully in the community should be 

the primary goal of transitional services. Halpern 

developed a model which included three pillars to 

transition. The first pillar includes a wide array of 

issues that deal with job finding networks, job search 

skills, wage levels, employee benefits, and job 

discrimination. The second pillar includes the quality of a 

person's residential environment. In addition to an 

individual's own horne one must consider the neighborhood and 

available community and recreational services within close 

proximity to the horne (Halpern, 1985). The third pillar 

refers to the social and interpersonal network. It includes 

the major dimensions of human relationships such as "daily 

communications, self-esteem, family support, emotional 

maturity, friendship, and intimate relationships" (Halpern, 

1985, p. 481). 

During the transition process, regardless of the bridge 

used, students leave a well-structured environment in which 

free and appropriate educational services are federally 

mandated and encounter a myriad of service systems in which 

no federal mandates are in place. The authorization of the 
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Individuals with Disabilities Education Act (IDEA) of 1990 

(P.L. 101-476) mandates transition services for special 

education students who are sixteen years (or when 

appropriate 14 years) and older. A statement of needed 

transition services must be included in their Individualized 

Education Plan (IEP). Additionally, the IDEA mandates a 

coordinated set of activities, an outcome oriented process, 

and post-school programs. 

According to this law, the purpose of transition 

services is to promote movement from school to post-school 

activities, unlike the narrow focus of employment 

recommended by will (1984). Post-school activities, as 

defined by this law, include post-secondary education, 

vocational training, integrated employment (including 

supported employment), adult services, independent living, 

and community participation. 

statement of the Problem 

Transition has become a key priority within the 

provision of special education in addressing the post-school 

adjustment of youth with disabilities. Although a variety 

of follow-up studies have been conducted, no study has yet 

assessed the post-school adjustment of Native American 

youth. The 1990 U. S. Census indicates that 41% of Native 

Americans on reservations live below the poverty level; the 
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average rate of poverty for the general population is 13%. 

The 1987 Bureau of Indian Affairs (BIA) statistics indicate 

a 48% overall unemployment rate for Native .Americans 

compared to 8% for the general population. Native American 

youth engage in suicide at a rate that is 3 to 10 times that 

of non-Indian people. Similarly, alcohol and sUbstance 

abuse among Native American youth is 2 to 3 times that of 

non-Indian youth (Toubbeh, 1985). These are a few of the 

discouraging facts of the quality of life experienced by 

many Native Americans. 

Because of cultural conflicts, poverty, and inadequate 

programs, Native American high school students drop out of 

school at a rate that is twice the national average 

(O'Connel, 1987). Additionally, educational levels are 

well below that of the general population (O'Connel, 1987). 

Compounding this problem, post-school services and training 

opportunities for exiting youth are very limited, due in 

part to the rural locations in which they live. 

The IDEA maintains that gainful, competitive employment 

and independence from parents are the primary outcomes of 

transition. These goals may not be particularly relevant to 

Native Americans, especially those who live on reservations 

and adhere to traditional ways. However, for these youth, 

becoming active in tribal life should be an important result 

of transition. Although employme It and independent living 
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may not be culturally valued transition themes among Native 

Americans, participating in family chores and in the 

cultural and spiritual activities and ceremonies within the 

tribes may appear to be more appropriate. To accomplish 

these goals, the term transition has to include the family 

chores and cultural activities to address the cultural 

beliefs of Native Americans. only then can IDEA and the way 

that transition should work be judged according to Native 

American beliefs, values, and locally defined community 

standards. 

Purpose of the study 

The primary purpose of this study was to describe and 

compare the post-school adjustment of Native American youth 

who received special education or regular education services 

on the White Mountain Apache Indian Reservation in Arizona. 

This study reflected what the students have been doing since 

they left school, whether their school experiences had 

prepared them for life in general, and how their personal 

history helps influence their values, outlooks, and current 

community standing. The secondary purpose of the study was 

to describe and compare these students' opinions of their 

school training programs. 
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Rationale for study of Problem 

Since the enactment of the 1984 School to Work 

Initiative (Will, 1984), a number of follow-up studies have 

been conducted. Most of these studies have examined urban 

special education graduates and their transition into 

employment, independent living, and community participation. 

only a few follow-up studies have been conducted with rural 

high school students who have special needs (Fardig, 

Algozzine, Schwarz, Hansel, & Westling 1985; Schalock, Holl, 

Elliott, & Ross 1992). To date, no known comprehensive 

follow-up study has been conducted on Native American 

reservation communities. Therefore, a retrospective study 

with reservation communities would be important to identify 

the post-school adjustments of Native American youth. 

This study will be useful for a number of reasons. 

First, the results of this study would provide information 

about the local high school programs' effectiveness in 

preparing students to work and live in the tribal 

communities. Second, this information will assist service 

providers in understanding the needs of their students, and 

help reduce barriers in interagency cooperation. Third, 

such information could be useful for tribal governments in 

planning and developing transition services that are 

culturally appropriate for their youth. In addition, the 

results derived from this study will provide important 



perspectives on school curriculum and comply with federal 

mandates on the transition from school to work in the 

reservation communities. 

Research Questions 

18 

This study has been designed to answer the following 

questions regarding the transition of Native American youth 

who received special education or regular education services 

on the White Mountain Apache Indian Reservation in Arizona. 

1. What programs were most helpful in preparing them 

for work and life in general? 

2. What programs would the former students like to 

have had to help them become more prepared for job 

market? 

3. What kinds of jobs have these youths held, wages 

earned, and hours worked since they left school 

and how do they feel about them? 

4. Where do these former students reside and how do 

they feel about their current living situations? 

5. What type of problems do these former students 

encounter and how do they feel about themselves 

while seeking social life and community 

integration? 



6. What are some of the interests and cultural 

activities of Apache youth and who prepared them 

for traditional life in the reservation 

communities? 

Summary 

19 

It is believed that transition from a structured school 

environment to an unstructured adult environment is a 

critical period for young people. This is a time for 

establishing a personal identity in employment and 

independent living. An assessment of the degree to which 

the special education students integrate into community life 

can provide an overall evaluation of the effectiveness of 

the high school programs. The information collected from 

this study concerning psychological well-being, employment, 

life style satisfaction, community adjustment, and 

culture/traditionality is expected to contribute to the 

knowledge base regarding the Apache young adults who 

received special education or regular education services in 

the White Mountain Apache Indian Reservation in Arizona. 



CHAPTER 2 

REVIEW OF THE LITERATURE 

Introduction 

The review of literature that follows will provide a 

legislative history of key federal initiatives regarding 

transition, an overview of vocational service developments 

for Native Americans, and an analysis of the follow-up 

studies that have been conducted to date. This review is 

designed to orient the reader to the historical background 

regarding transition as well as to illustrate some of the 

needs and the direction that this process needs to take in 

meeting the needs of Native American youth with 

disabilities. 

Legislative History 

20 

The importance of transition from school to post

secondary adjustment for individuals with disabilities can 

be traced through legislative history. The need for 

transition services has been realized and discussed in 

special education, vocational education, and rehabilitation 

legislation. Specifically, P.L. 94-142, the Carl Perkins 

Vocational Education Act (P.L. 98-524), the Rehabilitation 

Act of 1973 (P.L. 93-112), the Americans with Disabilities 
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Act of 1990 (P.L. 101-336), and the Individuals with 

Disabilities Education Act of 1990 (P.L. 101-476) are the 

major pieces of legislation affecting the education, 

employment, comnunity living, and other adjustments to adult 

life of individuals with disabilities. 

Special Education Laws 

Education of the Handicapped Act (ERA) of 1970 (P.L. 91-230) 

For the first time, through this act, a significant 

amount of federal funding was appropriated to the states in 

a grant-in-aid program to identify handicapped children and 

develop special education programs to meet their needs 

(Swartz, 1991). 

Education of All Handicapped Children Act of 1975 (P.L. 94-

142) 

This landmark legislation mandated that all children 

with disabilities receive a free, appropriate public 

education in the least restrictive environment (LRE). The 

rights of children with disabilities as well as those of 

their parents were protected in due process procedures. 

This law also creates safeguards in the assessment and 

placement process. Through this legislation, increased 

federal funds were made available to states for the 

implementation of this law. 



22 

The purposes of P.L. 94-142 were (a) to guarantee the 

availability of special education services to children with 

disabilities who need it; (b) to assure fair and appropriate 

evaluation and decision making when providing special 

education to youth with disabilities; (c) to establish 

procedures to assess the effectiveness of special education 

programs at schools; (d) to assist the efforts of state and 

local governments through federal funding in providing 

appropriate education services to all children and youth 

with disabilities. 

Two major requirements of P.L. 94-142 are the 

Individualized Education Plan (IEP) and the Least 

Restrictive Environment (LRE). The IEP paved the way for 

the provision of transition services, whereby LRE required 

that children with disabilities be integrated with their 

non-disabled peers (Swartz, 1991). 

Transition Related Laws 

Education of the Handicapped Act of 1983 (P.L. 98-199)

Secondary Education and Transitional Services for 

Handicapped Youth 

This law specifically addressed the importance of 

education, training, and related services for youth with 

disabilities in the transition process from school to 

employment, post-secondary education, and independent 



living. This law also authorized federal dollars to 

strengthen and develop vocational and other programs for 

secondary special education. In addition, this act 

identified the need for transition services to be a major 

focus for youth with disabilities. 

ERA Amendments of 1986 (P.L. 99-457) 

23 

In this amendment, a number of revisions were made to 

secondary education and transitional services. Related 

services such as school health services, social work 

services in schools, and parent counseling and training also 

were included in this Act (Swartz, 1991). Thus, transition 

was perceived as a theme to be addressed by providing 

programs throughout a youngster's school career and into 

adulthood. These programs were expanded to include high 

school graduates and drop-outs from public schools. 

Moreover, states were encouraged to develop interagency 

collaboration which would thus provide better transition 

services and information on the status of youths with 

disabilities who exited from secondary education to adult 

life (DeStefano and Wermuth, 1992). 

Individuals with Disabilities Education Act (IDEA) of 1990 

(P.L. 101-476) 

This new law changed the name of the law from the 

Education of the Handicapped Act to the Individuals with 

Disabilities Education Act. Through this act, Congress has, 
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for the first time, mandated transition services for youth 

with disabilities who are 16 years of age and older. 

Besides transition services, IDEA also mandated that 

assistive technology services be included in a special 

education program. Under thi.s law, rehabilitation 

counseling and social work services are included as related 

services; employment, independent living, and community 

participation are considered to be important goals for youth 

with disabilities. 

IDEA requires that an Individualized Transition Plan 

(ITP) with a statement of needed transition services by age 

16 (or 14 when appropriate) be in place for disabled youth. 

The ITP should include a statement of other necessary 

interagency responsibilities after the individual leaves 

school (Swartz, 1991). This law specifically defines what 

determines transition services for an individual student: 

The coordinated set of activities shall be based on the 
individual student's needs, taking into account the 
student's preferences and interests, and shall include 
instruction, community experiences, the development of 
employment and other post-school adult living 
objectives, and when appropriate, acquisition of daily 
living skills and functional vocational assessment (20 
U.S.C. 1401 (a) (19». 

vocational Education Laws 

Carl Perkins vocational Education Act of 1984 (P.L. 98-524) 

P.L. 98-524 is particularly important because it 

requires that vocational education be provided for students 
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wi th disabilities. Federal funds were earrnar]ced for the 

equipment, the staffing, and building facilities to support 

vocational education programs that include youths with 

disabilities. Ten percent of the available funds under this 

act were allocated for students with disabilities and 22% 

were allocated for the disadvantaged. This disadvantaged 

population includes those who have a disability, are 

disadvantaged, or have limited English proficiency. 

Some of the goals of this act were to improve access to 

buildings and to employ special needs students who have been 

underserved in the past. This act also mandates that every 

youth with disabilities and his or her parents be informed 

of vocational education programs available in the school one 

year prior to the provision of such vocational education. 

The four key provisions of this act are 1) career assessment 

of youth with disabilities interests and abilities in 

vocational programs; 2) special services such as curriculum 

adaptation, equipment and facilities; 3) guidance and 

counseling; 4) programs to facilitate post-school employment 

opportunities. In essence, the Carl Perkins Act legitimized 

vocational education for those with disabilities (Swartz, 

1991) . 
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Carl D. Perkins Vocational and Applied Technology Education 

Act of 1990 (P.L. 101-392) 

This law places importance on improving educational 

programs leading to the academic and vocational skill 

competencies needed to function in a technologically 

advanced society. It expands the term "special populations" 

to include individuals with disabilities, individuals who 

are economically and educationally disadvantaged (including 

migrant workers), and youth with limited English 

proficiency. This act is closely tied to IDEA as it 

mandates full vocational education programs for individuals 

with disabilities (NICHCY, 1991). 

Vocational Rehabilitation Laws 

Rehabilitation Act of 1973 (P.L. 93-112) 

This Act is a landmark in legislation because it 

protects people with disabilities against discrimination. 

Specifically, section 504 provides basic civil rights 

protection against discrimination in federal programs. The 

law states that no otherwise qualified handicapped 

individual in the United states shall, solely by reason of 

his/her handicap, be excluded from the participation in, be 

denied the benefits of, or be subjected to discrimination 

under any program or activity receiving federal financial 
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assistance. Thus, it is implicitly recognized that persons 

with severe disabilities were underserved by state and 

federally supported agencies. To overcome the 

discrimination, this law states that agencies that persist 

in acts of discrimination face the loss of federal funds. 

Another important feature of this law is the 

requirement of an Individualized written Rehabilitation Plan 

(IWRP) regarding the delivery of appropriate services. This 

plan has to include a statement of long-range rehabilitation 

goals and short term objectives to meet such goals; the type 

of rehabilitation services to be provided; the initiation 

date and the expected duration of services; and the annual 

review and evaluation procedures. 

Swartz (1991) stated that the importance of this act 

was the emphasis on transition for school age children and 

youth with disabilities. P.L. 94-142 was particularly 

referenced in the language of this act stating that children 

to be served by the public schools were guaranteed similar 

protections as adults served by rehabilitation and other 

agencies. This inclusion set the stage for interagency 

services. 

Americans with Disabilities Act (ADA) of 1990 (P.L. 101-336) 

ADA is the most significant piece of legislation 

because it assures the complete civil rights of all 

individuals with disabilities. Here is seen the last step 
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in a process designed to integrate individuals with 

disabilities into American society (Swartz, 1991). Since 

this law is based on the beliefs of the Rehabilitation Act 

of 1973, it requires that barrier-free services in the 

following areas must be made available: (a) equal 

opportunity for individuals with disabilities in employment; 

(b)· public accommodation; (c) state and local goveLnment 

services; (d) transportation, and (e) telecommunications for 

individuals with disabilities. 

To make the transition from school to work easier, ADA 

requires employers to make a reasonable accommodation to the 

needs of employees with disabilities, therefore enabling 

these individuals to perform more easily required job 

functions (NICHCY, 1991). 

Native American Education Laws 

In the preceding section, the var.ious acts regarding 

laws for special education which are applicable to all 

public schools were reviewed. It is now necessary to examine 

the legal structure effecting Native American schools as 

well. 

Johnson O'Malley Act (J-O'M) 

On April 16, 1934, Congress passed J-O'M Act. This act 

authorized the Secretary of the Interior to make contracts 
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with state, territory, and other nonprofit agencies for the 

educational, medical, agricultural, and welfare assistance 

of Native Americans. The purpose of this act was to get 

states to take an interest in the education of Native 

Americans by providing federal assistance to states to ease 

the impact of tax-free Native American lands and to provide 

a variety of services to Native Americans (Thompson, 1978). 

In the early years of J-O'M, Bureau leaders believed 

that special programs such as supervision and in-service 

training of rural teachers, use of health workers and social 

workers in Native American communities, and ,training Native 

Americans to serve as teachers, doctors, and nurses would 

help Native Americans work out their own problems. This 

would be implemented through the public school system. 

However, these goals were not realized. The primary 

weakness in the J-O'M program was the poor quality of 

teachers and administrators, the public schools' interest in 

the J-O'M money rather than in the Native American students 

themselves, and the difficult relationships between state 

and federal administrations which impeded the goals of the 

J-O'M funding (Thompson, 1978). All of these problems led 

to a type of education ill suited to the needs of tne Native 

American children (Szasz, 1974). Although the J-O'M 

funding continued, it represents only a small portion of the 
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financial support needed by public schools that serve Native 

American children. 

Impact Aid and Public School construction Amendments 

In 1950 Congress passed two bills called Federally 

Impacted Area Legislation (P.L. 874, and P.L. 815). The 

purpose of these laws was to provide federal assistance to 

school districts (P.L. 874) for general operating expenses, 

in lieu of local taxes and funds for (P.L. 815) school 

construction in federally impacted areas (Szasz, 1974). 

When state officials objected to a mandatory transfer of 

funding from J-O'M to P.L. 874, it became a subject of 

debate between the state education officials and the u.S. 

Office of Education. The outcome of this debate permitted 

Native American children to receive funds from P.L. 874 

based on the state in which they lived. Then, in 1958, 

Congress passed an amendment to P.L. 874. According to this 

amendment, states had to apply for P.L. 874 funding as their 

primary source of aid. However, if the total aid under P.L 

874 did not equal that of the J-O'M contract, then J-O'M 

funds would make up the difference. The intent of P.L. 874 

was to provide the basic support for Native American 

children hither to provided by J-O'M, with J-O'M now being 

used only for special needs. 
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The Elementary and Secondary Education Act 

On April 11, 1965, Congress enacted the Elementary and 

Secondary Education Act to meet the special education needs 

of children from low-income families. Unlike J-O'M and P.L. 

874's, this act marked the first official recognition of the 

special needs of the children to whom it applied. "For more 

than thirty years the federal government had refused to 

acknowledge that there was any need other than the financial 

aid it provided to the school districts themselves. 

Belatedly, this legislation recognized that the children 

themselves should be considered" (Szasz, 1974 p. 183). 

According to this act, almost all Native American children 

were to benefit directly from Title 1 of this new 

legislation. Although the intent of this innovative Title 1 

program was geared to meet the needs of Native American 

children, in practice, a significant portion of the funding 

was used for basic operating expenses, and another part was 

spent on all of the students in the districts. In some 

cases, non-Native American students benefitted more from 

this than the Indian students themselves (Szasz, 1974). 

White Mountain Apache Indian Reservation 

The White Mountain Apache Indian Reservation was 

established on June 7, 1897 for the White Mountain Apache 

Indians. It is located in the White Mountains in northeast 



central Arizona, some 200 miles from Tucson. This 

reservation has been described as the largest privately 

owned recreational area in the united states of America 

(Mente, 1988). 
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The White Mountain Apache Indian Reservation occupies 

1,664,872 acres and is made up of low hills and valleys in 

the southwestern portion, densely forested mountains, and 

high meadows and deep canyons in the northern and eastern 

parts of the reservation. It borders the San Carlos Indian 

Reservation in the south. Mt. Baldy is the highest point on 

the reservation at 11,459 feet; the lowest point is the Salt 

River Canyon with an elevation of 2,700 feet. White 

Mountain Apache Indians call themselves "DiNeh," meaning 

"The People" in their language. The reservation has 

approximately 10,000 people spread throughout. Whiteriver 

is the capital of the reservation and the largest town. It 

includes the tribal offices, the Whiteriver school district 

including Alchesay high school, and a saw mill. other 

settlements in the area include Ft. Apache, East Fork Creek, 

Honday, McNary, Cedar Creek, and Cibecue. 

The beautiful mountains, meadows, valleys, and streams 

make this reservation a vacation wonderland that attracts 

large numbers of tourists, campers, fishers, and hunters. 

In addition to the tourism industry, Apaches are known for 

farming, animal rearing, and forestry. 
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Ceremonies 

Sunrise Dance is an age ritual for Apache girls 

designed to "prepare her" or "get her ready" (Mente, 1988). 

It is the major event in every Apache girl's life. The 

purpose of the puberty ceremonies (Sunrise Dance) is to 

ensure that the girl will enjoy good health, prosperity, a 

lorig life, and many friends to the end of her days. The 

puberty ceremonies last for three days or more. They do not 

indicate that the girl is expected to get married soon 

afterward. The Sunrise Dance which includes medicine men, 

singers, and other tribal deities, is designed to signify an 

Apache girl's transition from girl to woman. Although the 

puberty ceremony is a major ritual for Apache girls, it is 

not performed for Apache girls who are severely disabled 

(Edgar Perry, personal communication, June 26, 1992). 

Whiteriver Unified School District 

The Whiteriver Unified School District is a public 

school district located entirely within the White Mountain 

Apache Indian Reservation. The district comprises two 

elementary schools, one middle school, and one high school. 

The district also operates a pre-kindergarten program for 

students with special needs. The tribal headquarters and 

all but one of the elementary schools are located in 

Whiteriver. 
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Whiteriver Elementary School (K-5) has an enrollment of 

about 800 students. Seven Mile Elementary School (K-5) is 

located in the Seven Mile Community, seven miles to the 

southeast of Whiteriver, and has an enrollment of 405 

students. Whiteriver middle school grades (6-8) has an 

enrollment of 319 students. Cibecue Elementary and middle 

school has an enrollment of 550 students. Alchesay, the 

only high school on the reservation, serves students from as 

far away as McNary (30 miles) and Cibecue (70 miles). The 

high school was named for the last hereditary Apache chief, 

Alchesay. 

The school district offers a number of'programs. 

Besides regular education program for K-12, the special 

education programs; Chapter 1 (Indian Education); Title 11; 

a k-3 "at risk," a k-3 and k-12 improvement override; 

vocational preparation and art; evening study for middle 

school and high school students; Bilingual Education; 

Alternative School for Drop-Outs; andK-12 resource and 

self-contained special education. 

Most of the Apache students are below grade level in 

English language skills. Because of this, the district is 

stressing teacher training and certification in English as 

Second Language (ESL). Moreover, the school district also 

stresses the preservation of the Apache culture through 

classroom study and extra-curricular activities. 



Chapter 1 is the largest federal program that provides 

assistance to students in Math and Languag~ Arts. This 

program has two language arts specialists and 28 classroom 

instructional assistants, 32 computer terminals in the 

middle school, and 28 computer terminals in Alchesay High 

School. Moreover, the federal program provides secondary 

school tutoring, media assistance, career and vocational 

assistance, cultural enrichment, and substance abuse 

services. 

Alternative School Program for Drop-outs 

This program, started in 1991, served 18 students who 

dropped out of high school prior to the 1991 school year. 
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To start this program, letters were mailed in the summer of 

1991 explaining the program. This program has the resources 

to serve 20 students and began with 18 students and 2 

certified teachers. This program also provides a "Day Care 

Center" run by a child care co-ordinator. Students are 

taught using the same curriculum that is being used in 

regular and special education programs, with emphasis in 

social aspects. At the end of the 1991-92 school year 3 

students graduated, earning a high school diploma; 7 

students finished their school year, and, thus will enter 

the next grade level in high school or return to the 

alternative school program. 
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special Education Program 

The primary goal of the special education program is to 

provide a free and appropriate public education to students 

with disabilities in the least restrictive environment. The 

program guarantees that every student with disabilities 

receives appropriate education services. The program 

requires the school district to offer: all necessary 

special services; a thorough assessment of each child's 

special needs; regular reviews to ensure that services are 

appropriate; transportation to all students with 

disabilities in the special education program; and 

involvement of parents as partners in the assessment, 

placement, and evaluation of their children. 

The Resource Program 

This program provides services for students who are 

mainstreamed for a majority of the school day. A special 

education teacher and a paraprofessional staff the resource 

program, which is available at all of the elementary, 

junior, and senior high schools .. 

Special Day Classes or Special Education Centers (self

contained classes) 

Students with learning disabilities, communication 

disorders, physical disabilities, or severe disabilities are 

served in this program. Instruction is provided by a 
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special education teacher and an instructional aide. These 

classes are located in all areas of the school district. 

Designated Instruction and Services (related or 

supplementary services) 

These services are available to all special education 

students in the district and may be provided by the regular 

classroom teacher, special education teacher, or an 

appropriate specialist for the following services: Adaptive 

physical education, occupational therapy, daily living 

skills, driver training, speech and hearing, orientation and 

mobility training, physical therapy, psychological services, 

etc. 

Native American Perceptions on Education 

A search of the literature has not revealed any other 

studies of the outcomes for Native American special 

students. In order to understand the consequences of Native 

American high school education, especially special 

education, it is necessary to attempt to understand the 

general Native American perception of the schooling 

experience. Otherwise, there can be no understanding of the 

reality that underlies the dismal showing by American Indian 

students on achievement tests, as shown in Table 1. 
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Table 1: 

Arizona Public Schools Achievement Test Scores, 1990-91 

(Bishop, 1991) . 

Grade 1 2 3 4 5 6 7 8 9 10 11 12 

Ethnicity 
White NA 58 55 57 59 58 59 53 65 63 62 NA 
Black NA 33 29 34 36 35 40 33 38 33 33 NA 
Hispanic NA 32 30 32 35 36 39 27 38 36 35 NA 
Indian NA 22 23 27 30 30 35 17 29 27 29 NA 
Asian NA 53 54 57 57 60 61 46 64 55 54 NA 

As can be seen, all American Indian students in Arizona 

(not just disabled students) rank at the bottom of all other 

ethnic groups. How can this finding be understood? Not 

only must the school structure be considered, but the 

perception of the school and its goals must be understood as 

well. Vins Deloria (1978) a prominent Native American 

writer and attorney, believes that Native American education 

has been built upon the belief that the Native American has 

a lot to learn from the Anglo, who represents the highest 

level of achievement reached in the evolutionary process. 

He states that Western education does not concern itself 

with relationships, but only with facts. Even today, for 

example, most academic institutions simply measure the 

events of society and do not focus on the problems of 

individuals acting within that society. Native Americans 
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are having an increasingly difficult time finding American 

greatness today. People look to the public school system to 

rescue them from their present day situation. 

To overcome poverty and problems in education and 

employment, Deloria (1978) calls for Native Americans to 

"show that our customs, traditions, and beliefs are a vital 

part of our community life and have the effect of reducing 

or eliminating statistics of poverty and failure which 

presently characterize them." He also argues that, instead 

of learning about the benefits of Western Capitalism in the 

educational process, Native Americans would do better by 

learning about the old Indian customs and traditions and 

finding a way to transform them into political and economic 

realities in contemporary America, recognizing again the 

collective or group nature of social existence. 

Vocational Rehabilitation Services for Native Americans 

Vocational Rehabilitation services for Native Americans 

were nonexistent until the 1980s, despite the fact that the 

Native American population has continuously had a higher 

rate of disability, poverty, substance abuse, unemployment, 

and underemployment than the general population of this 

country (Guy, 1988). In 1978, the Native American 

Vocational Rehabilitation Service passed a milestone when 

the Navajo Tribe presented testimony before the 
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congressional Subcommittee on the Handicapped. As a result, 

the Rehabilitation Act of 1973 (P.L. 95-602) was amended in 

1978 to include the governing bodies of Indian tribes in the 

?evelopment and implementation of culturally relevant 

vocational rehabilitation services (Guy, 1988). 

In 1980, when vocational rehabilitation services 

targeted the Native American population across the nation, 

the only Native American Rehabilitation Service 

Administration Program found in the entire nation was the 

Navajo vocational Rehabilitation Indian program in northern 

Arizona (Guy, 1988). From 1963 to 1972, the white Mountain 

Apache Indian Tribe received vocational rehabilitation 

services through the Northern Arizona Office of Arizona 

vocational Rehabilitation. Then, in 1986 and 1987, a major 

program was launched through Establishment Grants. More 

than $100,000 went toward the expansion of the Whiteriver 

Skill Center. This resulted in increased service delivery 

for Apache clients, including the hiring of indigenous 

Apache staff as counselor aids. The major focus was 

directed to the special needs of clients with mental 

retardation and developmental disabilities as well as to 

their families (Powers, 1989). 

At present, 17 Native American Rehabilitation Service 

Administration (NARSA) centers in 10 states serve about 21 

tribal groups. Nevertheless, many Native American clients 
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can be found in urban as well as in reservation 

rehabilitation caseloads throughout the country. 

Furthermore, there are wide differences in the quality and 

availability of rehabilitation services for Native American 

clients. This indicates that Native Americans are 

underserved by public vocational rehabilitation agencies in 

both urban and rural areas. 

High unemployment in reservation communities has not 

been changed through the rehabilitation process because 

NARSA has not prepared individuals for reservation life and 

employment. Limited prevocational programs in BIA and 

public schools have had little relevance to man-power needs 

or the economic development of the Native American community 

(Guy, 1988; Martin, Frank, Minkler, & Johnson, 1988; Morgan, 

Guy, Lee, & Cellini, 1986; Powers, 1989). 

Frequently, vocational rehabilitation counselors 

emphasize employment and correcting handicapping conditions, 

whereas Indian clients may not value employment any more or 

less than anything else from their culture, religion, 

family, tradition, and social network. These individuals 

view their home, family, and community-not their job, 

career, or occupation-as the center of their existence. For 

Native Americans, a job may be more than a job; it may be a 

way of life which is passed on to generations of family 

members. For example, tending sheep that belong to a family 
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may symbolize a way of life, which is directly related to 

the individual's historical, cultural, and religious roots. 

Some examples of traditional Indian jobs are sheepherding, 

silversmithing, weaving, and child care (Morgan, Guy, Lee, & 

Cellini, 1986). The placement of disabled Native Americans 

into one of these traditional occupations demands different 

procedures than those commonly used with non-Native American 

clients. 

Transition Studies 

The term "disability" refers to eligibility for special 

education, vocational rehabilitation, and other adult 

services for disabled persons. This term changes depending 

on age. While in school, "disability" refers to education 

achievement and the need for special services to benefit 

from schooling. Once aged out of schooling entitlement, 

people are "eligible for services based on definitions of 

disability that are referenced to the demands of employment 

and that reflect the capacity to obtain or perform work" 

(Bellamy et al., 1985, p. 126). 

Follow-up Studies of Students with Severe Disabilities 

Transition for students with severe disabilities from 

school to adult services is the top priority among parents 

and professionals (Wilcox & Bellamy, 1982). However, youth 
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leaving school often are not ready for work and do not know 

where to get help to improve their community relationships 

(Hasazi, Gordan, & Roe, 1985). Additionally, support 

programs are frequently not available, community services 

are ineffective, parents are not involved in their child's 

transition and families are needlessly stressed in 

maintaining their disabled child (McDonnell and Hardman, 

1985) . 

Transition services can help but must contain several 

important features: the high-schools must relate to local 

community demands (Wilcox, & Bellamy, 1982; Brown et al., 

1979); varied adult services need to address tha work, 

living, and recreational needs of the severely disabled 

(Bellamy et al., 1985), and access to post-school services 

have to be in place (Wehman, Kregel, & Barcus, 1985; 

McDonnell et al., 1985). 

Moreover, transition planning must develop skills that 

the world accepts. Logically, this first appears in high 

school (Brown et al., 1979; wilcox & Bellamy 1982;). Here, 

individuals with severe disabilities are taught how to be 

part of society; they are placed in appropriate programs, 

taught, and monitored to spot potential performance 

problems. Transition planning requires parents and program 

planners to periodically sharpen transition objectives so 

that students will be world ready. All service choices and 
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support needs have to be specified and set in place before 

graduation. This is largely done through the individualized 

education program (IEP) (Brown et al., 1981; wilcox & 

Bellamy, 1982). 

A transition plan has to identify the right job, 

living, and recreational choices, all the while reflecting 

personal independence. other important factors include 

available training time, case management, and the 

individual's guardianship. While planning for transition 

from school to adult services, parents and service providers 

need to identify and teach the things society values to help 

individuals with severe disabilities become active and as 

independent as possible. According to the Utah Community

Based Transition Project (UeBT) (Hardman & McDonnell, 1987), 

successful transition programs must address the following: 

(a) high school programs must prepare students to work and 

live in the community; (b) a range of adult services are 

needed to support the individual at work and in the 

community; and (c) cooperative transition planning between 

school and community is needed to develop services for 

graduates. In Transition Planning, the following areas need 

to be addressed: (a) individuals with severe disabilities 

must get help in developing skills to live, (b) they must 

have ample opportunity to apply these skills in real job 
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situations, and (c) there must be ongoing support to ensure 

community participation. 

To plan transition for students with severe handicaps, 

certain answers to interagency planning problems must be 

found. For example, an initiative for interagency 

collaboration is needed; programs need to be started 

locally: and transition teams have to decide, on a policy

level to move from planning directly to implementation. 

Transition teams must include key representatives from the 

school, adult service agencies, and parents. These members 

need to plan and implement transition services for 

individuals with disabilities, follow-up with technical 

assistance at the administrative and district service 

levels, inventory the skills needed by teachers (Wilcox & 

Bellamy, 1982); and make sure that instruction is based upon 

comprehensive assessment (Peters, Templeman, & Brostrom, 

1987) . 

In conclusion, to remedy the above mentioned problems, 

long-term changes are needed in federal legis~ation 

affecting community services for individuals with severe 

disabilities. Moreover, the federal government is 

instrumental in improving transition by developing program 

models that advance the involvement of disabled youth in 

their community, leading to program development and a link 



between cooperative services. Such models pinpoint 

variables and barriers that inhibit transition. 

Follow-up Studies of Students with Mental Retardation 
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Mentally retarded persons are entitled to and benefit 

from full participation in community life (Wolfensberger, 

1972). To help realize this philosophy, schools and 

community programs have independence and social integration 

at the top of their list of priorities for educational 

objective-setting. Schools realize this idea by teaching 

independence and social integration. This may be seen in 

classrooms (Semmel, Gotleib, & Robinson, 1979), in 

community-based services, in residential, and in vocational 

areas (Hasazi et al., 1985). Community-based services need 

to do the same within residential and vocational services 

because the mentally retarded, for the most part, live at 

horne, are jobless, and have behavioral problems. still, 

success in realizing these ideals is minimal because 

individuals with mental retardation tend to have poor work 

histories, they are paid less than non-disabled people, and 

they largely hold service related or unskilled jobs 

(Halpern, 1975). 

In a similar study, Hasazi et ale (1985) researched the 

job and living status of mentally retarded youth. Their 

sample had 243 youngsters from various rural special 
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education programs for EMR and TMR students. A structured 

survey instrument was used by project staff and checked by 

professionals in special and vocational education and 

rehabilitation. students were interviewed about their 

present job, work history, post-secondary education and 

training, marital status, living status, wages, ways of 

finding work, the time taken to find work, and what contact 

with employment services they had. 

The results are discouraging. Eighty-two percent live 

at horne. Those living in the city tend to use more school 

and community services than those in rural and urban areas 

who rely mostly on the self-family-friend network to find 

work. Most individuals that work are in service 

occupations, or unskilled jobs. Twice as many males as 

females are working. Work histories are poor and their pay 

scale is largely minimal. 

This research suggests several conclusions: (a) no 

matter what the disability, a person with a work history has 

an increased chance of finding a better paid job than if he 

or she did not have a history of work; (b) the greater the 

disability, the more special services are used (Hasazi et 

al., 1985); (c) using the self-family-friend network to find 

jobs is worthwhile; (d) places that use interagency 

agreement (IGAs) have more students in work programs and 



vocational classes than places that did not use IGAs to 

promote transitional services. 
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Studies such as these imply that transition for 

individuals with disabilities is troublesome because a 

decent life, a satisfactory job, good social and 

recreational opportunities hinge on the quality of 

cooperative service planning. Yet, services and planning 

are deficient (Halpern & Benz, 1987; Hasazi et al., 1985; 

Mithaug, Horiuchi, & Fanning 1985; Wehman, Kregel, & Barcus, 

1985) as are the data on the benefits and the costs of 

specialized and other community services. 

with regards to the above research, management can 

overcome barriers to the improvement of transition service 

planning and coordination. without some agreement on the 

following points, effectiveness will be minimal. First, 

clear policy goals must be established. This means 

understanding service eligibility, and entitlement 

requirements, using a common language and information among 

service delivery systems, and forming a consensus on the 

type and scope of services. Second, good management must be 

based on tried and true planning models, good administrative 

skills, and putting the interest of the disabled individuals 

first. Third, good management must hinge on accurate data 

on the needs of the disabled individuals; the range of 

services at hand; anticipating service needs; and using 
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multidisciplinary methods to increase the essential 

participation of families in assessment, decisions, and 

planning. Finally, good service planning has to be a life

long evaluation of the results of people having left special 

education along with the costs and benefits of planned 

services. 

Wehman et ale (1988) stress that individuals who are 

mentally retarded are fine workers. Therefore, special 

education, rehabilitation programs, and other service 

agencies need to do a better job to make the transition from 

school to work smoother for this population. 

More encouragingly, about 75% of individuals with 

mental retardation (90% of all follow-up studies of special 

education graduates are on individuals with mental 

retardation, EMR more than TMR), see their parents and 

special education teachers as most helpful in getting them 

ready for their future (Mithaug et al., 1985). Perhaps this 

is to be expected since 64%, whether working or not, live at 

horne, and 74% have two parents and nearly half are in a 

resource room at school where they attend the activities 

chosen for them by the people closest to them. The 

vocational teacher, regular teacher, friends, and coach were 

ranked next highest at around 33%. About 55% of individuals 

with mental retardation think special education and 

vocational education are helpful although they would like 
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more specific vocational skills, social and independent 

living skills taught in the programs (Mithaug et al., 1985). 

If transition is going to work then secondary programs 

for students with mental retardation need to change from 

academics to functional and vocational programs. Existing 

programs need to be improved to better fit the students' 

needs. As they are, programs have little to do with post

school adjustments. Service workers need to improve their 

planning for transitions because "special-education students 

do not appear to be partaking of the fruits of our society. 

Earning less than minimum wage does not permit one to live 

independently" (Edgar, 1987). 

Follow-up Studies of Students with Mild Disabilities 

Twenty nine per cent of students who begin the ninth 

grade fail to graduate (Edgar, 1987). This is much higher 

for those in special education as they are pushed out. 

Edgar claims that "public schools fail to educate" these 

youngsters. Moreover, the "special-education population is 

quite transient" (Edgar, 1987) and 80 percent of these 

students are mildly disabled. They are largely poor, from 

ethnic minority populations, socially maladjusted, mostly 

underengaged, disheartened with remedial academics, and 

"have the best employment rates of all special-education 

students" (Edgar, 1987), but they earn minimum wage at best. 
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Finally, students who are mildly retarded are often grouped 

with those who have learning disabilities and behavioral 

disorders, and, as a whole, benefit little from schooling as 

it currently exists. 

According to Chesler (1982), people with disabilities 

are working at unskilled and semiskilled jobs and many are 

unhappy and underemployed. Sometimes, system accommodation 

as well as compensation may be the models to use rather than 

the remedial route toward career preparation. creativity is 

required to rethink useful ways to serve the learning 

disabled better in the rehabilitation system. For 

transition models to be more effective, they need to blend 

the responsibilities of counselors, teachers, and/or 

employers. 

Buchanan and Wellers' (1984) transition model 

effectively relates to how role responsibilities are shared 

in a rehabilitation system. Securing schooling and jobs for 

people with disabilities is a national problem and a 

national priority until more schooling, jobs, and a better 

fit with society are attained. Presently, among individuals 

with disabilities ages 16-64 two-thirds are not working. Of 

those who are working, 75 percent work part-time in minimum 

wage unskilled or semiskilled jobs that are frequently and 

falsely referred to as "careers." These individuals usually 

want to work and cannot be blamed for being unhappy in a 
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dead-end job. Every year, 300,000 disabled youth leave high 

school and most find no work. This translates into economic 

trouble for American tax-payers as well as for people with 

different abilities. 

Fardig, Algozzine, Schwartz, Hensel, & Westling (1985) 

studied the academic history, special education 

classification, months in school, courses (regular, special, 

and vocational education), exit data, math and reading 

scores, wages, military duty, previous work, time on job, 

job title, community college student status, and the work 

status of 113 mildly disabled secondary education students 

in rural Florida. They found that 69% of the subjects 

finished the twelfth grade. The mean grade level in reading 

was 3.8; in math it was 4.4. About one-half were working 

full time and at minimum wage. Although these people were 

academically disabled, they were not necessarily 

functionally disabled. Many worked and were successful. 

Some even had families and their own homes. 

Benz and Halpern (1987) focused on transition services 

for secondary students with mild disabilities and addressed 

four points of view. First, there are few districts that 

use interagency agreements or provide incentives to secure 

community agency involvement. Thus, it seems that the basis 

of education, which is to help students lead productive and 

rewarding lives, is somewhat ignored. 
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Second, there are many agreements between 

administrators and teachers over transition planning. For 

example, some of the possibilities that the transition plan 

must accommodate include post-secondary education, 

competitive employment, vocational-technical training, and 

military service. However, it is the special education 

teacher who is most frequently responsible for most 

transition services. 

Third, teachers want more and better parent involvement 

at all levels. This is not surprising since administrators, 

teachers, and parents are the primary agents of change. 

Parent involvement is basic to transition planning because 

they heavily impact a child's values and expectations. 

Thus, parents need to know the information necessary to make 

learned decisions about their child's tomorrows. After all 

a parents' quality of life is affected by their child's 

quality of life (Benz & Halpern, 1987), and this in turn is 

also true of society's quality of life. 

Research and demonstration have greatly changed the 

outlook for employing disabled youth because the 

appropriateness of preparing youth in job readiness has been 

seriously explored. Today's disabled youth have a need for 

relevant programs. Typically, technological advances, 

effective services, an increasing desire to work, 

unhappiness with the present job, and a larger and different 



student population, present special problems'for those 

teaching and getting disabled youth job ready. 
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Bellamy, Wilcox, Rose, and McDonnell (1985) used a 

su~vey to identify important decisions in the provision of 

special education and job readiness services for disabled 

students, grades 7-12 (ages 14-22). They reported that 

three things affect educational outcomes and career 

preparation of students with disabilities (a) What students 

are taught: Curriculum content and structure must deal with 

finding a job, having the right work attitude, choosing a 

job area, chances for changing jobs or job advancement, and 

the job itself, (b) How services are organized: Decisions 

beyond the control of parents or service staff affect the 

ability of a program to realize vocational outcomes. For 

example: the place of education services, adequate 

instructional equipment and facilities, the make-up of the 

school day and year, and the way programs are staffed all 

affect how effective the program will be. Moreover, if 

segregation is the policy, students see their chances for 

meaningful interpersonal contact with non-disabled students 

and for making a social network that may help their 

transition as cut off. The additional effects of peer 

tutors, management of classroom staff, monitoring student 

programs, and tracking are not known, (c) Program 

evaluation: Policy makers at all levels need to know how 
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well a program is doing in order to decide on funding and 

regulations. Program administrators need to know about the 

effect of procedures and service delivery. Teachers need to 

know about a student's progress, the efficiency of classroom 

organization, and program effectiveness. The community 

needs to know about evaluations in order to decide on 

enrollment and funding. In short, if performance is the 

goal of education, then the status of graduates become an 

important dependent variable in follow-up studies, in 

student achievement or change measures, and in measures of 

classroom operations. 

Failure to adjust to work situations is the main reason 

for job loss among disabled people. The failure to adapt to 

the home and community means poor relationships and little 

success at home or at work. To overcome this, a nationwide 

effort to improve the post-school success of special 

education began in 1984. Transition models were designed by 

OSERS to achieve success in the work place. The common 

features of these models, which encompass the basic 

principles of effective transition programs, include a range 

of services, the coordination of transition outcomes, the 

use of transition programs to prepare students for post

school life, and teaching early in community sites. 



Interagency Role in the Transition Process 

Parents role 
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Parents largely support their disabled children in 

every way possible (McDonnell et al., 1985). Hence, a 

service program has to fit with their values as well as with 

other service programs. This is important because the type 

of service program an individual works with may reflect 

wages, job training, independent living, contact with non

disabled individuals, access to other communities, and the 

long-term results of a service on the person's life. 

Parents need to be aware of this range to make sensible 

choices regarding their child's life. 

Transition planning also needs parents and program 

planners to sharpen objectives frequently to make the 

stUdents world ready. Parents need to know the goal, and 

who pays for the adult service programs. They need to 

choose the lessons their child has to learn to be active in 

society. They need to know the difference between school 

and adult services. Parents need to set the standards that 

determine the value of what a service program has to include 

in their community. Parents should get needed services even 

if they do not exist. Parents need to know what the various 

programs are, for example, what wages they will provide, how 

contacts with non-disabled peers will be facilitated, the 

amount of training required, and access to other places. 
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Inservice programs and transition planning guides from 

school can inform parents about transition process. In 

addition, inservice programs can alert parents to different 

adult services, and how to access programs. Transition 

planning guides help parents checklist activities for their 

child, thus helping realize transition, and how and when to 

access services (McDonnell et al., 1984). Cooperative 

planning between school and adult service programs is 

largely nonexistent (Hasazi et al., 1985; McDonnell et al., 

1985; Wehman et al., 1985). Collaboration would allow much 

needed information about the choice of transition objectives 

for individuals and would help parents get the appropriate 

services for their children. Also, if adult services were 

part of the planning process they could get input that would 

help direct their services for people needing them, the 

kinds of services required, and when" the services need to be 

used. Hence, working together offers a guide for using all 

resources for the disabled. 

Community's Role 

Getting disabled students j6b ready is still a major 

problem in a changing world. The usual transitions are 

among vocational, college, military duty, employment, and 

marriage. The community has support services to help people 

complete these transitions, but individuals with 

disabilities may need extra help. For example, when a 
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disabled youth moves from the school (entitlement program) 

to community life and work, he or she may get help from a 

rehabilitation service (eligibility program) if he or she 

can show a mental or physical disability, that the 

disability hinders· work, or that services will help in work 

(Eleventh IRI, 1984). currently, graduates from community

based training programs fare better at obtaining and holding 

down jobs than inschool training programs. In addition, 

Local Education Agencies (LEAs) have reinforced high school 

connections with community service and job service through 

transition programs for special education students. 

Schools' role 

Lately, public schools have become more aware of the 

needs of disabled students and more encompassing services 

are now offered. Such services span from pre-academic 

kindergartens to adult social skills programs. vocational 

or occupational training is also viable and is included in 

special education if it addresses student needs. 

Follow-up records of special education students are 

largely nonexistent. School records were often thin; they 

have vague course titles, no data on credits accrued, no 

course descriptions and no dates. Courses should contain 

elements addressing work study, career education, 

prevocational training, work skills, cooperative training, 

and vocational technical training for mildly disadvantaged 



secondary students (grades 7-12). When these areas are 

ignored, students lack the proper preparation to live and 

work in the world. 

Cosby (1979) shows that rural places sometimes show 

structural and cultural problems that stop or slow the 

progress of rural disabled students. The National Rural 

Project (NRP) states that using educational programs for 

disabled students is a problem in rural areas nationally 

(Fardig et al., 1985). 
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Fardig et ale (1985) has shown that no clear 

association between vocational programming and job placement 

for these students and that the data do not reflect the 

intent of the law. Educational programs in accord with the 

law are liable to make students more work ready. Special 

education teachers can help prepare their students, through 

the teaching of daily living skills, personal-social skills, 

occupational guidance and preparation. Based on a student's 

work evaluation and an IEP, he or she would be placed in the 

most appropriate vocational program, or be taught an array 

of entry level job skills. These can help a student make a 

smooth transition to adult living and job success. The key 

is appropriate training and preparation. 

At present, federal policy regarding education leans 

toward getting disabled students ready for total social and 

economic involvement after finishing school. Transition to 
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the world of work is more important than finishing academics 

(Will, 1984). However, wilcox and Bellamy (1982) have 

discovered that many high schools and local education 

agencies look at academics and ignore post-school work and 

living skills. 

Stanford Research Institute (SRI) has investigated the 

problem of preparing disabled students in job readiness. 

Its research addressed three areas. First, how do LEAs make 

traditional vocationally related programs accessible to 

disabled high schoolers? More than half of secondary LEAs 

have some traditional vocationally related programs and 

services for disabled students. This means they have a 

vocational rehabilitation agency staff member assigned to an 

LEA; they have an occupational and or physical therapist for 

special education students; they have some or all of their 

disabled high schoolers in vocational education; and they 

have counselling for disabled students. Second, to what 

extent do LEAs have programs to help disabled students get 

job ready, live on their own, and attend college? Less than 

half of all LEAs have one non-traditional transition related 

program for disabled highschoolers. However, one third of 

the LEAs help students find work and 45% claim they have 

transition programs. Third, how does an LEA and its 

community show variances between the quantity and the kind 



of vocationally related programs that disabled high 

schoolers can have? 
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In summary, 13,500 LEAs that have secondary level 

instruction were surveyed nationally. Half offer the 

traditional vocationally related programs. seventy-two 

percent enroll some or almost all of their special education 

students in vocational education programs. Forty-five 

percent claim they have a transition program. Larger 

districts offer more non-traditional programs, spend more 

money per student, and are found in communities with more 

services and job opportunities. On the other hand, smaller 

LEAs that have less traditional programs are in communities 

that have good services for the disabled youth and offer 

transition programs. Furthermore, demographics highly 

influence whether LEAs have transition programs. Thus, 

transition programs should not be based only on demographics 

but also on community resources. 

Role of Professionals 

Unlike the 1960s, the 1970s saw a reduction in 

transition programs. However, OSERS reversed this through 

the support of special educators and vocational 

rehabilitation experts. will (1985), stated that transition 

is an outcome-oriented process encompassing a broad array of 

services and experiences leading to employment. 



62 

As part of transition services, the rehabilitation 

counselor is very important. The counselor assesses 

vocational planning, consults with team members on the 

vocational and the learning problems of the disabled, 

provide individual vocational and job counseling, plans 

coordination and service delivery, aids in job placement, 

and provides follow-up help (Szymanski & Danek, 1985). 

Vocational training in transition is important because 75-

80% of the disabled youth are unemployed. Academics do not 

deal with a disabled student's deficiencies in productivity, 

problems in following directions, task completion, sense of 

responsibility, awareness of available jobs" job vocabulary, 

developing career objectives, and assessment of strengths 

and weaknesses (Vatour et al., 1983). 

Counselors also provide vocational evaluation based on 

what employers think are the right traits for an entry level 

worker. Johnson, Bruininks, & Thurlow (1987) discovered 

with 172 firms around Los Angeles that most reported needing 

positive work habits, in their employees who should be 

literate and who can be trainable people who follow 

directions and work hard. Similarly, the Eleventh Institute 

of Rehabilitation (1984) states that lengthy employment is 

more a consequence of problem solving skills, adaptability, 

good work habits, and good social skills than vocational 

training. In addition, Neff (1985) said that employment 
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means functional vocational capabilities (FVCs); that is, 

"those abilities, skills, habits, attitudes, and values that 

are essential to employment of handicapped persons" 

(Roessler & Bolton, 1983, p. 5). 

The rehabilitation counselor must assess and intervene 

to help in transition. The Arkansas Research and Training 

center in vocational Rehabilitation (ARTCVR) has developed a 

tool for this purpose. The assessment profiles addresses 

student deficiencies through training programs. with these 

profiles the counselor can conclude where and how transition 

resources should be deployed. ARTCVR provides five 

assessment intervention instruments. They all have an 

assessment measure, training materials, and other aids. 

These five tools develop social skills, vocational choice 

making and problem solving, job coping skills, job 

maintenance skills, application and interview skills. 

Depending on career education, career counseling, family and 

social support, and educational abilities, the transition 

from school to career can be different for different 

disabled young adults. For this reason, transition has been 

worrisome for parents, teachers, and counselors because 

social, adaptive, problem-solving, and learning skills need 

to be acquired to move easily from school to the world of 

work, independence, and community participation. Often the 



disabled leave school not knowing what is required to find 

work and do well in society. 
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The kind of learning disability, type of assessment, 

and an individuals' special job skills and planning needs 

have to be understood if vocational rehabilitation 

counselors are to provide appropriate transition services 

for the young disabled. Vocational counselors have to 

evaluate the client's past and present diagnostic history. 

They also need to assess the vocational needs of a disabled 

person as well as their adaptive skills, learning patterns, 

learning rate, problem-solving ability, intellectual 

functioning, and social skills in order to think about their 

widest options. Furthermore, variables such as practical 

language, social coping, relationship quality, and level of 

productivity are important indicators of adaptive behaviors 

that are needed for success at work {Buchanan & Weller, 

1984). Finally, the "initial success of the transition 

process will depend on how effectively the counselor conveys 

diagnostic information and its career relevance to the 

learning disabled individual" (Buchanan & Weller, 1984 

p.44). 

Additionally, "medical, therapeutic, and psychological 

services, in addition to educational or training programs 

must be integrated into the individual's rehabilitation plan 

by the vocational counselor" (Buchanan & Weller, 1984 p.44). 
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Finally, transition requires a continuity between academic 

and vocational materials. ARTCVR focused on vocational 

training as it relates to employability, assessment and 

training resources that the rehabilitation counselor can use 

in transition. By cementing social skills, vocational 

decision making, job coping techniques, and the skills for 

finding a job with school programs, students can become more 

ready for the world of work. 

Whether disabled people receive comprehensive 

rehabilitation services in transition is questionable. 

Currently, the young disabled confront a bleak future (Will, 

1984). However, a transition program can help because it is 

a bridge between the security and structure offered by 

school and the opportunities and risks of adult life (Will, 

1984). Yet, transition success depends on the involvement 

of interprofessional team members (ITM) made up of parents, 

advocates, special educators, vocational educators, 

rehabilitation counselors, and likely employers. 

Role of Adult Services 

Certain groups of individuals falsely regard transition 

programs as designed only for the developmentally disabled, 

and consequently they do not participate. Erroneously, 

service providers often think similarly. Transition is not 

the responsibility of anyone service agency (Szymanski & 

Danek, 1985). Surprisingly, this also makes transition 
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difficult because no one wants to take the lead in the idea 

of "shared responsibility" (Will, 1984) among ITMs to make 

transition payoff. Furthermore, transition programming 

focuses on students under 22 years old only. similarly, 

most rehabilitation service is under that age also. 

According to Mulkey and Brechin (1988), Misconceptions 

and attitUdes often create behavioral outcomes that devalue 

or alter service strategies (1988). They also state that 

the low motivation of the learning disabled is misunderstood 

because a skill has not been fully acquired. This can be 

generalized to the physically disabled as well. As a 

result, they are not referred for transition services. 

Alarmingly, altogether over 250,000 disabled youth exit 

special education yearly and 10,000 to 50,000 could be 

severely disabled (Will, 1984). Federal law states that 

they are all entitled to transition programming. To 

increase their vocational potential students need to 

participate in vocational transition. Specific strategies 

must be developed for specific disabilities. Again, 

vocational rehabilitation counselors hold the key to 

transition programming (Szymanski & Danek, 1985). They can 

be instrumental in school to work service strategies. They 

know about disability, functional assessment, job market 

trends, and job/training accommodations. with this they can 



assist individualized transition planning and improve 

individualized rehabilitation programming. 
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Finally, the large number of special education school 

leavers suggest increased rehabilitation need and an 

increased backlog on service. Gould (1986) maintains that 

students need to have self-advocacy programs to improve the 

use of transition services. In addition, rehabilitation 

agencies need to allow new ideas in intervention strategies 

in order to guarantee transition for the disabled. 

Moreover, public education programs need to exist for 

an ITM. Also, the ITM must maximize referral potential from 

all disability categories. Taken together, ,the cooperation 

and the early intervention that rehabilitation services 

provide through careful planning can influence a disabled 

student's vocational future. 

Furthermore, to develop interagency coordination for 

transition planning, agency representatives need to be part 

of the IEP. They also need to create a cooperative input 

system to track students from school through adult services. 

The kinds of services required need to be annually assessed. 

A transition plan is needed to set goals and specify 

activities for their attainment. Further access to services 

may thus be guaranteed. Schools need to collect follow-up 
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data to evaluate the combination of various courses of study 

and the effectiveness of the teaching and the transition 

planning system in successful job placement of their 

students with disabilities. 

Summary 

This review of the literature has concentrated on 

federal laws that are critical for the transition process, 

Native American education, and on areas of research that 

addressed an array of services, including appropriate 

education, employment, and vocational training. It must be 

noted that a majority of the studies reviewed focused on 

urban high school exiters. Nevertheless, the implications 

of these studies provide a basis for assessing the post

school adjustment of Apache Native American youth. 



CHAPTER 3 

METHODOLOGY 

Introduction 
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This chapter contains a description of the subjects, 

the sample, the study design, the instrument used for data 

collection, the procedures used to train interviewers, the 

method of determining interviewer reliability, the procedure 

for contacting and interviewing the respondents, data 

collection, data management, and data analysis. The present 

study was undertaken in an effort to some five aspects of 

the transition status of Native American young adults who 

received special education or regular education services on 

the White Mountain Apache Indian Reservation. 

pilot study 

Two special education and two' r~gular education high 

school graduates/drop-outs participated in the pilot study. 

These respondents were drawn from Whiteriver community and 

exited from Alchesay high school. All had either graduated 

or dropped out between the years of 1987 and 1992. Trained 

interviewers conducted these pilot interviews to field test 

the questionnaire. The purpose of the pilot survey was to 

revise, remove, or replace any questionnaire items that were 

redundant, unclear, or culturally inappropriate. Following 

the field testing, the investigator and the interviewers met 
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to discuss the interviewing process and identified a few 

needed modifications to the questionnaire. Therefore, the 

responses obtained from the pilot interviews were destroyed 

and not used in the study. 

Subjects 

Subjects in this study were 132 former students who 

left high school during the past five years (1987-1992). 

The sample was drawn from Alchesay High School on the White 

Mountain Apache Indian Reservation in Arizona. Of this 

total sample, half of the students (n = 66) had received 

SES, and half (n = 66) had received RES. All of the 

subjects either graduated or dropped out during the period 

1987-1992. The SES subjects included all of the students 

who had received special education during this period. The 

RES subjects were a representative sample of the students 

who received regular services during this same period. Both 

groups were surveyed using the same questionnaire (see 

Appendix A). 

Study Design 

The basic design for this study involved a comparison 

between the SES and RES samples. comparisons allow for 

analyses of within and between sample differences. The 

level of significance (alpha) was set at .05. 
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survey Questionnaire 

The instrument for this study, entitled "Follow-up 

Questionnaire" was a 38-item questionnaire which examined 

six dimensions: demographic data, secondary education, 

employment, independent living, maladjustment, and 

culture/traditionality (see Appendix A). Although the 

questionnaire developed for this survey largely replicated, 

similar questionnaires used by other follow-up researchers, 

it specifically included a number of items assessing adult 

adjustment that were culturally sensitive to the Apache 

reservation. Identification and development of these 

additional items was accomplished through a series of 

meetings with local tribal members, anthropologists, and 

special educators, and through information obtained from 

current literature. Every effort was made to include 

culturally relevant questions that were important to the 

post-school adjustment of exited high school Native American 

youth in White Mountain Apache Indian Reservation in 

Arizona. 

Procedure 

Training the Interviewers 

Two bilingual Native Americans from Whiteriver Apache 

Indian Reservation were trained to conduct face-to-face 

interviews with each subject. Training included how to 
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introduce themselves and describe the purpose of the study 

to the subject and family members; familiarity with the 

survey questionnaire and definitions of terms on the survey 

questionnaire (e.g., independent living, competitive 

employment, and transition services); data recording 

procedures; conducting the interview in the students native 

language, if necessary; and relevant information regarding 

confidentiality and reliability. 

These interviewers were from the local community, were 

familiar with the people and the area, and could associate 

well with the respondents. The interviewers were trained by 

the researcher who explained certain features of transition 

services. They were trained in the actual question/answer 

method of the survey procedure and were paid $20.00 per 

completed survey. 

Reliability 

To make sure that the interviewers were accurately 

recording the information reported in the face-to-face 

interviews, five percent of the surveys were randomly 

checked. To determine reliability, the researcher filled 

out a second questionnaire while listening to the interview. 

When the response was in Apache, the interviewers translated 

the response for the researcher. Interviewers were. informed 

when the reliability checks were going to occur. The 



reliability of information was calculated by using the 

following formula: 

Number of Agreements 
__ ~ ______________________ ~ _______ x 100 
Number of Agreements + Disagreements 

Agreement was 96%. 

Contact procedures 

students' names, addresses, telephone numbers, and 

locations were obtained from their school cumulative 

folders. When the interviewers had the necessary 

information, they went to their homes with a release of 
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information form (see Appendix B), information regarding the 

purpose of the study (see Appendix C), and a survey 

questionnaire. 

Survey procedures 

Face-to-face interviews were conducted with each former 

student. All interviewing were conducted in English unless 

it was necessary to conduct it in Apache. Both interviewers 

were trained to explain the purpose of -the survey and how 

the data would enable schools and other service agencies to 

develop appropriate programs that would assist transition 

between school and adult life. Interviewers were provided 

with a survey questionnaire with enough space for recording 

the interview responses. Each interview lasted 

approximately 20 minutes. Additionally, interviewers 
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returned the completed questionnaires once each week to the 

researcher, thus ensuring consistency. Feed-back about the 

survey was provided by the researcher during the entire 

survey process. 

Data Collection 

Using the interview questionnaire, trained interviewers 

recorded interview responses. The survey questionnaire 

included questions that reflect work, living, leisure, and 

community involvement. The content of this questionnaire 

was very similar to that of other follow-up surveys (e,g., 

Hasazi, Gordon & Roe, 1985) and solicited information in 

five areas: secondary education, employment, independent 

living, maladjustment, and culture/traditionality. 

Secondary education 

Information was collected regarding students' 

perceptions of the adequacy of their secondary educational 

experiences in preparing them for adulthood. A number of 

questions were presented to assess the subjects' opinions of 

the kind of schooling they had received, and of the kind of 

schooling they felt they should have received to prepare 

them for life in general. Specific questions solicited 

information about programs that prepared them for work, the 

amount/quality of vocational training they were provided, 

and questions ranging from finding a job to job 



satisfaction. Also, they were asked if they had any 

additional training or course work after leaving high 

school. 

Employment status 
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Students were questioned regarding their achievements, 

outcomes, and major lifestyle changes, since exiting school. 

Generally, these questions solicited information about 

employment, earned income, and socialization. Specifically, 

subjects were asked about the type of work they were doing, 

number of hours worked, means of finding the job, and 

happiness with the job. 

Independent Living 

A number of questions were presented to asses the 

respondents' lifestyle satisfaction. Specific items dealt 

with the people who prepared them for independent living, 

their living arrangements, and whether they had obtained a 

driver's license. 

Indicators of maladjustment 

A series of questions were asked to assess the 

respondents' maladjustment, as indicated by self-reports of 

substance abuse patterns, arrest record, and criminal 

activity. Also, they were asked to comment on how they felt 

about themselves and on the problems they encountered while 

trying to fit into the community. 
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culture/traditionality 

Finally, a number of questions solicited information 

about adult adjustment which were culturally specific to 

living on their reservation. Indicators were identified 

through a series of meetings with local tribal members and 

consisted of activities and characteristics attributed to 

successful (valued) members of the reservation communities. 

They included involvement in tribal elections, the ability 

to speak Apache, and participation in traditional Indian 

ceremonies and dances. 

Data Management 

To ensure confidentiality, the completed interview 

forms were stored in a locked file cabinet in the College of 

Education. A code was assigned to each subject, thus 

further increasing confidentiality. With the assigned 

codes, data file information was stored on the university 

main frame computer for data analysis. 

Data Analysis and Research Questions 

The data generated from this survey was analyzed using 

the statistical Packets for Social Sciences software (SPSS). 

Comparisons between groups were made using frequencies and 

percentages. The factors selected for comparisons included 

(a) secondary class or program prepared for work, 
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class/program wished for, (b) employment status after high 

school, (c) independent living, including place of living 

and status of current driver's license, (d) life style 

satisfaction (maladjustment) to include alcohol or drug use, 

arrest record, problems experienced in community 

integration, and (e) culture/traditionality. 

Summary 

This study was undertaken to assess the post-school 

adjustment of 66 Apache young adults who received SES and to 

compare them to 66 same-aged peers who received RES during 

the period 1987-1992. A questionnaire was used to compare 

these two groups in five areas of post-school adjustment. 
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CHAPTER 4 

RESULTS 

Introduction 

This chapter is divided into six sections. The first 

section contains general demographic characteristics of the 

subjects. sections two and three describe the respondents' 

perceptions of their secondary education and their current 

employment status. sections four and five address the 

findings regarding the subjects' independent living and 

social adjustment. section six describes the 

culture/traditionality of the respondents. 

Among the 66 subjects in the SES group, 11% had moved 

off the reservation (Table 2) and 11% could not be located, 

for a total attrition rate of 22%. Among the 66 subjects in 

the RES group (Table 2), 8% had moved off the reservation 

and 11% could not be located, for a total attrition rate of 

19%. Table 2: 

Apache Special Education and Regular Education Students 

Attrition Rate (N=132) 

Status Special Education Regular Education 
n % n % 

Moved off Reservation 7 11 5 8 
Unable to locate 7 11 7 11 
Total interviewed 52 78 54 81 
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General Demographics 

Description of Subjects 

One hundred and six of the 132 Apache youth (76%) were 

interviewed during the summer of 1992. There was an equal 

proportion of males and females in the SES group; there were 

more females than males in the RES group. The demographic 

background of these respondents (Table 3) shows that their 

ages ranged from 18-26 years and that the majority had been 

out of high school for three or more years. 

Table 3: 

General Demographics of Special Education and Regular 

Education Students (N = 106) 

Gender Special Education Regular Education 
n !!, 

0 n % 

Male 26 50 22 41 
Female 26 50 32 59 
Present Aqes 
18-21 years 29 56 30 56 
22-23 years 14 27 16 30 
24 years plus 9 17 8 15 

Among the SES subjects, nearly one-half were diagnosed 

as learning disabled, one-fourth as emotionally disturbed, 

and the rest as individuals with mental retardation and 

multiple disabilities. 
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Disability Characteristics 

The type of disability labeled to each SES while in 

school is displayed in Table 4. 

Table 4: 

Type of Disability Among Special Education Students (N=52) 

Disability Type n ~ 0 

Learning Disabled 24 46 
Mentally Retarded 9 17 
Emotionally Disturbed 13 25 
Multi-handicapped 6 12 

Exit Reasons 

One of the primary ways of describing a school career 

is to examine the students' manner of terminating high 

school, i.e., by graduating or by leaving without graduating 

(dropping out). Eighty three (n = 43) percent of SES 

graduated and 17% (n = 9) dropped out. Sixty nine percent 

(n = 37) of the RES graduated and 31% (n = 17) dropped out. 

Secondary Education 

1. Which one class, program, or extracurricular activity 

was most helpful in preparing you for work? 

The school programs judged by SES as being most helpful 

for job preparation were mathematics, English, and the 

resource program (Table 5). The RES judged the following 
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school programs to be the most job-helpful: mathematics, 

English, office skills, science, business education, and 

farming. 

Table 5: 

Five School Programs Judged Most Helpful by Former Students 

(N=106) 

Classes 

Mathematics 
English 

Special Education 
Judged 

n ~ 0 

12 23 Mathematics 
7 13 English 

Regular Education 
Judged 
n ~ o 

Resource program 5 10 Office skills 

14 
9 
5 
4 
3 

26 
17 

9 
7 
6 

Indepen. living 4 7 Science 
Self-con. class 4 7 Business Ed. 

2. What class or program do you wish you had taken to 

better prepare you for work? 

Table 6: 

Five School Programs Now Wished for By Former Students 

(N=106 ) 

Classes 

Mathematics 
Computer study 
Art 
Office skills 
Business Ed. 

Special Education 
Wished For 

Regular Education 
Wished For 

n ~ 0 n % 

8 15 Mathematics 10 19 
6 12 Computer study 12 23 
4 7 Business Ed. 7 13 
3 6 English 6 11 
3 6 Farming 3 6 



The programs identified most often by SES were 

mathematics, computer study, art, and office skills (Table 

6). In comparison, the RES identified computer programs, 

mathematics, business education, and English. 

3. Please tell me how helpful your high school was in 

teaching you to: 
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This question yielded three levels of responses between 

the SES and the RES (Table 7). Levell: There were no 

significant differences between the two groups with respect 

to learning to get along with each other (79%-89%), caring 

for self (75%-78%), learning to budget and shop (65%-69%), 

finding a job (44%-50%), and keeping a job (29%-33%). Level 

2: The SES did significantly better than the RES on three 

items: making friends (94%-81%), cleaning house (82%-56%), 

and learning to repair home (77%-44%). Level 3: The RES 

did significantly better than the SES in three areas: 

learning to fill out job applications (78%-62%), accessing 

public services (63%-44%), and understanding taxes and 

insurances (59%-42%). 
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Table 7: 

High School Helpful in Teaching the Former Students to: 

(Cumulative Table) 

~elpful Special Education Regular Education 
n % n ~ 0 

Find a job 23 44 27 50 
Keep a job 29 56 33 61 
Get along w/others 41 79 46 85 
Deal w/problems 28 54 30 56 
Make friends 49 94 44 81* 
Fill applications 32 62 42 78* 
Access public ser. 23 44 34 63* 
Care for self 39 75 42 78 
Repair home 40 77 24 44* 
Clean home 42 81 30 56* 
Budget, shop 34 65 37 69 
understand tax/insu.22 42 35 65* 

(* denotes statistically significant chi-squares) 

Drop-outs 

4. I see that you left high school without graduating. 

Please tell me the main reason why? 

Among the SES, "problems with peers" was the main 

reason cited for dropping out (44%). Among the RES, 

"personal problems" were cited most often (48%). Additional 

reasons for dropping out included family or job (three 

respondents in each group), pregnancy (two in each group), 

and unhelpful teachers (one in each group) . 
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5. Which one of the following changes might have helped 

you stay in school? 

The SES mentioned more understanding from their 

teachers, more friends, and less time in special education 

classes as changes that would have prevented their leaving 

high school prior to graduation (Table 8). The RES 

identified a wide variety of changes, including better 

teachers, more help with their school work, and more 

friends. Although the SES wanted help with their personal 

problems, the regular education drop-outs had a wider range 

of personal problems for which they felt they had needed 

help that had not been forthcoming. 

Table 8: 

Changes To Help Stay In School 

Changes Special Education" Regular Education 
n n % 

Better teachers 3 33 3 18 
Help with school 1 11 5 29 
More friends 2 23 3 18 
Solution to problems 1 11 4 24 
Less time in 
Special Education 2 22 0 0 
Child care 0 0 1 5 
Didn't want to stay 1 11 1 6 
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6. Since leaving high school, have you had additional 

training or course work through any of the following? 

Slightly more than half of the drop-out SES and RES had 

taken some type of continuing education after leaving high 

school (Table 9). 

Table 9: 

Post High School Training for Drop-Outs 

Training Special Education Regular Education 
n 9,-

0 n 9,-
0 

No further ed. 4 44 8 47 
GED 1 11 2 12 
Job Corps 3 33 5 29 
OJT 0 0 1 6 
Other 1 11 1 6 

Employment Status 

7. Do you currently have a paying job? 

Thirty one percent of the total sample (n = 33) 

responded that they were currently employed. Among the SES 

(Table 10), 29% (n=14) were employed; among the RES, 33% 

(n=19) were employed. 

Table 10: 

Current Employment Status of Former Students (N=106) 

Employment Status 

Employed 
Unemployed 

Special Education 
n % 

14 
35 

29 
71 

Regular Education 
n 

19 
38 

9,-
o 

33 
67 



8. What is the main reason why you are not employed? 

Forty-four percent of the SES and 52% of the RES 

reported that there were no jobs available on their 

reservation (Table 11). Fourteen percent in each group 

reported that they "did not want a job", and 14% among the 

unemployed SES indicated their disability was the reason 
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they were not working. In the remaining cases, the reasons 

cited included needing more training or experience or 

transportation in order to obtain employment. 

Table 11: 

Reasons For Unemployment by Former Students 

Reasons Special Education Regular Education 
n % n ~ 

0 

No job available 16 44 17 52 
Don't want job 5 14 5 14 
Laid off, looking 1 3 3 9 
Care for family 1 3 2 6 
pregnant/child care 0 0 3 9 
In training, other 6 16 1 3 
Unable, heath problem 4 14 0 0 
No transportation 1 3 1 3 

9. What type of work are you doing right now? 

Among the SES who found work, nearly two-thirds (63%) 

worked either as maids/domestics, or as janitors (Table 12). 

Among the RES, 70% worked at higher-skilled jobs such as 

forestry, construction, and office work. 
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Table 12: 

Type of Employment of Special Education and Regular 

Education Students After High School 

Type of Work Special Education Regular Education 
n ~ 

0 n ~ 
0 

Janitor 2 18 1 5 
Labor 0 0 1 5 
Retail sales 1 9 0 0 
Construction 1 9 2 11 
Forestry 1 9 5 27 
Office work 1 9 6 32 
Truck driving 0 0 1 5 
Military 0 0 1 5 
Maid/domestics 5 46 2 10 

10. What type of work or career would you most like to 

have? 

Two SES (14%) and five RES (22%) wanted to be auto 

mechanics (Table 13). Four SES (29%) and two RES (9%) 

wanted to be laborers. Two SES (14%) wanted office work, 

whereas no RES wanted that job. Only one SES wanted a 

computer-related job, whereas seven RES (31%) wanted a 

computer-related employment. However, 73% of the SES and 

65% of the RES did not reply to this question 
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Table 13: 

Type of Employment Would Like to Have After High School 

Type of Work Special Education Regular Education 
n ~ 0 n ~ 0 

Human services 0 0 3 6 
Food services 1 2 0 0 
Janitorial 1 2 1 2 
Auto mechanic 2 4 1 2 
Construction 0 0 1 2 
Electronics 0 0 1 2 
Machine tools 1 2 0 0 
Farming 1 2 0 0 
Forestry 1 2 2 4 
Computer 1 2 7 14 
Office work 2 4 0 0 
Health care 0 0 1 2 
Labor, other 4 8 2 4 
Did not respond 38 73 35 65 

11. How many hours do you work each week? 

Seventy-one percent of the employed SES (n=10) and 84% 

of the RES (n=16) were working full time (Table 14). 

Twenty-two percent (n=22) of the SES and 5% of the RES were 

working less than 21 hours per week. 

Table 14: 

Current Employment Status: Weekly Hours Worked 

Employment Status Special Education 
n % 

Full time 10 
21-37 hours 1 
Less than 21 hours 3 

71 
7 

22 

Regular Education 
n % 

16 
2 
1 

84 
11 

5 
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12. Did anyone help you get your job? 

As shown in Table 15, the RES were much more likely to 

get a job independently than were the SES, who depended upon 

parents, friends, and teachers for joe placement. Fifty 

percent of the employed SES got their jobs through friends 

and family members, compared to only 10% among the RES. 

Table 15: 

Person Helped Get a Job for Former Students 

Person helped Special Education Regular Education 
n l!, o n 9" o 

Got it myself 4 29 11 58* 
parents/relatives 5 36 1 5 
Friends 2 14 1 5 
Teachers 2 14 4 21 
Employment agency 0 0 2 11 
Other 1 7 0 0 

*Chi-square=14.15, 1 df, p<.OOI 

13. What is your salaLY on this j6b~ 

Nearly half (42%) of the SES were paid less than the 

minimum wage compared to 63% of the RES earning above 

minimum wage (Table 16). 



Table 16: 

Current Employment status: Wages Received 

Wages Received 

Below Minimum Wage 
Minimum Wage 
Above Minimum Wage 

Special Education 
n 

5 
3 
4 

~ o 

42 
25 
33 

14. Are you happy with this job? 

Regular Education 
n 

1 
6 

12 

~ o 

5 
32 
63 
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Among the SES, 56% reported they were happy with their 

present job: among the RES, the figure was 68%. This 

difference was not statistically significant. 

15. How many jobs have you had since high school? 

One-third of the SES and 34% of the RES reported 

holding one or more jobs over the retrospective period. The 

average number of jobs held by SES was 2.2, and by RES, 2.8. 

16. About how much of the time since you left high school 

have you worked? 

Thirty-two percent of the SES and 22% of the RES 

reported that they have worked about half of the time. 

Thirty-five percent of the total sample reported that they 

have never worked at all. Eleven percent of the SES and 31% 

of the RES stated that they have worked most of the time. 



Independent Living 

17. Who has been most helpful in preparing you to live 

independently? 

Data analysis revealed that parents, family, and friends 

were judged by both groups to be the most helpful in 

preparing students to live independently (Table 17). 

Table 17: 

People Helpful in Preparing the SES and RES to Live 

Independently (Cumulative Table) (N=106) 

People Special Education Regular Education 
n ~ o n ~ o 

No one 1 2 6 11 
Guidance counselor 1 2 1 3 
Spl ed. teacher 4 8 0 0 
Voc. ed. teacher 2 4 0 0 
Reg. ed. teacher 0 0 1 3 
Principal 0 0 1 3 
On the job trainer 0 0 0 0 
School psycholog. 0 0 0 0 
Friend (classmate) 4 8 4 7 
Office staff 0 0 0 0 
Indus. art teacher 1 2 0 0 
Home eco. teacher 0 0 0 0 
Teacher aids 1 2 0 0 
Parents 21 40 34 63 
Extended family 13 25 4 7 
Employer 1 1 1 3 
Other 3 6 0 0 

18. Have you used any services provided by the following 

agencies? 
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Only 4% of the entire sample (n=2) used rehabilitation 

services. Approximately 20% in each group used a skill 
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center. Ten percent of the SES and 20% of the RES used job 

corps (Table 18). 

Table 18: 

Use of Community Services By Special and Regular Education 

Students (Cumulative Table) 

community Services Special Education 
% 

Health Services 
Rehabilitation Services 
Skill Center 
Social Security Services 
Welfare Services 
Job Corps 

19. Who do you live with? 

73 
4 

23 
35 
23 
10 

Regular Education 
% 

74 
4 

19 
15 
11 
20 

Seventy-four percent of all the post-high school Apache 

students reside with their parents, even up to five years 

after leaving high school. There were no statistically 

significant differences between the two groups with regard 

to their independent living situations. However 8% of the 

SES resided in a group home or other type of care 

institution because of their disability. 

20. If it were entirely up to you, would you stay where you 

are presently living, or would you move? 

Forty percent of the SES wanted to stay in their homes, 

compared to 26% of RES (Table 19). This difference was not 

statistically significant. However, two-thirds of all the 



93 

respondents would prefer to move out of their present living 

arrangement, if that was possible. 

Table 19: 

Wish to stay or Move From Current Residence 

Move 

stay 
Move 

Special Education 
n % 

20 
30 

40 
60 

Regular Education 
n % 

14 
40 

26 
74 

21. How old do you plan to be when you move away from home? 

The SES reported an average age of 23 years, and the 

RES reported an average age of 22.2 years. This difference 

is not statistically significant. 

22. What is the main reason you have not moved? 

Many of the SES either did not wish to move (28%) or 

felt the need to care for their parents or that parents 

opposed their moving away from the family (26%) (Table 20). 

Although the RES were somewhat more likely not to move 

because of socio-economic reasons, none of the differences 

was statistically significant. 
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Table 20: 

Reasons for Staying in Current Residence By Former Students 

Reasons special Education Regular Education 
n % n % 

Don't want, don't know 
how to move 13 28 14 25 
Financial problem 13 28 15 30 
Parents won't allow 
need to care for them 12 26 6 11 
No transportation 2 5 4 7 
No place to move 8 16 14 27 

23. Do you have a current driver's license? 

Overall, only 31% of the students had a current drivers 

license. However, there was a statistically significant 

difference between the two groups (Chi-square = 4.589, Idf, 

p < .05) (Table 21). That is, 42% of the RES had driver's 

license, compared to only 21% among the SES. Among the SES 

who did not have a drivers license, 40% cited health (medi-

cal) problems, compared to only 6% among the RES. Five 

percent of the total sample had lost their licenses, and 8% 

were unable to pass the test. 
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Table 21: 

Drivers Licenses and the Reason for Not Having One 

Drivers License Special Education Regular Education 
n S1c-o n S1c-o 

Have drivers license 10 21 22 42* 
Lost license 2 4 3 6 
Practicing for test 3 6 7 13 
Parents object, no help 5 11 3 6 
Don't want one 3 6 4 8 
No car available 3 6 6 10 
Couldn't pass test 3 6 5 9 
Medical problem 19 40 3 6 

*Chi-Square= 4.59, Idf, p<.o5 

24. What is the main thing you would add or change that 

would make your life better? 

As shown in the Table 22, about 35% of the total sample 

felt that their lives would be improved if they had suitable 

employment, and another 29% felt that more education would 

improve their lives. However, the SES were more likely to 

report that jobs would improve their lives (Chi-square = 

3.984, 1 df, p< .05), whereas the RES were more likely to 

identify additional education (Chi-square = 5.985, 1 df, P < 

.05) . 
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Table 22: 

Things to Add/Change to Make Their Lives Better 

Things to Add/Change Special Education Regular Education 
n % n 9,-

o 

Have a job 20 41 15 28 * 
Continue education 10 21 20 37 ** 
Move off reservation 2 2 6 10 
Close mate or friend 4 8 1 2 
Able to make choices 1 2 5 9 
More money 3 6 1 2 
Solution to problems 2 4 2 4 
New place to live 0 0 1 2 
Don't know 3 6 3 6 
Other (health etc,.) 4 8 0 0 

*Chi-Square = 3.984, Idf,p<.05 
**Chi-Square = 5.985, Idf, p<.05 

25. with whom do you spend most of your free time? 

Forty-four percent of the SES and 48% of the RES 

reported that they spend most of their free time with family 

members. Similarly, 25% of the SES and 18% of the RES spend 

their free time with old friends from high school. Eleven 

percent of the SES and 14% of the RES reported that they 

spend free time with a boy/girlfriend. Seven percent of 

both groups spend their free time with their spouse. 

26. How do you spend most of your free time? 

Twenty-eight percent of the SES and 22% of the RES 

reported that they spend free time by watching television 

and or listening to music. Fifteen percent of the SES and 

12% of the RES reported that they spend their free time by 

"hanging out." 



Indicators of Maladjustment 

27. In general. how do you feel about yourself? 

Fifty-nine percent of the SES and 55% of the RES 

indicated some degree of "bad" feelings about themselves. 

These differences were not statistically significant. 

28. Have you currently. or in the past. used alcohol or 

illegal drugs? 
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Overall, 68% of the total sample reported alcohol use 

either currently or in the recent past. Within the groups, 

78% of the RES reported they used alcohol and/or illegal 

drugs, and 58% of the SES also used alcohol and/or drugs. 

This difference was statistically significa~t (Chi-Square = 

4.647, 1df, p<.05). 

29. What kind of alcohol or drugs did you use or are you 

using now? 

Seventy percent (n=38) of the RES and 55% of the SES 

(n=29) reported that t~ey drink beer. One RES drop-out 

reported using hard liquor and marijuana. 

30. How long have you or did you use alcohol and or drugs? 

Sixty-one percent of these students had been drinking 

for less than one year, and 28% for 1-3 years. Eleven 

percent had been drinking or using illegal drugs for more 

than three years. These differences were not statistically 

significant between the two groups. 



31. How often would you say that you used alcohol and or 

drugs? 
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Fifty-four percent of the RES and 22%'of the SES 

indicated that they use alcohol one to three times a month. 

Seven percent of the RES and 17% of the SES reported using 

alcohol once a week. Fifteen percent of the RES and 9% of 

the SES use alcohol up to three times a week. 

32. Have you ever been arrested? 

Forty-two percent of the SES and 46% of the RES 

reported that they have been arrested in the recent past. 

Most of these respondents indicated that driving while 

intoxicated was the reason they were arrested. 

33. Do you experience any problems trying to fit into the 

community? If yes, what is the most difficult? 

Twenty-five percent of the SES reported having problems 

fitting into the community, whereas only 10% of the RES 

reported this difficulty (Table 23). This difference is 

statistically significant (Chi-square = 4.342, 1df, P <.05). 

That is, SES had more community adaptation problem than did 

RES 
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Table 23: 

Problems Fitting (Adjusting) into the Community 

Problems Special Education Regular Education 
n ~ o n 

I Am not accepted 2 4 1 2 
Don't have friends 1 2 1 2 
Can't get help 1 2 1 2 
Don't get along 4 8 0 0 
No time for me 2 4 0 0 
I am basically ugly 1 2 0 0 
I don't like people 2 4 1 2 
No problem 37 74 46 90* 

* Chi-square = 4.342, 1 df, P <.05 

Culture/Traditionality 

34. Do you vote in tribal elections? 

Over half (54%) of the sample reported that they vote 

in tribal elections. More SES (62%) vote than RES (46%). 

35. Do you speak Apache Language? 

Among the total sample, 64% were found to use and speak 

their Apache language most of the time (Table 24). The 

difference was not statistically significant. 
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Table 24: 

Traditionality Indicators of Apache Post-High School 

Students (N=106) 

Traditionality Items Special Education Regular Education 
n % 

Speak Apache 31 
Vote in tribal election 32 
Attend Indian pow-wows 28 
Attend Indian dance 26 

60 
62 
56 
50 

n 

36 
25 
29 
14 

*Chi-Square=5.783 , ldf, p<.02 

36. Do you go to pow-wows? 

~ o 

68 
46 
57 
27* 

As an inJication of cultural identity, 57% of all the 

Apache students reported that they attend pow-wows (Table 

24). There was no significant difference between the two 

groups. 

37. Do you participate in ceremonies or dances? 

Over one-third (38%) of these Apache students stated 

they attend Indian dances (Table 24). However, only 27% of 

the RES attended dances, compared to 50% of the SES (Chi-

square = 5.783, ldf, p<.05) showing the greater use of 

traditional resources for the SESe 

38. Who has been most influential in assisting or preparing 

you for the Native American traditional life? 

As shown in Table 25, parents were more likely to 

communicate the Native American traditional lifestyle to the 

RES (52%) than to the SES (32%). Among the SES, the 
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extended family (particularly the grandparents) was more 

likely to provide teaching about the traditional lifestyle 

(39% to 25%). 

Table 25: 

Individuals/others Prepared them for Native American Tradi-

tional Life (N = 95) (Unknown Eliminated) 

Individuals/others Special Education Regular Education 

N ~ 
0 N ~ 

0 

Parents 15 32 25 52 * 
Extended family 18 39 12 25 
Tribe 3 6 5 10 
Friends/relatives 11 23 6 13 

* Chi-Square=4.352, 1 df, p<.05 

Summary 

Former students were compared in five areas that are 

important for successful t~ansition from school to adult 

life. SES stated that mathematics, resources programs, and 

English prepared them for the job market whereas 

mathematics, office skills, science, and business education 

were selected by the RES. A majority of the respondents 

wishen for computer education. Only 31% of the total sample 

was employed and 74%. As the Apache youth live with their 

parents up to five years after leaving school. Forty four 

percent of both groups had arrest records. Parents and the 
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extended family provide the majority of guidance and support 

as these young adults seeking employment and independent 

living. The most remarkable findings seem to indicate few 

indifferences between SES and RES in the areas of 

employment, living arrangements and levels of social 

adjustment. The high levels of social disorder, substance 

abuse and structural employment found on most Indian 

reservations may overwhelm the efforts of one school program 

to change the fate of Native American young adults. 



CHAPTER 5 

SUMMARY, DISCUSSION, AND RECOMMENDATIONS 

Introduction 
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The purpose of this study was to describe and compare 

the post-high school adjustment of Native American youth ,who 

received special or regular education services on the Apache 

Indian Reservation in Arizona. In this chapter, the survey 

findings are discussed with respect to the six research 

questions. 

SUMMARY AND DISCUSSION 

1. What programs were most helpful in preparing them for 

work and life in general? 

Former SES judged Mathematics, English, and the 

resource program to be the most helpful, whereas RES judged 

mathematics, English, office skills, and science. Also, 

both groups of students reported that the high school taught 

them well to make friends, fill out job applications, and 

clean their homes. 

2. What programs would the former students like to have 

had to help them become more prepared for job market? 

The most wished for programs by SES were mathematics, 

computer study, art, business education, and office skills. 



The RES wished that they had taken computer study, 

mathematics, business education, English, and farming. 
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These data suggest that SES would pursue school 

programs that would help them in the "mainstream" of the job 

market, such as computer and office skills. Whether or not 

these SES could actually maximize these skills in the job 

market is another issue. In their current opinion, they 

wish they could have had that opportunity. As these young 

Apaches transferred from school to adult life, they seemed 

to look back at their high school curriculum and wish for 

more technical and academic-oriented classes. 

This finding is consistent with Bellamy et aI's. (1981) 

report that many secondary school districts focus only on 

the academic performance of their special education 

students. Post-school employment and independent living 

skills were not addressed. Affleck,. Edgar, Levine, and 

Kortering (1990) suggested the need for a curriculum that 

teaches critical life skills, including finding a job, 

staying employed, taking care of one's personal needs, and 

getting along with others. 

Sowers, Thompson, and Connis (1979) suggested that the 

work s]cills included in a school curriculum should emphasize 

those skills most relevant to the post-school life status of 

individuals with special needs. Therefore, schools need to 

modify the curriculum to include the kinds of courses that 
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were wished for by the former students in this study, from 

academics to functional and vocational programs. Alchesay 

high schools' existing programs need to be improved to 

better fit the student's needs. As they are, these programs 

appear to have little to do with post-school adjustment. 

Many of these young adults badly need a high school 

curriculum with greater emphasis on their transitional 

needs. 

3. What kinds of jobs have these youths held, wages 

earned, and hours worked since they left school and how 

do they feel about them? 

Over the follow-up period, only 31% of all former high 

school students interviewed held a job. More SES found 

entry level and menial jobs, whereas more RES found office 

work, forestry and other types of work. Forty-two percent 

of the employed SES held blue-collar jobs and earned less 

than minimum wage. In comparison, 63% of the employed RES 

were paid at above minimum wage. 

Thirty-five percent of the total sample never worked at 

all. Thirty-two percent of the SES and 22% of the RES 

worked about half-time. More RES were happy with their 

current jobs (68% to 56%). 

Nearly 50% of the sample reported that they were 

unemployed because there were no jobs available in their 

rural reservation setting. This finding applied equally for 
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both the SES and RES. In fact, the only difference between 

these two groups was that SES mentioned health reasons for 

their unemployment in 14% of the cases, whereas no RES 

mentioned health as a reason. No sheltered workshop or 

special placement programs have been available for these 

students in their reservation community. 

Despite this dismal employment situation, only 33% of 

the employed students indicated any unhappiness or 

dissatisfaction with their employment situation. Apache 

young adults have little and do not expect much more 

advancement in their socio-economic status in the future. 

This loss of hope for a better future plays an important 

psychological role in the often-found despair, alcoholism, 

and suicide epidemic evident most Native American 

reservations across the country (Dorothy LonewolfMiller, 

Personal Communication July 27, 1992). 

This finding is consistent with the findings of 

Buchanan and Wellers' (1984) who stated that 67% of the 16-

to-64 year-old individuals with disabilities are not 

working. Of those who are working, 75% are in part-time, 

minimum wage, and unskilled jobs. 

Chesler (1982) found that students with disabilities 

are working at unskilled and semi-skilled jobs and many are 

underemployed. Mithaug et al. (1985) found that only 32% of 

special education students who graduated from Colorado state 
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schools were employed full-time. Likewise, Hasazi et ale 

(1985) reported that, of their sample of 462 youths from 

vermont, only 37% employed full-time. 

Even if these youths were employed, many earn less than 

the minimum wage. Mithaugh et ale (1985) reported that 57% 

of their sample of 234 earned less than four dollars per 

hour. similarly, Fardig, Algozzine, Schwartz, Hensel, and 

Westling (1985) found that although 50% of their sample were 

employed, only 32% earned minimum wage, and the rest earned 

even less. Wehman et ale (1985) stated that 75% of youths 

who were employed after leaving high school were earning 

minimum wage or less. 

At the present, the employment situation for Apaches in 

the local area is also influenced by "bad feelings" rising 

out of tribal sovereignty conflicts with the Anglo 

communities in Show Low, Lakeside, and Pinetop. These 

conflicts center on Apache-run gambling and the Apache 

Tribe's refusal to renew the Anglo's 99-year leases on 

tribal land as they lapse. For example, Anglos have built 
';... -,.~ . 

summer homes on a large lake within the border of the White 

Mountain Apache Indian reservation based on very inexpensive 

99-year land leases given at a time when the tribe was 

decimated by defeat and disease. The White Mountain Apache 

tribe received very minimal payments for those leases. Now, 

as the leases expire, the Anglos are being told to move 
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these summer homes because the land leases will not be 

renewed. This has created considerable hostility between 

the local Anglo and Apache populations. For example, one 

Anglo family deliberately set fire, in an act of self-arson 

.(Dorothy LonewolfMiller, Personal communication July 27, 

1992), to their cabin rather than abandon their summer home 

to the Apache tribe. Such bitterness against Apaches is 

readily discernable in the local Anglo communities. These 

attitudes undoubtedly contribute to the Apaches' 

difficulties in searching for jobs off the reservation and 

add to the well-known status of structural unemployment 

which characterizes most Native American reservations. High 

level of unemployment for both groups might be related to 

the poor social environment which all the former students 

faced. That is, lack of job opportunities for anyone and 

possible anti-Indian feelings on the neighboring 

communities. Perhaps just to be a reservation dwelling 

Indian is to suffer from poor social condition similar to 

those faced by all special education students 

4. Where do these former students reside and how do they 

feel about their current living situations? 

Seventy-four percent of the respondents live with their 

parents up to five years after leaving high school. Among 

these, 74% wanted to move out but indicated that a lack of 

money, transportation, and housing prevented them from 



moving. Sixty-five percent of the total sample wanted to 

move off the reservation. 
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Given the concept that adulthood signifies the ability 

to establish one's own home, how did these young adult 

Apaches view their current living situations? Although the 

Apache culture accepts the exteLje~ family life as 

culturally desirable, there still remains the question of 

how the students themselves viewed their present situation. 

The general trend seems to be that the SES did not wish to 

move, whereas the RES did not have the money or a place to 

move. The findings also seemed to indicate a certain degree 

of tension within these subjects' homes. Apache homes tend 

to be crowded, and often substandard. Indian housing 

programs have been inadequate to meet basic living 

standards. In general, all Apache young adults seem to be 

facing heavy pressure to remain in crowded households, 

whether it be for cultural or socio-economic reasons. 

One of the marks of socially acceptable adulthood in 

present day America is that of having the ability to drive a 

car with a valid drivers license. In a rural area such as 

the Apache reservation, driving a car is almost essential. 

Yet, many of the young Apache (69%) adults do not have a 

drivers license and many have no access to a car. This is 

especially discouraging, given the isolated reservation area 

where transportation is so necessary to seek work and other opportunities. 
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The present study's findings are consistent with those 

of Hasazi et al. (1985). These researchers found that 82% 

of their sample live at home and 7% live in mental health 

agencies. Wehman et al. (1985) reported that 86.4% of their 

sample of 300 were living with their natural families. 

Succimarra and Speece (1990) found that 83% of their 

respondents resided with their parents. Of those, 76% 

preferred to live independently, and 71% indicated that lack 

of money kept them from moving out. Wagner (1989) found 

that 82% of her sample were living at home with their 

parents one year after leaving secondary school. These 

studies indicate that most special education students live 

at home one or two years after leaving school. The current 

study found similar results for students who received 

regular education services on the Apache reservation as 

well. 

In the general culture of the united States, it is 

assumed that one achieves adulthood by moving away from 

one's parent's household. It is a mark of adulthood to 

establish one's own home. However, many Native American 

tribal people do not necessarily hold that same definition 

of adulthood. For example, Apache culture does not value 

individualism and independence outside the family to the 

same degree as in the majority culture. The family retains 

its centrality in the Apache cultural life so that a young 
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adult who remains in the parent's home does not necessarily 

represent a symbol of psychological immaturity, as might be 

the case for a young Anglo adult. 

5. What type of problems do these former students 

encounter and how do they feel about themselves while 

seeking social life and community integration? 

There is considerable evidence that both groups of 

former students suffered from a high degree of social 

maladjustment, irrespective of their high school 

experiences. Social adjustment begins with a person's own 

feelings about him/herself. Fifty-nine percent of the SES 

and 55% of the RES reported some degree of bad feelings 

about themselves. About 45% in each group indicated that 

they have been arrested in their community for hanging out 

during curfew time or driving while intoxicated. 

The SES, because of their disabilities, seemed to 

experience a greater degree of the effects of social stigma 

than the RES. Students with severe disabilities seemed to 

recognize that they were having problems fitting into the 

community, problems of rejection, isolation, and family 

conflicts. 

Given unemployment, poverty, and physical dependency, 

how socially and psychologically well adjusted were these 

Apache young adults? The data indicated that there were no 

significant differences between the two groups in terms of 
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their self-esteem or self-feelings. In fact, 59% of the SES 

and 55% of the RES indicated some degree of bad feelings 

ahout themselves. 

The extent of alcohol and drug use among both groups is 

alarmingly high (58% to 78%). The psychological damage to 

both groups is very evident, not only in their arrest 

records and levels of substance, but also in their feelings 

about themselves. If one expected mature adults to have the 

ability to love and to work, these youngsters would seem to 

be prone to psychological disorders. The data indicated 

that these students' community maladjustment is largely in 

terms of problems with a sex partner and wi~h their feelings 

of deviancy, with no help available to deal with their 

feelings. Among the SES, however, a picture of rejection, 

isolation, and anger clearly emerges. These findings 

indicate the function of social stigma and psychological 

distress upon some of these SESe There seems to be a sub

culture of drinking and drug use on most Native American 

reservations into which young adults are being 

socialized. 

Very few of the early transition follow-up studies 

(e.g., Hasazi et al., 1985; Mithaug et al., 1985) have 

measured social and community relationships. Howev~r, 

Wagner (1989) examined arrest reports as possible indicators 

of social integration. She stated that criminal activity 



113 

increased among youths with disabilities the longer they 

were out of school. Wagner reported that 9% of her sample 

were arrested while in school, compared to 21% of them being 

arrested one-to-two years after they left school. The 

findings of the present study are consistent with Wagner's 

data, except these reservation youth have greater 

difficulties than expected. 

6. What are some of the interests and cultural activities 

of Apache youth and who prepared them for traditional 

life in the reservation communities? 

The cultural activities of the two groups were found to 

be very similar. More than one-half in each group voted in 

tribal elections, 64% spoke Apache, and more than 50% 

attended Indian pow-wows. Former SES were more likely to 

attend traditional Indian dances than were RES. The SES 

were more likely to have been socialized into the Native 

American lifestyle by their grandparents, and the RES, by 

their parents. 

culture/traditionality characteristics of these two 

groups were found to be very similar. The SES were somewhat 

more likely to have been socialized into the Native American 

lifestyle by their grandparents, whereas parents influenced 

the RES in their Native American traditional life. Perhaps 

this finding is an indication that the SES had a closer 



relationship with their grandparents, and the RES had a 

closer relationship with their parents. 

RECOMMENDATIONS 
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Although the research findings seem to support the 

value of special education programs for the students with 

special needs, the fact remains that both groups do very 

poorly from one to five years after they leave school as 

they attempt to find jobs and homes and to have a socially 

adjusted lifestyle. 

(a). One of the basics of transition from school to 

adult life is the active role of the local agencies. Yet, 

both groups report very little use of, or help from 

community agencies. In fact, only one respondent in each 

group reported using rehabilitation services. This is a 

cause for concern and warrants the active participation of 

the local vocational rehabilitation agency with the Alchesay 

High School vocational training program. 

(b). The school needs to explore the possibility of 

providing vocational training while the students are still 

in school and connecting them with local skill centers and 

job corps programs. only 15% of the total sample used job 

corp after leaving high school, and 21% used skill centers. 

This indicates that the local agencies need to work together 

to facilitate high school students' smooth transition from 
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school into employment. The Alchesay School's connections 

with community service and employment agencies through 

transition-oriented programs for these students need to be 

strengthened. 

(c). The local education agency must inform the 

parents and the students about the availability of these 

transition-oriented programs for high school special 

education students. The tribal parent-communities could be 

directly involved with developing transition program between 

high school and local agencies. 

(d). The Apache tribe needs to focus on improving 

school and community links and invest programmatic funds in 

the post-school or reservation community, including the 

local saw mill. This action is likely to result in improved 

vocational preparedness for young adult Apaches for 

employment. Although employment alone is not the culturally 

valued outcome of transition process, tribal leadership has 

a compelling interest to provide employment and protect the 

tribes interests in line with their social and cultural 

perspectives. 

(e). The secondary school curriculum should include 

vocational training specific to the Apache Indian 

Reservation, social and sex education training, substance 

abuse prevention and treatment, and community training for 

independent living. such training should open doors for 
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Apache students to eventually fill many reservation jobs now 

held by non-Indian personnel. 

(f). The Alchesay high school needs to make plans to 

train and meet the employment needs of the high school 

leavers, because the skill centers and other adult services 

are not available to everyone who needs the services, 

(g). Parents (extended family) need to be more 

involved in planning the transition process because of the 

significant influence they have on seeking employment and 

independent living. 

Future Research 

Further investigation is needed to develop specific 

guidelines for effective transition planning and 

programming. More detailed information should be collected 

about Alchesay High School's transition-oriented programs. 

That is, what is Whiteriver Unified School District doing 

differently than other schools in Arizona so that their 

students will be able to live and work in their local 

community. Although there is a vocational training program 

at Alchesay high school, future studies are needed to 

evaluate the school vocational training, skill center 

training, and tribal vocational training programs. 

Additional research is needed to identify if the school 

addresses the unique cultural and social issues facing 

Apache youth on the reservation communities. 
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General conclusions and recommendations can be made 

from group data, as presented in this study. However, 

culturally relevant information about independent living, 

values in employment (as defined by local culture versus the 

IDEA), community adjustment, and tribal participation could 

be best determined through qualitative research. The 

perspectives from parents, extended family members, friends, 

teachers, and counselors on these issues would be an 

important contribution. 

Limitations 

This study is limited in certain respects. The 

research did not address the specific procedural aspects of 

transition planning in the high school under study. 

Additionally, more specific information about the former RES 

(e.g., IQ, drop-out, and achievement levels) would provide 

more control in comparing these groups and a broader basis 

for generalization. The format of the survey also presented 

certain limitations. For example, it did not give 

respondents a chance to provide multiple responses and rank 

their choices. 

A "no response" choice on every question gave 

respondents an opportunity not to respond, nearly every 

question also provided an "other" option to allow an 

expanded answer. These "other" responses were left out of 

data analyses because they did not provide any significant 
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information. Very little information regarding the 

relationship between school problems and the subjects' 

parents and family was available. In addition, no data was 

collected from the various social agencies who would be 

serving these students as part of a transitional program. 

The five year follow-up period was skewed by having some 

data less than one-year old. That is, not all subjects had 

the same time period to seek employment or independent 

living. Another limitation was the lack of analysis of the 

available data by sex, type of disability, or level of 

traditionality. 

Conclusion 

Native American children have been educated in federal 

and public schools that attempt to civilize and integrate 

them into the mainstream of American culture. Despite the 

structured federal government educational programs, the 

academic achievement, employment, and sUbstance abuse 

problems of Native American youth in Arizona rank them at 

the bottom in educational achievement among all ethnic 

groups. In criticizing Native American education, Vine 

Deloria (1978) stated that western education is concerned 

with only facts and not with relationships. To overcome the 

educational and economic tragedy of Native Americans, the 

teaching of Native American customs and traditions must be a 

part of the learning process in school. In contemporary 



America, responsible agencies need to recognize the 

significance to Native Americans of the group dynamics of 

social existence and the value of living in harmony. 
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A FOLLOW-UP STUDY OF NATIVE AMERICAN 121 

SCHOOL LEAVERS: AN ASSESSMENT OF 

POST-SCHOOL ADJUSTMENT 

Follow-Up Questionnaire 

Former Student's Full Name ________________ _ 

Former Student's ID Code ___ Date of Birth_/_/_Gender M F 

Full Address ______________________ _ 

Obtain disability code and exit reasons from student's cumulative folders. 

DISABILITY CODE: 

01 Not Disabled 

02 _ Learning Disabled 
03 _ Hard of Hearing 
04 Deaf 
05 _ Speech/Language Impairment 
06 _ Visually Impaired 
07 _ Seriously Emotionally Disturbed 
08 _ Mentally Retarded (TMR/EMR) 
09 _ Emotionally Disturbed 
10 _ Orthopedically Impaired 
11 _ Other Health Impairment 
12 _ Multihandicapped 
13 Deaf-Blind 

EXIT REASONS: 

01 _ Graduated with Diploma 
02 _ Graduation Through Certificate of Completion or IEP Requirements 
03 _ Reached Maximum Age 
04 _ Dropped Out/Pushed Out 
05 Status Unknown 

06 _ Other (please specify): _______________ _ 
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INTERVIEW 
COMPLETED: __ / __ / __ I ______________ _ 

(Date) (Name of Interviewer) 

Time interview began ____ _ Time interview completed ____ _ 

. PERSON INTERVIEWED: 

The interviewer will check all of the following and enter the code numbers in the 
space on the far right: 

01 Former Student 
02 ParenUGuardian 
03 __ Spouse, Sibling, Other Relative 

04 __ Other (please specify): ___________ _ 

If the interviewer is unable to obtain an interview, please indicate this by 
entering one of the following code numbers on the far right. Stop and return 
this survey as is. 

01 Refused to be interviewed 
02 Deceased 
03 Unable to locate at new address 
04 __ In jail 
05 Institutionalized 
06 No information available at all 
07 Moved out of reservation 
08 __ In college/university 

09 __ Other (please specify): _______________ _ 
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For questions 1 & 2, please refer to the list below and enter only one response for each question 

1 . Which one class, program, or extracurricular activity was most helpful in 
preparing you tor work? 

00 _ No response 
01 _ Not applicable 

2 . What class or program do you wish you had taken to better prepare you 
for work? 

00 _ No response 
01 _" Not applicable 

Mainstream Academics: 
02 _ English 
03 _ Mathematics (General Math, Algebra, Calculus, Trig, etc,) 
04 _ Science (General Science, Biology, Physics, Chemistry, etc,) 
05 _ Social Studies (History, Civics, Geography, etc,) 
Mainstream Qther: 
06 Business Education 
07 Driver Education 
08 Home Economics 
09 Industrial Arts 
10 _ Physical Education 
11 Art 
12 Music 
13 _ Drafting/Mechanical Drawing 
14 _ Computer Education 
15 _ Chapter 1 
Special Education: 
16 _ Resource Room Program 
17 _ Self Contained Class Program 
18 _ Speech/Language Therapy 
19 _ Community-Based Independent Living Skills 
Vocational Education Programs: 
20 _ Farming/Agriculture/Horticulture/Forestry 
21 _ Auto Mechanics/Auto Body Repair 
22 _ Commercial Arts (e.g., Printing, Photography) 
23 _ Computer Programming/Operations 
24 _ Building Trades (e.g., Carpentry, Electrical, Plumbing) 
25 _ Drafting/Graphic Arts 
26 Home Economics/Dietetics/Child Carel Human Services 
27 _ Business & Office/Secretarial/Typing 
28 _ Silversmithing 
29 _ Community-Based On-The-Job Training (OJT) 
30 _ Job Training Partnership Act Programs (JTPA) 
Ex1racurricular Activity: 
31 Vocational Clubs 
32 Chorus 
33 Athletics 
34 Dramatics 
35 Student Government 

36 _ Other (please specify): ____________________ _ 
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Please read statement number three for several of the following items until the subject is used to 
answering each item without you repeating the question. The subject will respond by choosing 
one of the following for each item: 

1 = Not at all helpful, 2 = Somewhat helpful, 3 = Helpful, 4 = Very helpful 

3. Please tell me how helpful your high school was in teaching you to: 

Not at all Very 
Helpful Helpful 

1) find a job 1 2 3 4 

2) keep a job 1 2 3 4 

3) get along with others 1 2 3 4 

4) deal with problems 1 2 3 4 

5) make friends 1 2 3 4 

6) fill out job applications 2 3 4 

7) access and use public services 
(voc. rehab, job core, & health service) 2 3 4 

8) take care of your body (health & 
personal hygiene 1 2 3 4 

9) make minor repairs around the home1 2 3 4 

10) clean and maintain the home 1 2 3 4 

11) budget, shop, and save money 1 2 3 4 

12) understand taxes and insurances 2 3 4 
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Next two questions (4 & 5) for drop-outs only, If student graduated please go to 
question 6, 

4, I SEle that you left high school without graduating, Please tell me the main 
reason reason why? 

00 ___ No response 

01 Teacher/administrator recommendation 
02 _ Parentis) recommendation 
03 _ Employment 
04 Personal reasons 
05 _ Reached age limit 
06 _ Felt I wasn't leaming: it wasn't useful 
07 General dissatisfaction with school 
08 _ Pregnancy 
09 Got married 
10 _ Joined Military 
11 _ Joined Job Corp 
12 _ Problems with peers 
13 _ Other (Please specify): ___________________ _ 

5, Which one of the following changes might have helped you stay in 
school? 

00 _ No response 

01 _ More understanding teachers 
02 _ More help with school work 
03 _ More job training and/or vocational education 
04 _ Better transportation 
05 _ More friends/fewer problems with other students 
06 Better classes 
07 _ Financial support 
08 Child care 
09 _ Find a solution to personal problems 
10 _ More time in regular class and less time in special class 
11 _ None of the above - didn't want to stay in school 
12 _ Other (please specify): _____________________ _ 

Please read the following choices to the subject and enter one response on the far right. 

6, Since leaving high school, have you had additional training or course 
work through any of the following. 

00 _ No response 

01 _ Has not participated in any training or course work 
02 Vocational Education 
03 _ College or University program 
04 _ College or University courses 
05 _ Graduate Equivalence Degree (GED) 
06 _ Adult Basic Education (ABE) 
07 _ Military 
08 _ Job Service/Employment Training/Job Corps 
09 _ On the Job Training Provided by Employer 
10 Vocational Rehabilitation 
11 _ Transition ProjecUSupported Employment 
12 _ Other (please specify): ____________________ _ 



EMPLOYMENT RELATED QUESTIONS 

For question 7, please enter one response on the far right. 

7 . Do you currently have a paying job? 

00 _ No response (go to question 15) 

01 _ Yes (go to question 9) 
02 _ No (go to question 8) 

8 , What is the main reason why you are not employed? 

00 _ No response 

01 _ Unable to find a job 
02 _ Unable to find a job that I want 
03 I don't want to work 
04 _ My parents don't want me to work 
05 _ Concern with loss of benefits (881), welfare etc.) 
06 _ Transportation problems 
07 _ Insufficient experience 
08 _ Insufficient training 
09 _ Health problems/physical disabilities 
10 _ Pregnancy 
11 _ Child rearing 
12 8ubstance abuse 
13 = Care for my family (parents, grandparents, and relatives) 
14 _ Negative self-image 
15 _ Unwillingness to learn 
16 _ Inability to follow directions 
17 _ Conducting interviews 
18 Laid off 
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19 _ Other (please specify): ___________________ _ 
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1ft he su hject is unemployed skip !J uestiuns #9, 10. II, 12, 13 and gu to If u~st ion I~. 
If the subject is employed then choose one item per question and t!ntcr the wele on the 
far right. 

For questions 9 & 10, please refer to the list below and enter only one response for each 
question. 

9. What type of work are you doing right now? 

00 _ No response 
01 _ Not applicable, unemployed 

1 O. What type of work or career would you most like to have? 

00 _ No response 
01 _ Not applicable, unemployed 

Service Occupation: 

02 Gas Station Attendant 
03 _ Human Services/Work with People/Children 
04 _ Restaurant Work!Food Service )e.g., waiter, dishwasher, etc.) 
05 _ Janitorial/Housekeeping/Maintenance/Grounds-keeping 
06 Materials Handler/LoaderrreamsterlWarehouse worker 
07 Retail Sales 

Trade and Industry: 

08 _ Assembly (e.g., factory work) 
09 _ Auto Mechanics/Auto Body Repair 
10 _ Construction Trades (e.g., carpentry, masonry, plumbing, etc.) 
11 Electronics 
12 Machine Trade 

Agriculture/farming: 

13 _ Farm Work! Working with Animals 
14 _ Forestry 

Clerical: 

15 _ Computer Programming/Operations 
16 _ Secretarial/StenographicfTyping or Other Office Work 

17 _ Artistic (e.g., painting, dramatics, music, entertainment) 
18 _ Commercial/Graphics Arts (e.g., printing, photography) 
19 _ Health Care Occupations (e.g., nursing, dental assistant, etc.) 
20 _ Driver (e.g., truck, heavy equipment) 
21 _Military 

22 _ Other (please specify): ____________________ _ 



1 1 . How many hours do you work each week? 

00 _ No response 
01 _ Not applicable. unemployed 

02 _ Full-time (37.5 hours/week or more) 
03 _ Part-time (21 to 37 hours per week 
04 _ Part-time (less than 21 hours/week) 

1 2. Did anyone help you get your job? 

00 _ No response 
01 _ Not applicable, unemployed 

02 _ No, found job by myself only 

128 

03 _ Yes ( If yes, then choose one from the items below and enter the code on the far right) 

04 Parents/Relatives 
05 _ Friends/Acquaintances 
06 _ Regular Educator 
07 _ Special Educator 
08 Guidance Counselor 
09 Vocational Education Teacher 
, 0 Vocational Rehabilitation Counselor 
11 On-the-Job Trainer 
12 = Community Employment and Training Agency 
13 _ Military Recruiter 
14 _ Unsolicited offer from an Employer 

15 _ Other (please specify): _____________________ _ 

1 3. What is your salary on this job? 

00 _ No response 
01 _ Not applicable, unemployed 

02 _ Below minimum wage ($ .01 - $ 4. 25) 
03 _ Minimum wage ($ 4.25) 
04 _ Above minimum wage ($4.25 +) 
05 _ By the job, whatever they'll pay me etc. 
06 Piece work 
07 I don't know 

1 4. Are you happy with this job? 

1 
Not happy 

2 
Some what 
happy 

3 
happy 

4 
very happy 
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1 5. How many jobs have you had since high school? (Enter number of jobs in 

the space to the far right) 

00 _ No response 

99 _ No jobs 

__ Noof jobs 

Please ask the respondent to choose one of the answers and enter the code on the far right. 

1 6. About how much of the time since you left high school have you worked? 

00 _ No response 

01 Haven't worked at all 
02 = Just a lillie: less than 1 month 
03 About half of the time 
04 Most of the time 
05 All of the time 

QUESTIONS RELATED TO INDEPENDENT LIVING 

Well. enough questions about work. Now I'd like to ask you a few questions ahout your life in general. 

For the following question. choose one response and enter the code in the space on the far right 

1 7. Who has been most helpful in preparing you to live independently? 

00 _ No response 

01 No one 
02 Guidance Counselor 
03 _ Special Education Teacher 
04 Vocational Education Teacher 
05 _ Regular Eduction Teacher 
06 On-the-Job Trainer 
07 _ Principal 
08 _ School Psychologist 
09 _ Friend (Classmate) 
10 _ Office Staff/School Secretary 
11 Industrial Arts Teacher 
12 Home Economics Teacher 
13 Teacher Assistant 
14 Parent 
15 = Extended Family (grand parents, aunt, and uncles) 
16 _ Employer 
17 _ Church/Spiritual Leader 
18 _ Community /Tribal Leader 
20 _ Other (please specify): _____________________ _ 



Please read one item at a time to the following question and enter the code on the far right. 

1 B. Have you used any services provided by the following agencies? 

Don't No 
No Yes Know Response 

1) Indian Health Services 2 3 0 

2) Rehabilitation Services Admin 2 3 0 

3) Skill Center 2 3 0 

4) Social Security Services 2 3 0 

5) Welfare Services 2 3 0 

6) Job Core 2 3 0 

For questions 18 through 23 enter one response code in the space on the far right. 

1 9. Who do you live with? 

00 _ No response 

01 _ Parents/immediate family 
02 _ Independently (alone) 
03 _ Independently (with friends) 
04 _ Independently (with boy/girlfriend or spouse) 
05 _ In a group home/developmental home 
06 _ In a supervised apartment 

1 .., ,'" 
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07 _ Other (please specify) : ___________________ _ 

20. If it were entirely up to you, would you stay where you are presently 
living, or would you move? 

00 _ No response 

01 _Stay 
02 Move 

21 . How old do you plan to be when you move away from home? 

00 _ No response 

01 _ Age (Please enter the age at the far right) 



22. What is the main reason ycu haven't moved? 

00 _ No response 

01 _ Not applicable; doesn't want to move 
02 Don't know how to 
03 _ Not enough money 
04 _ Parents/family members won't allow change 
05 _ Social service agency won't allow/assist me 
06 _ Can't find place to live 
07 _ Problems with transportation 
08 _ Need to help/care for parents 
09 _ Parents are assisting with child care 
10 _ Convenience· close to work, transportation, friends, etc. 
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11 _ Other (please specify): _____________________ _ 

23. Do you have a current driver's license? 

00 _ No response 

01 Yes 
02 _ No (If No, then ask the following and enter one code at the far right) 
03 Dorit want one 
04 _ Couldn't pass driver's test 
05 Was not allowed to enroll in driver's education course 
06 _ Could not pass driver's education course 
07 No one will teach me how to drive 
08 Had a license but lost it 
09 Financial reasons 
1 0 No car available 
11 Parents don't let me 
12 _ Practicing for driver's test 
13 _ Medical issues/disability/seizure disorder 
14 _ Other (please specify): _____________________ _ 

24. What is the main thing you would add or change that would make your life 
better? 

00 _ No response 

01 _ Not applicable; wouldn't change anything 
02 Don't know 
03 _ Be able to make more choices about my life 
04 _ Find solutions to personal problems 
05 _ Morelbetter things to do during free time 
06 More/different friends 
07 _ Have a job 
08 _ Have a different job 
09 Car/driver's license 
10 _ More money 
11 _ New place to live 
12 _ Love/marriage/close relationship with opposite sex 
13 Have children 
14 _ Finish high school 
15 _ Go to college/university or vocational school 
16 Move off reservation 
17 _ Other (please specify): ____________________ _ 
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Now I am going to ask you some questions about you as a person. Some of the questions may 
be unpleasant for you, but at this time only you and I will know what you have said. Then choose 
one response to questions 24 through 31 and I will enter the code in the space on the far right. 

25. With whom do you spend most of your free time? 

00 _ No response 

01 _ No free time (not applicable) 
02 _Alone 
03 _ With family members 

. 04 _ With old friends from high school 
05 With new friends from work 
06 _ With new friends made through community activities 
07 _ With boyfriend, girlfriend, or fiance 
08 With husband/wife 

09 _ Other (please specify): 

26. How do you spend most of your free time? 

00 _ No response 

01 _ Not applicable; no free time 
02 _ Watch sports . 
03 _ Participate in sports (team or individual) 
04 _ Hobbies (gardening, sewing, collecting) 
05 Tribal activities 
06 Cultural activities 
07 _ Home entertainment (TV, music, reading) 
08 _ Visiting with friends and relatives 
09 _ Community recreatiOn/leisure (movies, dances, trading posts) 
10 _ Outdoor ctivities (hunting. hiking, riding bikes etc) 
11 _ Driving around 
12 _ Hanging out 
13 _ Drinking 

14 _ Other (please specify): 

27. In general, how do you feel about yourself? 

00 _ No response 

01 Great 
02 Good 
03 _ Sometimes good, sometimes bad 
04 Bad 

05 _ Other (please specify): ______________________ _ 



28. Have you currently, or in the past, used alcohol or illegal drugs? 

00 _ No response 

01 _Yes currently 
02 _Yes past only 
03 No use 

29. What kind of alcohol or drugs did you use or are you using now? 

00 _ No response 

01 Beer/wine 
02 _ Hard liquor 
03 _ Marijuana 
04 Crack 
05 Cocaine 

06 _ Other (please specify): ________________ _ 

30. How long have you or did you use alcohol and or drugs? 

00 _ No response 

01 6 Months-1 Year 
02 1-3 Years 
03 4-8 Years 
04 _ 9 Years and up 

31 . How often would you say that you used alcohol and or drugs? 

00 _ No response 

01_Dai/y 
02 _ 1 Time per week 
03 _ 2-3 Times per week 
04 _ 1 Time per month 
05 _ 2·3 Times per month 

06 _ Other (please specify) 

32. Have you ever been arrested? 

00 _ No response 

01 Yes 
02 No 

.1.33 

If arrested, please state the reason : ___________________ _ 
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33. Do you experience any problems trying to fit into the community? 

00 _ No response 

01 _ No problem 
02 _ Yes (If yes, what is the ~ difficu~) 

03 _ People do not accept me 
04 _ I do not have a boy/girlfriend 
05 I have no friends 
06 I do not like to share with others 
07 _ I do not know how to get help 
08 _ I do not get along w~h my family 
09 _ People don't make time for me 
10 _ People call me names 
11 _ I am basically angry 
12 _ I do not like people 

13 _ Other (please specify) 

CULTURE RELATED QUESTIONS 

For the following question choose one item and enter the code in the space on the far right. 

34. Do you vote in tribal elections? 

00 _ No response 

01 Yes 
02 No 

For questions 35-37, please choose one response and put the number of your choice in the 
space on the far right. 

35. Do you speak Apache language? 

2 3 4 5 

Never Rarely Sometimes Alot Always 

36. Do you go to pow-wows? 

2 3 4 5 

Never Rarely Sometimes Alot Always 



37. Do you participate in ceremonies or dances? 

2 3 4 5 

Never Rarely Sometimes Alot Always 

38. Who has been most influential in assisting or preparing you for Native 
American traditional life? 

00 _ No response 

01 _ Parents and family 
02 _ Extended family ( grand parents, aunt and uncles) 
03 _ Tribal and spiritual members (healer, singer, and dancer) 
04 Friends and relatives 
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05 _ Other (please specify): ____________________ _ 

INTERVIEW CONDUCTED IN 

01 _ English 
02 _ Apache 
03 _ Both (English & Apache) 

I appreciate having you take the time to talk to me. 

Thanks for your help! 
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A follow-up study of Native American schoolleavers: 
An assessment of post-school adjustment 

PURPOSE OF THE STUDY 

The primary purpose of this study is to describe and compare the post-school 
adjustment of Native American youth with and without disabilities residing on 
Apache Indian Reservation in Arizona. This study will reflect what the students 
have been doing since they left school, whether their school experiences have 
prepared them for life in general, and how their personal history helps 
influences their values, outlooks, and current community standing. 
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APPENDIX C 

Release of information form 



C"lll'~e of EducatIOn ARIZONA 
[)l'pMtment of SpeCIal Educ,lllon and Rehabilitation 

TUCSON ARIZONA 

RELEASE OF INFORMATION FORM 

Tucson. Arill1na ~;721 

(602) 621·7R22 
(602) 621·3214 
(602) 621·32-18 
FAX (602) 621·9271 
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__________ or I the parent of ________ _ 

voluntarily agreed to participate in the ANTHEM Project transition follow- along 
survey being conducted by the University of Arizona. I consent to allow to 
project ANTHEM staff to review my (son or daughter's) individual education 
cumulative folder to collect relevant information regarding my (son or 
daughter's) educational program. It is my understanding that all information 
collected by project ANTHEM will remain strictly confidential and at no time my 
personal (son or daughter's) identity will be revealed. I also understand that all· 
of the data collected for project ANTHEM will be stored in a locked and secured 
filing cabinet and will be seen only by the project ANTHEM director and 
research assistants. I understand that my participation in this study is strictly 
voluntarj and I may refuse to partiCipate without adversely affecting my ability to 
access educational or other habilitative services. 

Signature 

Parent signature if respondent 
is less than 21 year of age 

Witness 

Date 

Date 

Date 
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