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ABSTRACT

In recent years, increasing numbers of Indigenous communities in the United

States have embraced charter schools as an alternative to traditional federal, district and

parochial schools.  Often this has been part of an effort begun to further such goals as

language and cultural preservation, improved educational programs, and community

control of schooling.  This study presents, through a single qualitative, ethnographic case

study, a detailed portrait of one urban, Indigenous-serving charter school with primary

focus on graduates’ educational experiences and an exploration of its meaning for them.

A portrait of the school is presented, including: the school’s history; its mission, goals,

objectives; its organizational framework; its curriculum and instructional practices; and

its structure and support services. Demographic information about the school’s graduates

is included.  Next the alumni experience is explored in depth.  Findings include alumni

perceptions of their relationships with staff, alumni perceptions of the curriculum and

instruction at the school, and alumni perceptions of school climate.  Finally, the

characteristics of the schooling occurring at the case site are described in light of the

theoretical framework of the study which is based on Jim Cummins' (1989, 1992, 2000)

theory concerning empowerment of minority students and the concept of subtractive and

additive schooling as described by Angela Valenzuela (1999).  Lessons from the case site

are also considered more broadly in terms of the challenges and possibilities of

Indigenous-serving charter schools in the current educational context.
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CHAPTER 1 — OVERVIEW

It is a fact that what a society values and believes will be taught in its public

schools, where most O'odham youth are now educated.  Yet the values that are

taught in public schools often come into conflict with Native American beliefs.  In

today's schools achievement is valued as an end rather than as a means to benefit

society.  High test scores and grades have become primary goals, rather than

measurements of learning.  Winning is placed above cooperation, and students

become rivals rather than members of a learning community.  For teachers and

students alike, self-esteem is a be-all, rather than an impetus for furthering one's

growth.  Materialism is a measure of one's quality of life, and the traditional

teaching and learning styles of Native Americans are often not recognized, nor is

Native culture incorporated into the curriculum. (HPLS co-founder, quoted in

Bird, Braun, Macias, Mendez, Reeves, & Redhorn, 2003, pp. 73-74)

The above quote is from Roberto, a co-founder and leader of an Indigenous-

serving1 charter school, Ha:sañ Preparatory & Leadership, one of a growing number of

                                                  
1 The term Indigenous-serving will be used to describe charter schools that are designed
for various Native American youth.   In the literature, though not well established, the
terms Native American Charter School (Belgarde, 2004) and Charter Schools for
American Indians (Bielenberg, 2000) have been used.  I feel that the term Indigenous-
serving charter school is more appropriate.  Charter legislation prohibits enrollment
criteria based on ethnicity, gender or educational status; therefore, when a charter school
has such an enrollment it is because it is actually serving Indigenous youth, although any
student would be legally eligible to enroll.  In addition, this study focuses on a school that
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such schools in the United States and Canada.  It illuminates the complex competition

among educational values that has been one impetus for creating such schools.  The issue

of appropriate education for Indigenous youth is an on-going concern for the Tohono

O'odham and for other Indigenous peoples in America and globally.  The present chapter

serves as an introduction for this research, explains how I came to be involved with the

case site and provides an overview of the conceptual framework and research

methodology employed.  The chapter organization of this dissertation is then described.

My interest in this particular case site is grounded in my past and continuing

involvement with the school and the community it serves.  Eleven years ago (1995) I

moved to Sells, Arizona to accept a position as the Coordinator (and teacher) of gifted

education in the public school district.  I began my work with a promise (to the

Superintendent who hired me) to help the district promote success in college, which he

stated was a most pressing community concern.  With much hope for the future of my

students I began planning and teaching enrichment classes for all gifted education

students in grades K-12.  I was immediately impressed both with the potential of my

students and their parents’ commitment to helping them receive a high-quality education.

I received a warm welcome from community members, parents, and students who went

out of their way to welcome me by coming to my classrooms or my home in the teacher

housing to visit, share meals, and check on assignments.  But for reasons still not fully

understood by me, the school programs and climate did not facilitate success for many
                                                                                                                                                      
serves members of the Tohono O'odham Nation, whose members continue to inhabit, as
they have for thousands of years, lands now located both in the United States and
Mexico.  When citing from a source, the language in that source is be used.  Whenever
possible, official tribal names are used.



19

students.  By the end of my first year, I started to realize some of the many challenges

students faced, both in and out of school.  Although there were many dedicated and

talented teachers and administrators employed in the district, there were some who

regularly expressed their low expectations of students.  One teacher commented to me

that after I realized that “the community doesn’t value education” I would “stop trying so

hard at my job.”  Although the student population was overwhelmingly Tohono

O’odham, most classrooms were devoid of any acknowledgement of this.  Textbook

based instruction was the order of the day in many classrooms, doing little to engage

many students.  Teacher and administrator turnover were extremely high, and staff

morale was low.

Some of the high school students (and even some middle school students) in my

program were dropping out of school, stating that they were bored in their regular classes

and in a few cases mentioning that other students were threatening them or bullying them

for their homework.  Some students only attended on days when they had my class or

another activity that interested them.  Some skipped school but were waiting to visit

various teachers after school at the teacher housing to borrow books, use our computers,

or just hang out.  The local after school program (offered by a community-based

organization) that offered gardening and traditional arts (including basket weaving) was

usually bustling with students who were engaged in the program, a far different climate

than that to be found at school.  All of this led me to believe that if the program and

school climate could be improved, students would succeed.  Many students were clearly

interested in learning, just not necessarily in the school contexts available to them.
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While I was supposed to be preparing high school students for college, persistent

challenges impeded this goal.  Concern about the quality of education for my students

and other students led me to try to expand options at the school district for interested and

able students.  My studies in gifted education had led me to believe that all students can

benefit from a challenging curriculum.  My goal was for all students to have

appropriately challenging education every day in all classes as opposed to a few hours

each week for a few students in an enrichment pull-out program.  A proposal made to the

school board for expanding the enrichment services by hiring an enrichment teacher to

coordinate these improvements for each of four schools was originally approved but later

was scrapped for lack of funding.  I continued to feel an urgent personal responsibility to

do something to make things better for the students I was serving.  As well, the lack of

appropriate educational programs was a growing community concern.  Around this time,

Arizona was experiencing a surge in the establishment of charter schools, a result of its

expansive charter school legislation.  In early 1997, concerned teachers and community

members, including myself, started looking into the possibility of an alternative school (a

charter school) that would provide college preparation for students, which indeed was

something many parents wanted.  Our research showed that this would best be

accomplished through a rigorous educational program that also intensively incorporated

Tohono O’odham language, history and culture.  The HPLS charter was based on these

commitments, and an application to the State Board for Charter Schools was submitted in

June of 1997.  I have been actively involved with HPLS since the writing of the charter,
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as an employee and advocate.   My involvement with the case site is discussed more

specifically elsewhere in this paper.

This study investigates a growing trend in Indigenous education, Indigenous-

serving charter schools, through an in-depth qualitative case study of one such school in

Tucson, Arizona.  This study describes in detail one Indigenous-serving charter school,

Ha:sañ Preparatory & Leadership School (HPLS), and explores the meanings of this

institution from various perspectives, with a primary focus on the perspectives of alumni

of the school.  The work is framed by issues of social justice inherent in the education of

Indigenous youth in general (and Tohono O'odham students in particular) as well as those

same issues as they relate to charter schools.

Chapter 2 provides the conceptual framework of the study through various

sections.  First, the topic is introduced and the statement of the problem is presented.  The

introduction of the topic includes a brief background on charter schools in the United

States and a brief educational history of the Tohono O'odham tribe.  The purpose and

significance of the study are next discussed.  A formal literature review follows,

providing a background by discussing the theoretical literature framing this study as well

as the empirical work that illustrates its significance while helping to situate it in "an on-

going conversation" (Rossman & Rallis, 2003, p. 122) in the literature.  In the qualitative

tradition (Rossman & Rallis, 2003), the literature review continued throughout the data

collection, analysis and write-up of the final dissertation.

The theoretical research discussed includes an outline of the major thinking

concerning charter schools' potential for creating opportunities for socially just, equitable
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schooling for those traditionally underserved by traditional public schools: primarily

minority students, linguistic minority students, and students living in poverty.  There is a

significant body of literature that discusses the ways in which the educational experience

can be an empowering experience for minority youth in general and Indigenous youth in

particular, and how it might contribute to positive outcomes for communities. One strand

of this thinking, Cummins' (1992) framework concerning empowerment, is outlined as a

foundation for understanding the case.   Additionally, the notion of additive or

subtractive2 schooling as put forth by Valenzuela (1999), is explored as an additional

theoretical framework that may be particularly relevant to understanding this topic.

The conceptual frame created in chapter 2 also includes a review of several areas

of empirical work that illustrate the need for this study and situates it in the related

research.  One is comprised of those studies that are concerned with Tohono O'odham

students.  Within this area, studies about Tohono O'odham education in general, and

teaching and learning in particular are reviewed.  From the empirical research in the area
                                                  
2 While both Cummins (1989) and Valenzuela (1999) use the terms additive and
subtractive, they are used in different ways.  The concept of additive and subtractive
bilingualism is one part of Cummins’ four-part framework for empowering minority
students, referring to the way additive bilingualism in the classroom contributes to an
academically and personally empowering schooling experience for linguistic minority
student; conversely, a subtractive approach disables linguistic minority students
academically and personally (Cummins, 1989; Cummins, 1992; Cummins, 2000).  The
idea of additive bilingualism (where another language is added to the student’s first
language) and subtractive bilingualism (where the student’s first language is gradually
replaced by a more “prestigious” second language) has its roots in studies of French
Canadian immersion programs in the 1970’s.  For a thorough treatment of these
conceptualizations of bilingual education, with reference to the primary studies on which
this terminology is based, see (Cummins & Swain, 1986).  In contrast, Valenzuela (1999)
uses the terms subtractive and additive to describe the effects of the schooling process as
a whole.  Both Cummins’ and Valenzuela’s frameworks are described in more detail in
chapter 2 of this study.
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of charter schools, the literature on Indigenous-serving charter schools is discussed.  As a

whole, chapter 2 aims to provide background information for understanding the problem

and topic of this study, to demonstrate the need for it, and to provide a framework for

understanding this study’s analysis.

Chapter 3 describes in detail the methodology that was used in conducting this

study.  The overall approach and rationale for the methods used are presented, the

rationale for the sampling is discussed, and the data gathering, management and analysis

procedures are detailed.   Finally, the trustworthiness, methodological limitations, and the

research management plan are presented.  Included in the appendices are a succinct

research design overview, data collection forms, (for documents, observations, and

interviews) and various other documents that were used to implement the study.

Chapter 4 provides an introduction to the case site and details its start-up history.

The founders' reasons for starting the school and the things they hoped to accomplish are

detailed.  Further, the broader context that led to the creation of this school is discussed.

Finally, the events that occurred throughout the school start-up are chronologically

detailed, giving insight to the grassroots nature of the case site.

Chapter 5 begins by detailing the school's organization, mission, goals and

objective.  Components of the school's curriculum and instructional program are next

described.  The focus of chapter 6 is HPLS alumni.  The chapter first provides detailed

demographics of the school's alumni.  Next, the alumni experience is described,

presenting three major themes derived from alumni interviews.  Together, chapters 4, 5,
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and 6 answer the topical questions posed at the inception of the study, but also provide

additional details about the school to help facilitate understanding.

In chapter 7 the school is discussed in light of the theoretical framework initially

posed.  The issue questions and central question guiding the study are addressed.

Broader implications of the findings of this research are then discussed.  Finally,

limitations of the study, reflections on the research process, and a summary are included.

This study fills gaps in several interrelated areas of the literature.  First, it

contributes to the literature on both Indigenous-serving charter schools and Tohono

O’odham education with implications for policy and practice.  This research also aims to

foster a critical understanding of ethnically centered charter schools in general and

Indigenous-serving charter schools specifically, particularly in light of current federal No

Child Left Behind ("No Child Left Behind Act 107-110," 2002) (NCLB) legislation.
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CHAPTER 2 — CONCEPTUAL FRAMEWORK

Background

This study is concerned with the educational experience of Indigenous youth at an

urban charter school.  As such, it is most closely framed by two major topics —

Indigenous-serving charter schools and Tohono O'odham Education — and more broadly

by the topics of charter schools and Indigenous education.  In order to situate the study,

some background is provided on each.

Charter Schools in the United States

In the past 12 years, public charter schools have arrived on the national education

scene as an arm of the accountability movement, promising increased accountability for

student achievement in exchange for greater autonomy in the day-to-day operations of

schools and grafting a market-based logic on to the educational milieu.  Currently, 42

states have approved chartering legislation (Center for Education Reform, 2004a).

Through this legislation, there were 2,996 schools operating as of January, 2004 serving

nearly 600,000 students nationally (Center for Education Reform, 2004b).  Charter

schools are part of a larger school-choice reform movement.  It is posited, based on a

version of market theory, that if parents and students are presented with choices, good

schools will flourish while failing schools will be forced to improve in order to survive.



26

Additionally, it is supposed that charter schools will foster innovative practices to achieve

this goal.  Charter schools, magnet schools, and vouchers are all forms of school choice

that have been employed through state legislation in an effort to provide choices to

parents and students.  Charter schools differ from other choice programs in that they are

primarily secular, autonomous, publicly funded schools that are given varying degrees of

autonomy based on their states chartering legislation (Murphy & Shiffman, 2002).

Chartering legislation varies from state to state, leaving room for large variation

in key organizational components of charter schools between and within states (Center

for Education Reform, 2002).  The variation in state legislation and the differences it

enables even within states make it difficult to characterize charter schools in any generic

sense (Murphy & Shiffman, 2002).  Figure 1 illustrates some of the key categories of

variation in states’ legislation (Center for Education Reform, 2004a; Dale & De Shryver,

1997; RPP International, 2000) and describes the breadth of possible variation within

categories.   Recognizing and being able to characterize these differences is important,

per above, because although there are things that charter schools have in common, there

are many differences, posing difficulties in discussing them as a group and making it

necessary to examine them severally.

Charter school law is discussed in the literature as either strong or weak.  These

designations, although originally conceived by charter school advocates, have become

part of the charter school vernacular (Lockwood, 2004).  Whether a law is considered

strong or weak is determined by the way it is constructed along key criteria.  Strong

charter laws are considered those that "encourage multiple authorizers, unlimited
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Categories and subcategories of legislative variance Possible Variations
General statistics and approval process
     Identity of Chartering Agencies Local school boards, State Boards of

Education, State Chartering Boards,
Institutions of Higher Education,
Community Colleges, State
Commissioner

     Eligible applicants Parents, educators, local school board,
corporations (for-profit, non-profit),
community-based organizations,
higher education institutions

     Length of charter 3-15 years
     Creation status New or conversion from public or

private
     Number of new schools allowed annually 6 to unlimited
Operations
     Automatic waiver from regulation Yes or no3

     Legal autonomy Yes or no
     Public meeting law required Yes or no
     For-profits allowed Yes or no
     Transportation paid Yes or no
Funding
     % of Pupil expenditure allotted 100% to amount set by legislature
     Fiscal autonomy Yes or no
     Start up funds available Yes or no
     Capital assistance Yes or no
Teachers
     Collective bargaining agreements Varies from 0% to 100%
     Certification required Yes or no
     Retirement benefits provided Yes or no
Students
     Eligibility Within district only or anywhere
     Preference to certain groups of students Yes or no
     Enrollment/admission requirement Yes or no
     Preference for serving at-risk populations Yes or no

Figure 1.  Key areas of variation in charter legislation.

                                                  
3 In states that do not allow automatic waivers, these sometimes can be granted through a
permission process where this does not conflict with federal law.  The specific automatic
waivers allowed differ from state to state.  For example, Arizona allows charter schools
to request a waiver from procurement laws, but federal procurement standards must still
be enforced when using federal funding.
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numbers of charters, and maximum flexibility from local and state regulations" (Center

for Education Reform, 2004a; Lockwood, 2004, p. 54).  These may also allow for a range

of applicants, permit new starts, allow charters without local support, provide automatic

waivers from federal and state regulations, provide full legal and fiscal autonomy,

guarantee full funding, or exempt charter schools from collective bargaining agreements

(Center for Education Reform, 2004a).  Those that are considered weak might seek caps

on the number of charters that can be created, limit the allowed authorizers (for example,

allowing only local school boards to charter), impose more regulations (such as not

permitting any waivers) (Lockwood, 2004) or pose limits in the other key areas of

legislation.  Arizona is ranked by the Center for Education Reform as the state with the

strongest legislation (Center for Education Reform, 2004a).  This variation in the

enabling legislation allows for a large variety of types of schools nationally, embodying a

multitude of aims. Within this breadth of difference in legislation, the charter school

movement has produced everything from innovative, community development schools

with innovative, specialized, not-for-profit, community-based schools (such as

Neighborhood House Charter School in Boston) (Schorr, 2000), to a plethora of

“McSchools” utilizing a pre-packaged curriculum owned by the (for-profit) Edison

Corporation (Symonds, 2000).

Given this flexibility and difference in legislation, many types of specialized

schools intended to serve various particular groups of students have also emerged within

the charter school movement.  Many charter schools have a specialized curricular focus

such as those represented by Core Knowledge schools, Waldorf Schools or Montessori
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schools.  Although federal law prevents the use of most types of admission criteria (Pugh,

2000), the autonomy provided to charter schools in terms of curriculum and organization

has allowed schools to focus their educational efforts on the needs or desires of specific

populations and therefore attract those populations.  Nationally, there are examples of

charter schools that target particular groups of students such as college-bound students,

students preparing for a specific vocation (such as service industry work), students with

disabilities, and students with particular demographic characteristics, such as teenage

mothers, or students of a particular ethnicity or language background.  In terms of this

last category, increasingly, there are charter schools that focus on the cultural heritage,

language, or pedagogical needs of Asian, Hispanic, African American, and Indigenous

populations.   For example, in Hawaii at least 12 of the existing 25 charter schools are

explicitly "ethnocentric."  In Arizona, at least 19 Indian Charter Schools were in

operation during the 2002-2003 school year (Academic Support Division, 2003).  Often

these specialized schools, aimed at a particular group of students, are created in response

to a perceived dearth of good educational options, especially in communities traditionally

underserved by traditional public schools (Murphy & Shiffman, 2002; Peebles, 2000).

The Tohono O'odham Nation and Tohono O'odham Education

One tribal community that has been deeply affected by a lack of appropriate, high

quality education is the Tohono O'odham.  The Tohono O'odham nation (known as the
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Papago4, a Spanish barbarism, until the 1980s) was one of the first tribes to experience

European contact, with the Spanish arriving in the mid-seventeenth century in the vicinity

of what is now the Tohono O'odham reservation and was then called Papaguería (see

Figure 2)5 by the Spanish (Fontana & Schaefer, 1989; Hagan, 1959).  The Tohono

O'odham in southwestern Arizona inhabit the second largest reservation in the county,

comprised of nearly 2.8 million acres in the heart of the lush Sonoran Desert.  This

challenging but strikingly beautiful landscape has been home to the Tohono O'odham

since before recorded history (Fontana & Schaefer, 1989).

The Tohono O'odham reservation is comprised of 11 geographic districts.  Nine

of these districts compose what is usually called the main reservation; the tenth one, the

San Lusi District, is not contiguous and is located North of the main reservation, and the

eleventh is San Xavier District (Wa:k), also not contiguous and located just south and

west of Tucson.  There are 25,940 enrolled tribal members, with 11,400 living on the

main reservation, 1,800 living on traditional O'odham lands in Mexico, and the remainder

                                                  
4 Prior to 1986, the Tohono O’odham were known as the Papago (Fontana & Schaefer,
1989).  According to Erickson, (1994) the Spanish regarded “the native people who
spoke the Piman language and lived in the arid region west of the Santa Cruz Valley,
between Altar Valley and the Gila River” as Papago (p. 51).  Prior to 1986, the Tohono
O’odham Tribe was known officially as the Papago Indian Tribe of Arizona (Fontana &
Schaefer, 1989).

5 This map was drawn by Don Bulke and is used with permission of the copyright holder,
Bernard Fontana (Fontana & Schaefer, 1989, p. xiv).
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Figure 2.  Map of Papaguería.
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living in Tucson or elsewhere off of the reservation (Tohono O'odham Community

College, 2004a). A brief history of education for the Tohono O'odham provides

background for the topic.6

Before the mission schooling era, education for the Tohono O’odham was

conducted by the parents and family and consisted of teaching activities that would

perpetuate the O’odham way of life, as was the case with all Indigenous peoples prior to

colonization.   Traditional O’odham education included teaching about “family, religion,

culture, traditions, the world around them, language, hunting, agriculture, and much more

to enable them to survive in the desert” (The Papago Tribe of Arizona, 1982).

Traditional teaching methods included “modeling behavior, admonitions, storytelling,

repetition, patience, and group pressure” (The Papago Tribe of Arizona, 1982).  When the

first Spanish mission was built in the mid 1700s near the current reservation, in what is

now Tumacacori, education in the ways of European culture began for the Tohono

O'odham.  Hagan (1959) points out that the primary purpose of the education that took

place at Tumacacori first and next at San Xavier Del Bac would not be what we currently

think of as education, i.e. schooling in reading, writing, etc., but instead was directed at

converting the Tohono O'odham to Christianity and preparing them for vocations such as

building missions and working for the church.  Apache raids put an end to educational

efforts at Tumacacori during the early 1800s (Hagan, 1959).  In 1827, the removal of the

Franciscans by the Mexican government as part of their efforts to throw off Spanish
                                                  
6 It is acknowledged that this educational history is necessarily brief, and therefore does
not fully situate education for the Tohono O'odham in the larger policy and political
trends occurring nationally.  However, a thorough treatment of this topic, rife with
primary sources, is available; see Hagan, 1959.
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control combined with continued Apache raids to move the focus of Catholic influence to

San Xavier.  By this time, continued disturbances had all but ended any efforts at even

informal, church-based education.  Formal education or religious instruction for the

Tohono O'odham did not resume until the late 1800s (Hagan, 1959; The Papago Tribe of

Arizona, 1982).

At that time, schools attended by the Tohono O'odham were basically of two

varieties, on-reservation day and boarding schools founded and run by Catholic or

Presbyterian authorities or the federal government, and off-reservation boarding schools,

parochial and federal (Fontana & Schaefer, 1989).  On-reservation day schooling began

with the establishment of the first mission day school in 1912, at Al Chuckson (Little

Tucson) (W. Erickson, 1994).  That same year, another school was opened in Topawa.

These schools were established as mission schools; the project was lead by Father

Bonaventure Oblasser (W. Erickson, 1994; Hagan, 1959).  Although run by the church,

these schools were supported through federal funding.  Within 2 years, more day schools

were created by the Catholic church in San Miguel, Chuichu, and Gila Bend (W.

Erickson, 1994).  More Catholic mission schools were later opened in Cowlic, Cababi,

Anagem and Pisinimo (W. Erickson, 1994; Hagan, 1959).  According to Hagan (1959),

these schools followed the curriculum of Arizona Public Schools with some

modifications, including religious instruction.  These schools served students in grades

K-6.  Students desiring a secondary or pre-secondary (up to 8th grade) education attended

either off-reservation public high schools or off-reservation boarding schools serving

Native American students.  Between 1915 and 1950, 13 government day schools, run by
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the Bureau of Indian Affairs (B.I.A.), were set up in various parts of the Tohono O'odham

reservation including: Sells (1915); Santa Rosa (1915); Vamori (1915); Kohatk (1915);

ChuiChu (1915); Ventana (1932); Poso Redondo (1933); Kerwo (1935); Santa Rosa

Ranch (1935); Choulic (1935); Fresnal Canyon (1936); Hickiwan (1937) and Vaya Chin

(1950) (Hagan).  The original focus of these schools was on a curriculum that would help

students make a living on the reservation, with a focus on a long-range plan of integration

and assimilation to Anglo society (Hagan, 1959).

As was the case for many other Native American people, many Tohono O'odham

also attended off-reservation boarding schools.7   The federally funded government

Indian boarding schools started with the founding of the Carlisle School in Carlisle,

Pennsylvania by Captain R.H. Pratt in 1879 (Hagan, 1959).  These schools were set up

with a rigid, militaristic environment and sought to meet the goals of Pratt's own slogan.

"To civilize the Indian, put him [sic] in the midst of civilization, and keep him there"

(Hagan, 1959, p. 187).  Schools like Carlisle flourished all over the Southwest, including

Phoenix Indian School, founded in 1891 (Hagan, 1959).  In addition to government-

operated schools, there were also parochial boarding schools recruiting Native American

youth, such as St. Catherine's in New Mexico. These various types of boarding schools
                                                  
7 The boarding school era is considered by many to be one of the most tragic turn of
events in Native American educational history as it purposely accelerated assimilation
and language loss.  Because of the day schools on the reservation, the impact of these
school may not have been as devastating for the Tohono O'odham as it was for certain
other tribes, and complete assimilation did not occur, although the impact is still visible
(for example, in terms of language loss).  Contrary to what some may believe, this is not
a by-gone era, and Native American students are still attending off-reservation boarding
schools, although for the Tohono O'odham the number of students is far less than
previously, currently estimated to be at only 20 students (L.Ventura, personal
communication, October 22, 2004).
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were attended by some Tohono O'odham for attainment of a secondary education (for a

long time, none was available locally, or there was not transportation) and by other

Tohono O'odham for their entire educational career.  The most commonly attended

included Phoenix Indian School, run by the federal government, Sherman Indian School

(in California, also a government run school), Pima Reservation Boarding School

(operated from 1881-1928) located in Sacaton, St. John's Catholic Boarding School

(located near Laveen, Arizona) and Tucson Indian School (known by most as Esquela)

run by the Presbyterian Mission in Tucson (Hagan, 1959).  Students were assigned to the

Table 1

1957 School Enrollment for Tohono O'odham Youth

Type of School No. of students

Off reservation Public Schools    879

Non-reservation Boarding Schools    199

Reservation Boarding Schools      93

Reservation Federal Day Schools (B.I.A.)    479

Mission Day Schools    399

Mission Boarding Schools    114

Phoenix Sanatorium        1

Special schools and colleges        9

Total   2173
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various schools by their geographic location or by the religious preference of their

respective families.

Tohono O'odham students also attended regular public schools in Pima and

Maricopa counties.  In 1957 the following breakdown by types of schools attended was

reported (Hagan, 1959).  At that time there were 2,500 Tohono O'odham children

between the ages of 6 and 18, and 133 children less than 6 or more than 18 years old

attending school, for a total of 2,633 total children who were or could have been

attending school.

The preceding background gives an introduction to the structure of the various

systems that served the Tohono O'odham in terms of education but does little to

illuminate the nature or quality of the schooling experience.  There are numerous

references (Hagan, 1959) from this period to the Tohono O'odham people's desire to

obtain education for their children.  For example, Thomas Segundo, then tribal chairman

 of the Tohono O'odham Nation stated that:

The Papago program succeeds or fails directly as the education level of the

Papago people rises or falls.  The full value of the exploitation of the Papago

resources and the complete benefits of the material improvements to be made to

the Papago economy are of little work if the members of the tribe do not have the

education to make proper use of them.  The large numbers of Papagos, who must,

because local resources cannot support them, leave the reservations to make their

living elsewhere cannot do so without an education that will enable them to
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compete on equal terms in the non-reservation world.  (quoted in Hagan, 1959, p.

215)

However, parallel to other Native American education programs nationally at that

time, this desired education, made possible through the churches and the government,

could only be had at great cost.  References to the content of the educational programs

serving the Tohono O'odham from this time period show that the curriculum and

instruction at these early schools was equivalent to that being offered in public schools

elsewhere, albeit with the addition of religious instruction at the mission schools (Hagan,

1959).  References are also made to preparation for various types of manual labor; for

example, girls at Phoenix Indian School were trained to be domestics.  But it also shows

that a major component of the educational effort was aimed at assimilating the Tohono

O'odham through the required exclusive use of the English language at school and

through indoctrination into Christian beliefs, be they Presbyterian or Catholic (Hagan,

1959).

Beyond issues relating to the overarching purposes of schooling (though this no

doubt also affected school achievement and completion), many other challenges impeded

student progress during this period.  For several reasons, school attendance was an issue

even for those students who desired to attend.  In 1949, Segundo (quoted in Hagan, 1959)

detailed the primary reasons for this lack of attendance at on-reservation schools: lack of

classroom facilities (there was less than half the necessary classroom space available),

lack of transportation (28 of 73 villages did not have available transport), entering school



38

at a late age (only 46% of 6 year olds were enrolled), dropping-out among older children

(38% were enrolled in high school with only a 4% overall attainment rate), absence

during cotton-picking seasons (families were in the cotton fields 5 of 9 school months per

year) and irregular attendance due to ceremonies and family reasons (fiestas, cactus

camps, funerals, family visits, and babysitting).  Given that many Tohono O'odham

parents preferred for their children to be educated on the reservation, these concerns

posed serious challenges to school achievement and completion.

There is a paucity of literature covering the educational history of the Tohono

O'odham from the period of 1959, when Hagan's dissertation was completed, until now.

However the educational landscape has in the last 50 years changed considerably on the

Tohono O'odham Nation.  Between, then and now, all of the mission schools established

in the early 20th century on the reservation have been closed, with the single exception of

San Xavier Mission School.  Currently the reservation contains four Bureau of Indian

Affairs schools (Bureau of Indian Affairs, 2004), a public school district comprised of

five schools (elementary, intermediate, middle, senior high, and alternative senior high),

and two Protestant Christian schools (S. Hendricks, personal communication, October 17,

2004).  The current four B.I.A. operated schools are what is left of the earlier government

schools.  The public school district began as a Pima County/federal government

collaboration and is now a fully public school district with a locally elected school board

centered in Sells, Arizona, the capital of the Tohono O'odham Nation.  Some Tohono

O'odham students attend public or private schools in Tucson or beyond, and others attend

off-reservation boarding schools.  The figures on current enrollment of Tohono O'odham
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students at various types of schools are shown in Table 2.  These data are complied from

the various sources noted.

Table 2

Tohono O'odham Student Enrollment by Type of School

Type of School Total Enrollment

On Reservation B.I.A. Day School     4588

On Reservation B.I.A. Boarding School     2799

On Reservation Public   117310

On Reservation Parochial unknown11

Off Reservation Public unknown12

Off Reservation Boarding      2013

TOTAL unknown

This set of circumstances represents the educational landscape for the Tohono

O'odham as it stands today and sets a stage for understanding the current educational

situation.

                                                  
8 Data obtained from 2003-2004 BIA school report card (Bureau of Indian Affairs, 2003)
9 Ibid.
10 Data obtained from Arizona Department of Education for 2004-2005 school year
(Arizona Department of Education, 2004b)
11 The Tohono O'odham Education department does not collect data currently on
parochial or off-reservation students (E. Ramon, personal communication, October 25,
2004).
12 Ibid.
13 Data obtained from (L. Ventura, personal communication, October 22, 2004).



40

The Problem

Student achievement is an issue nationwide, as evidenced by recent legislative

efforts designed to increase school accountability for student achievement ("No Child

Left Behind Act 107-110," 2002).  This problem is (and has been historically) greater for

certain segments of the population than for others, and those most negatively affected are

populations of minority students, language minority students, and students living in

poverty.

In Arizona, the seriousness of this situation can be illustrated for Native American

students in general and Tohono O'odham students in particular through a review of

several key indicators14 — graduation/drop out rates, student achievement, and college

degree completion rates.  Recent data from the Arizona Department of Education shows

that Native American students in general have the lowest graduation rate in the state, with

Native American males having an even lower rate than that for Native American females.

In the 2002 Graduation Rate Study (Owins, 2003), Native American students were

reported as having a 4-year completion rate of 56.8% as opposed to the state average for

all students of 72.7%, and a 5-year graduation rate of 63% as opposed to a state average
                                                  
14 Two important notes need to be made regarding the indicators that are provided.  First,
it is not my stance that these indicate any type of deficiency in the students, but rather
that these indicators show us the ways in which the schooling system has missed the
mark.  Further, these indicators fail to acknowledge the more complex issue of how the
dominant society's model of schooling has affected education for Native American youth
in general and Tohono O'odham youth in particular, something that has likely had an
impact on any local efforts being made.
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of 76.4%.  Native American males have the lowest graduation rate in the state with a 4-

year rate of 52.7% and a 5-year rate of 60.3% (Owins, 2003).  It is difficult to break this

number out by tribal affiliation, but detailed information is available by school, allowing

some comparison.  One school in the Graduation Rate Study (Owins, 2003) serves most

of the Tohono O'odham high school students living on the reservation.  The graduation

rate for this school is 29.9%, indicating a graduation rate for Tohono O'odham students

below the state average even for all Native American students.  A second school that is

located on the reservation (Bureau of Indian Affairs) does not report this data to the state

but makes it available through the B.I.A. Annual Report.  Data from this report15 shows a

graduation rate of 53% (Bureau of Indian Affairs, 2003).  Data from the U.S. Census

paints a slightly better portrait.  Data from the 2000 Census (U.S. Census Bureau, 2000)

indicates that at the age of 25, 64.8% of Tohono O'odham adults have graduated from

high school, while the national average is 80.4% and the average for American Indians is

72.5%.  These data would seem to indicate that Tohono O'odham are completing high

school through other means before the age of 25, possibly at GED programs, and possibly

that students at reservation-based schools have a lower graduation rate than do those

attending school in an urban area.  Nonetheless, these data indicate a serious problem.

Achieving success at state-funded high schools in Arizona is a challenge for

Tohono O'odham and other Native American youth, as indicated by 10th grade 2004

                                                  
15 The formula for calculating this rate is not part of the report, making it impossible to
compare it isomorphically with the other percentages in the Arizona state report.
However, some comparison can still be drawn.



42

performance on the Arizona Instrument to Measure Standards (AIMS) (Arizona

Department of Education, 2006b).16  A comparison is provided in Table 3.

Table 3

Percentage Passing AIMS by Subgroup, Spring 2004

Ethnicity % Math % Reading % Writing

All Arizona   39%   59%   62%

African American   23%   49%   58%

Hispanic   20%   37%   47%

Asian /Pacific Islander   64%   72%   77%

White   53%   76%   68%

American Indian/Alaskan Native   17%   31%   43%

1 school, Tohono O'odham Students     4%   26%   42%

1 school, Tohono O'odham Students     6%   27%   29%

Note. Ethnicity appears in the same order as it does on the school report card.  The
percentages for Tohono O'odham students represent the data from two different schools,
both of which are known to serve primarily Tohono O'odham students.

As illustrated by Table 3, 10th grade Native American students have the lowest

achievement on the AIMS compared with other ethnic groups, and Tohono O'odham

students may be performing far below even the averages for Native American youth in
                                                  
16 At this early juncture it is acknowledged that there are limitations to what can be
determined about school success by use of standardized tests.  They are presented here as
one indicator to be considered.  These data are from the Arizona School Report Card,
2004-2005.
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general.  As a result of recent legislative changes in Arizona, along with the No Child

Left Behind (NCLB) Act ("No Child Left Behind Act 107-110," 2002), all students will

have to pass the AIMS test to graduate from high school in Arizona beginning as early as

the graduating class of 2006.  Soon, the graduation rate indicator mentioned previously

will be deeply connected to and conditioned by the AIMS test scores.

The combination of school completion and school achievement feeds into

challenges in college admission and completion as well.  Data from the U.S. Census

Bureau (2000) indicate that the rate for completion of Bachelor's degrees for American

Indians at 12.1% is less than half of the United States average at 24.4% for adults age 25

and higher.  Comparatively, the percent of adults age 25 or above who have completed a

Bachelor's degree or higher is only 5.2% for the Tohono O'odham (U.S. Census Bureau,

2000).

These statistics do not exist in a vacuum.  They have serious ramifications for the

quality of life for the Tohono O'odham.  By many indications, there are serious economic

and related problems that can be associated with the above statistics.  Far more

Indigenous people are living with the devastating effects of poverty, illness, and violence

than the U.S. averages for all races (U.S. Department of Health and Human Services,

2001).  The per capita income for the Tohono O'odham is $8,241, as opposed to $12,923

for all American Indians and $21, 587 for all Americans (U.S. Census Bureau, 2000).  In

the United States in general, 12.4% live below the poverty line, while 25.8% of American

Indians are living below poverty.  The Tohono O'odham far exceed the average with

39.9% of all people living below the poverty line (U.S. Census Bureau, 2000).  Poverty is
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associated with many potentially devastating challenges but health is one of the main

concerns facing the modern Tohono O'odham people.

Data from the Indian Health Services (I.H.S.) shows many challenges facing all

Native American people and those in the Tucson service region17 in particular (including

a large percentage of Tohono O'odham).  The Tucson service region reports rates of

morbidity and mortality that far exceed national U.S. all-races averages and even

considerably exceed averages for all Native American people in all I.H.S. Service

Regions.

Age adjusted Injury and Poisoning Death Rates (including death from motor

vehicle accidents, suicide, homicide, undetermined, war, and other causes) are the highest

of all I.H.S. service regions in the Tucson service region: 183.9 per 100,000 as opposed

to the U.S. all-races average of 50.2 per 100,000 and the average for all I.H.S. areas of

132 per 100,000 (U.S. Department of Health and Human Services, 2001).  When suicide

is examined separately, the Tucson service region has the third highest suicide rate of any

service area at 33 per 100,000, compared with 20.2 per 100,000 for the I.H.S total and

10.6 per 100,000 for U.S. all-races (U.S. Department of Health and Human Services,

2001).  Homicide rates for those Native Americans living in the Tucson service area are

also very high, at 15.2 per 100,000 as compared to 8 per 100,000 for U.S. all-races and
                                                  
17 The I.H.S. data is broken down by service area.  The data for the Tucson service area
has been used for this comparison.  This area is composed of a sample that is largely
Tohono O'odham, but not entirely so.  The U.S. Census shows the demographics of the
Tucson metropolitan area to be as follows: total American Indian, 24,039; Canadian and
Latin American, 618; Cherokee, 776; Navajo, 1523; Pueblo, 517; Tohono O'odham,
10,994; Pascua Yaqui, 2,138; Yaqui, 4,189 (U.S. Census Bureau, 2000, p. 973).  Albeit
an imperfect indicator, it is an available one.
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14.5 per 100,000 for I.H.S. all-areas adjusted totals (U.S. Department of Health and

Human Services).  The age-adjusted alcohol related death rate for all I.H.S. service areas

is 46.5 per 100,000 and 68.2 for those living in the Tucson service region, more than 10

times the rate for U.S. all races, which is 6.3 per 100,000 (U.S. Department of Health and

Human Services, 2001).

Perhaps the most well-known and most alarming statistic about the Tohono

O'odham pertains to diabetes mellitus, a life threatening illness.  Age-adjusted death rate

from diabetes for U.S. all races is 13.5 per 100,000.  For I.H.S. all service regions, the

rate is 52.8 per 100,000.  For the Tucson service area, however, the rate is 90.2 per

100,000, the highest of any I.H.S. service area (and 568 percent higher than the U.S. all-

races rate) (U.S. Department of Health and Human Services, 2001).

As can be expected, all of these statistics affect overall life expectancy;

additionally, they are worse for men than for women.  The Tucson I.H.S. service region

has the second lowest life expectancy for men of the I.H.S. service regions, at 61.6 years,

as opposed to 67.4 years for all I.H.S. service regions and 73.6 years for U.S. all-races

(men) (U.S. Department of Health and Human Services, 2001).  Women in the Tucson

service region have a life expectancy that is considerably better than that of men, but still

far below averages for U.S. all races.  The average life expectancy for women in the

Tucson service region is 70.7 years compared with the I.H.S. total of 74.2 years and the

U.S. all races of 79.4 years (U.S. Department of Health and Human Services, 2001).
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The Importance of Language and Culture

Hundreds of years of disruption have created a situation in which the Tohono

O'odham are literally struggling for their lives.  Many believe that the keys to solving

many of the above problems, promoting economic opportunities, and promoting positive

health outcomes lie in relying on the many resources in the community and the culture:

maintaining a lifestyle based on the O'odham Himdag, (meaning "Desert People's way"

(Tohono O'odham Community Action, 2004) or "our path"  (Ruiz quoted in Woods,

Blaine, & Francisco, 2002, p. 41).  The O'odham Himdag is what makes the O'odham a

unique people; it consists of the "…culture, way of life, and values that are uniquely held

and displayed by the Tohono O’odham people.  Himdag incorporates everything in life

that makes us unique as individuals and as a people. It is a lifelong journey" (Tohono

O'odham Community College, 2004b, p. 1).  As many point out, language is a critical

component of the O'odham Himdag (Woods et al., 2002).

The Tohono O'odham language is thus arguably central to addressing many

challenges and is critical to the cultural survival of the Tohono O'odham as a unique

people.  Zepeda (1998) states that no comprehensive language survey has been conducted

in recent times.  It is, however, possible to piece together several sources that clearly

indicate that language shift and loss is occurring at an alarming rate for the Tohono

O'odham people.  In 1949, a large-scale anthropological study was conducted in several

different geographic areas of the Tohono O'odham Nation (Joseph, Spicer, & Chesky,

1949).  Although assessment of language was not a focus of the study, there are
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references to the fact that most children came to school without knowledge of the English

language.  Joseph et al. state, in reference to the problems facing schools, that:

The problem of curriculum and method is as difficult as that of attendance.  The

great majority of Papago children know at most only a few words of English

when they enter school.  Only a third of the adults speak it; perhaps a tenth can

read and write it, and a negligible number do so habitually.  In the two western

districts when this study was made, no Papago over forty spoke English; only ten

of the parent generation did so, and, of these, four subsequently moved off the

reservation.  As a general rule, even parents who know English seldom use it in

the home, hence the child's first years of schooling must be mainly devoted to

learning the language in which he will be taught. (1949, p. 98)

Fontana (1960) found that most members of the San Xavier also still spoke Tohono

O'odham.  As part of his study, Fontana (1960) completed a census of all of the

households in San Xavier and concluded that Tohono O'odham was spoken in each

household encountered even if English was also spoken.  

One can surmise from these studies that 40-50 years ago, regardless of geographic

location and proximity to Tucson (San Xavier is the nearest to Tucson), the Tohono

O'odham language was spoken by most tribal members, a situation in sharp contrast with

current indications of language proficiency.  According to the U.S. Census Bureau (U.S.

Census Bureau, 2000), the number of Tohono O'odham who speak a language other than

English (presumably Tohono O'odham) in the home has declined dramatically since these
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previous studies.  The 2000 Census Bureau data available for the Tucson and Phoenix

metropolitan areas show that although 32% (Phoenix metropolitan) and 38% (Tucson

metropolitan) of Tohono O'odham ages 18 and over speak a language other than English

(presumably Tohono O'odham), less than 1% of children ages 5-17 years old do so.

These data are compatible with Zepeda's conclusion that "very few O'odham children are

learning O'odham as a first language" (1998, p. 49).

Education Issues

Certainly education is but one solution to these interrelated problems, but it is

without doubt a potentially important factor.  High-quality, appropriate education is cited

by Indigenous leaders and scholars as an important path to overcoming these problems.

Charleston (1994) writes:

Countless reports have linked education to both the cause and solution of

problems in Native communities.  Education has direct and indirect effects on

aspects of Native life.  We firmly believe that education is the key to finding

solutions to the problems confronting us.  Depending on what is taught and how it

is taught, education can perpetuate the conflict between our societies, or it can

bind our societies together for our mutual benefit.  Education transmits culture

and knowledge and develops skills and attitudes.  It is an essential component of

societies.  We must deal with education first. (p. 18)
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Since the Merriam Report (1928), the issue of Native American education has

been a growing public concern.  This report was followed by the Kennedy Report, (U.S.

Congress Senate Committee on Labor and Public Welfare Special Subcommittee on

Indian Education, 1969) and the Indian Nations at Risk Task Force Report (Indian

Nations at Risk Task Force, 1991).  Each illuminated the problems that individual tribal

communities experienced with education, and each suggested potential improvements.

These reports and subsequent changes in policy have resulted in incremental

improvements, though the overall situation is still wholly inequitable for Indigenous

youth, and many well-researched solutions remain to be effectively implemented or

properly funded.

More specifically, Tohono O'odham people have been calling for improved

educational opportunities for some time.  In the first half of the 20th century, tremendous

effort was directed at creating ample opportunities for students to attend school, as setting

up an educational system throughout the vast reservation was slow and difficult work

(Hagan, 1959).  In 1964, a comprehensive survey was conducted to ascertain what

educational improvements could be made in order to promote economic improvement for

the Tohono O'odham people (Stout & Moore, 1965).  This survey established a need for:

comprehensive pre-school services (with associated parent/child centers); comprehensive,

individualized adult education; literacy and leadership training for Councilmen;

recreational activities for all ages; providing accurate birth certificates for all tribal

members; and investigating the feasibility for a high school to be located on the

reservation (Stout & Moore, 1965).  Most of these goals have been realized.  Some are
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still the focus of current efforts, such as the establishment of recreational centers, long in

the planning phase and finally coming to a much-anticipated fruition.  The importance of

education to the Tohono O'odham community is clearly demonstrated in the tremendous

progress that has been made more recently as well.

In 1982, the Tohono O’odham Nation updated its Comprehensive Education Plan,

based on a large-scale survey, resulting in five major findings and 40 specific

recommendations for implementing each finding (The Papago Tribe of Arizona, 1982).

The findings were: (a) The Education Committee should continue to strengthen its

governance of O’odham education as mandated by the Papago Tribe of Arizona, (b) The

Education department should continue to strengthen its administrative capability in order

to achieve Education Committee goals, (c) O’odham values and culture should be

reinforced in the O’odham schools, (d) The O’odham should be able to function in

different cultures, particularly the O’odham culture and the mainstream American

culture, and (e) The Papago Tribe of Arizona thorough its Education Committee and

Department should become involved in the growth of educational facilities on the

reservation (The Papago Tribe of Arizona, 1982, pp. 79-88).

 Based on these consistent efforts, further progress has been made.  This progress

is evidenced in many achievements.  The second half of the 20th century has seen, for

example, the disappearance of the parochial school system, an increase in Tribal

involvement in the oversight of reservation schools, the creation of two reservation high

schools (providing a local alternative to off-reservation boarding schools), the creation

and implementation of Tribal education standards, the establishment of a community
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college, and the establishment of a comprehensive scholarship fund which has

successfully supported higher education degree completion for many Tohono O'odham

including, importantly, dozens of Tohono O'odham teachers.

With a basic infrastructure now in place, the Tohono O’odham Nation has been

able to further increase its focus on the quality of the educational opportunities being

offered for Tohono O'odham students attending schools both on-reservation and off

(Tohono O'odham Nation, 2004).  Recent efforts (2004) have been made to survey

community needs and responses to schooling options across the reservation and to study

the educational system in an effort to promote systemic reform.  As of 2004, the current

tribal chairwoman has established a broad-based group to design, implement and review

the findings of this survey and to create a plan for implementing appropriate changes.

Charter school legislation is being embraced by a growing number of Indigenous

communities (and/or groups of individuals within communities) as a way to address the

problems that they have historically faced (Buchanan & Fox, 2003; Gordon, 2003;

Kahakalau, 2003).  Charter schools have been employed by some as a vehicle for creating

educational alternatives that may revive hope for the future of these communities.

Whether this is possible in general, and for Tohono O'odham students in particular, is an

important question that requires investigation.

Purpose and Significance

The purpose of this study is to describe the educational experience of Tohono

O'odham and other Native youth at a charter school designed for Tohono O'odham and
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other Native American youth, using a case study design.  The result is a descriptive

portrait of one charter school serving Tohono O'odham (and other Indigenous youth) and

an exploration of the meaning of this experience for the participants.

The study is significant for a variety of reasons detailed further in the following

review of theoretical and empirical literature.  Importantly, this study fills gaps in several

interrelated areas of the literature, and this will have implications for policy and practice

affecting the education of Tohono O'odham and other Indigenous youth.  There are very

limited data about the specific organizational, curricular, and pedagogical structures

instantiated in Indigenous-serving charter schools.  If charter schools in general and

Indigenous-serving charter schools in particular are to realize their potential to incubate

innovative practices that benefit students in particular communities, detailed descriptions

and exploration must be made available to policy makers and practitioners.

Theoretical Framework

This section describes the theoretical ideas framing the study.  While reviewing

the idea of employing charter schools for social justice ends, opposing theoretical

viewpoints are presented, and one framework is explored in more detail.  This

framework, put forth by Knight-Abowitz (2001), discusses ways that charter schools

serving ethnic minorities might or might not be able to contribute to democracy and

social justice.

Two frameworks from the broader literature on minority schooling have been

chosen for their potential to inform the study: education for empowerment as put forth by
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Cummins (1989; 1992) and the concepts of subtractive and additive schooling as

described by Valenzuela (1999).

It is posited that what defines the quality of the schooling experience for students

at any school includes not only the more-tangible aspects of schooling, such as

curriculum and instructional methodology, but also the less measurable aspects of

schooling, e.g. school climate, safety issues, caring teachers, etc.  In other words, it is not

simply the explicit curriculum but the implicit and null curricula that influence school

choice decisions (Eisner, 1985) and school satisfaction.  This idea is supported by the

initial research on charter schools, which details student and parent reasons for choosing

charter schools, only some of which pertain directly to the explicit curriculum.  For

example, one study found that the top influence in a parent enrolling a child in a charter

school was "Personnel at my child's previous public school were not sufficiently

responsive to my concerns as a parent" (King & Taylor-King, 2002, pg. 5).  Further, it is

known that traditionally underserved communities are choosing charter schools more

often than are other groups nationally (Murphy & Shiffman, 2002; Peebles, 2000).  The

framework chosen for this study allows for investigation of the tangible and more

obvious components of the charter school experience while leaving room to explore some

of the less tangible components through an examination of the educational experience.

Charter Schools and Social Justice

There are many open questions about charter schools in the current theoretical and

empirical research about them.  An urgent one concerns the ultimate outcomes of charter
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schools for society at large, and particularly as they might or might not contribute to

socially just, democratic schooling.  All theoretical writing and empirical research should

take into account the intense level of variability between schools that results from varying

legislation (as seen in Figure 1) and should realize that it is difficult to address many

important educational questions by deploying a generalized concept of a charter school.

Small wonder that Murphy states, "While developing a charter school metanarrative is an

important task, it is nonetheless, a difficult one" (2002, p. 17).

Murphy and Shiffman (2002) remind us too, that supporters of charter schools

have diverse assumptions, goals, and possibly competing theories driving their interests.

The diversity embodied in charter schools makes them a favored vehicle for school

reform by many stakeholders for several reasons.  Importantly, the diversity in legislation

and the openness of these laws allows for multiple images to emerge; i.e. a charter school

can mean many different things (Murphy & Shiffman, 2002).  Some view the charter

landscape as a vehicle for privatization (and potential profit); others view it as a step

towards vouchers; some view it as a new type of public school reform; still others simply

see charters as another chapter in the history of school reform, one with the potential to

help create a more equitable schooling system (Murphy & Shiffman, 2002).  Beyond this

issue of meaning, charters are employed to cherished ends (Murphy & Shiffman, 2002, p.

13).   At the heart of this attraction is the ability of charters to appeal to "four

foundational educational values − quality, efficiency, liberty and equity − and to appeal

to many of those who prize any given value most highly" (Murphy & Shiffman, 2002, p.

13).  These cherished ends are indeed very diverse, including profit (desired by the
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private sector, and justified as a route to quality and efficiency), decreased government

involvement in schools (seen as liberty), improved accountability (viewed as quality,

equity and efficiency), possible promotion of parochial agendas (seen as liberty), and

social justice (quality and equity) for previously underserved populations.   Some

proponents of charter schools see charter schools as a tool for reforming an educational

system that has historically been inequitable and for driving the educational system

towards egalitarian ends (Kolderie, 1995; Nathan, 1996; Schorr, 2000; S. Smith, 1998).

Counted among this group are those seeking equity and quality through ethnically

focused charter schools.

Table 4

Theories of the Outcome of Homogenous Clusters at Charter Schools

Positive Orientation Negative Orientation

A wholesome community of common purpose

or

the unwelcome embodiment of special

interests.

An appropriate niche market or a product of entrepreneurial chicanery.

An opportunity to educate for effectively

underserved and disadvantaged youngsters or

the segregation of  poor and minority

students.

A vehicle to empower disenfranchised and

marginalized families or

a scheme to undermine the public good.
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Murphy and Shiffman (2002) summarize some key issues of the complex and

important discussion concerning schools that enroll a "homogenous cluster of students

organized around a common vision" (p. 195), a group that includes ethnically focused

charter schools in general and Indigenous-serving charter schools in particular.  One way

of summarizing the opposing viewpoints concerning ethnically focused charter schools is

shown in Table 4 (Murphy & Shiffman, 2002, p. 195).These opposing viewpoints speak

to the major theoretical arguments concerning charter schools that serve a distinct student

population.  Murphy's conception of the theoretical differences over schools that serve a

specific group of students sets the stage for a more detailed discussion of this topic.

Knight-Abowitz (2001) deploys Nancy Fraser’s theory of multiple publics by

examining the charter school movement in terms of its potential for furthering the goal of

social justice, proposing that charter schools can be a means of creating multiple

educational publics capable of creating the conditions for “economic redistribution and

cultural recognition as ways of addressing oppression and exclusion” (p. 1).  Regarding

the idea of the formation of multiple educational publics, Knight-Abowitz states:

Charter schooling allows for multiple publics to form around educational visions

that are funded by and are accountable to larger publics and the state.  The

multiple publics, let us call them educational publics, may be formed of

subordinated groups and their educational allies, such as some of the urban,

ethnocentric, and grassroots charter schools described by Amy Wells and her

associates in their study of California charters.  However, the formation of an

educational public may or may not originate solely form the experiences of
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exclusion or oppression.  Multiple publics may also form between a wide

diversity of parents and educators who find or construct shared educational aims

and decisions based of solidarity may form around a variety of values and

experiences beyond those shared by historically marginalized groups. (2001, p. 6)

She notes that the various charter school legislations do not uniformly support the

promotion of schooling situations that are more equitable and states that:

The success of the proposal outlined here – the idea that disenfranchised publics

can use charter school law to pursue equity and fairness – rests upon charter

school laws directly aimed at correcting injustices against those most frequently

excluded, ignored, or discriminated against in public schools, including the

disabled and the urban poor. (Knight-Abowitz, 2001, p. 8)

The ability to create more equitable options depends on whether charter schools

have the potential to promote economic redistributions and cultural recognitions that are

transformative in nature rather than affirmative (Knight-Abowitz, 2001).  Affirmative

solutions as those that are aimed at "correcting inequitable outcomes of social

arrangements without disturbing the underlying framework that generates them" while

transformative remedies are "aimed at correcting inequitable outcomes precisely by

restructuring the underlying generative framework" (Fraser quoted in Knight-Abowitz,

2001, p. 8).



58

Regarding economic redistribution, Knight-Abowitz (2001) gives an example of

public assistance as an affirmative solution, while the ideal public school system could be

transformative:

If all public schools were as well staffed, well-equipped and responsive to student

needs as our best schools are, certainly our public school system would be more

successful at helping poor and marginalized citizens to participate as equals in our

government and economy. (p. 8)

Again, the variability of charter law makes it difficult to conclude whether

transformative redistribution is made possible through chartering legislation.  In order for

this to happen, legislation needs to allow for state and federal resources to flow to various

multiple educational publics.  Knight-Abowitz aptly points out that the various

educational publics are unequal in their knowledge of available resources and in their

ability to obtain such funding (2001), creating questions about whether economic

redistribution is likely or even possible through charter schools in the current school

finance context.

Another key component of Fraser's ideas as they relate to charter schools is

whether they offer the potential for meaningful recognition that moves beyond an

affirmative view of multiculturalism expressed through such events as "piñata bashing

and taco feasts" (Knight-Abowitz, 2001, p. 9) that are based on an essentialist view of

minority identity but fail to attend to the values and abilities inherent in a given

educational public.  Charter schools as allowed for in many states provide the possibility
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for historically oppressed groups to move in a transformative manner beyond essentialist

stereotypes that have been institutionalized in the public schools.  For example, cultural

recognition for Indigenous students might mean more than including language and

culture in the curriculum.  It might mean, for example, implementation of the values held

by a particular educational public, such as a belief that their children can be successful at

challenging academic work, in the school mission and program.  Created by various

educational publics, but constrained by the various standards-based requirements, charter

schools' ability to allow for affirmative recognition of cultural values remains an open

question.

Knight-Abowitz's theory shows how charter schools (albeit qualified by

variability in legislation) might contribute to the overarching goal of social justice

through a democracy composed of multiple publics (in this case educational publics) that

participate in the larger democratic sphere.  This has important implications for thinking

about Indigenous-serving charter schools, as the participants may well constitute an

alternative educational public.  Others propose that in the current market-based system,

socially just, democratic ends are not possible, especially for homogenous culturally

based groups (Saltman, 2000).

The above-mentioned framework provides a context for thinking about the

purpose and structure of charter schooling as it relates to larger concerns of social justice

and democracy.  Importantly, it speaks directly to the concerns of ethnically centered

schools.  It explicitly suggests ways in which charter school policy might be shaped in

terms of using school choice as a way of promoting more socially just aims and
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furthering democracy for marginalized groups.  This important consideration sits beside

this study.  This study intends to provide an illustration of the possibilities (or lack

thereof) for promoting socially just outcomes for the participants at the study site.  In

turn, this may supplement the body of information available to those working in the

larger arenas of theory and policy related to ethnically focused charter schools in general

and Indigenous serving charter schools in particular.

Empowering American Indian Students

Cummins' framework (1989; 1992; 2000) provides one lens though which we

might evaluate the potential of Indigenous-serving charter schools for empowering

Native American students.  His framework is based on the idea that:

…Minority students are disempowered educationally in much the same way that

their communities are disempowered by interactions with other social institutions.

The converse of this is that minority students will succeed educationally to the

extent that the patterns of interactions in schools reverse those that prevail in the

society at large." (Cummins, 1992, p. 4)

Cummins (1992) asserts that this empowerment or lack thereof is a direct result of

students’ interaction with educators in several important categories, and that these

interactions are reflective of those occurring in society as a whole:

1.  Minority student's language and culture are incorporated into the school

program;
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2.  Minority community participation is encouraged as an integral component of

children's education;

3.  Instruction (pedagogy) is used to motive students to use language actively in

order to generate their own knowledge; and

4. Professionals involved in student testing (assessment) become advocates for

minority students by focusing primarily on the ways in which students' academic

difficulties are a function of interactions with and within the school context

instead of locating the problem within the students.  (p. 5)

Cummins holds that each of these dimensions can be analyzed along a continuum,

with "one end reflecting an antiracist orientation and the other reflecting the more

traditional assimilationist (Anglo-conformity) orientation" (1992, p. 5).  Each of these

factors will be discussed in more detail below.

Cummins (1992) bases his focus re cultural and linguistic incorporation on the

growing body of research finding that the extent to which language and culture are

incorporated into the curriculum is a predictor of academic success for minority students.

This incorporation is shown to increase both academic success and positive cultural

identity.  Cummins (1989) points out that this continuum also includes the notion of

additive and subtractive language bilingualism, and that the additive type of bilingualism

which does not strive to replace the home language with English is more likely to

promote empowerment and school success.
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When students' communities are involved in the educational process, and

especially when they are invested in "running their children's school," parents have a

positive attitude towards education that is communicated to students (Cummins, 1992, p.

6).  In this area, the continuum is from collaborative to exclusive.  In practice, besides

encouraging parents to be actively and meaningfully involved in the operations of the

school, an important component is viewing the parents as allies and resources rather than

as contributing factors in school failure.  In a Native American context, this can include

the incorporation of community knowledge into the curriculum.  Cummins (1992)

suggests that "It is not enough to focus only on students' classroom experiences;

expanding the focus is a central component of the change from an Anglo-conformity

orientation.  In addition, the collective historical experience of the community must be

used as the context for all learning in the school" (p. 7).

A third and very important part of Cummins' framework concerns pedagogy.

Cummins (1989) describes the continuum in this area as interactive/experiential on the

empowering side and simple transmission on the disabling, Anglo-conformity side.  This

is reflective of (a) the extent to which the teacher maintains control over classroom

interaction, and; (b) the extent to which the instruction is experiential and context

embedded, motivating learners to generate their own knowledge as opposed to being

passive learners.  Cummins (1989) describes several characteristics of the experiential

generative model of teaching as they contrast with the banking model described first by

Paulo Freire (1997).  These are:
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1) Genuine dialogue between student and teacher in both oral and written

modalities

2) Guidance and facilitation rather control of student learning by the teacher

3) Encouragement of student-student talk in a collaborative learning context

4) Encouragement of meaningful language use by students rather than correctness

of surface forms

5) Conscious integration of language use and development with all curricular

context rather than teaching language and other content as isolated subjects

6) A focus on developing higher level cognitive skills rather than factual recall

7) Task presentation that generates intrinsic rather than extrinsic motivation

(Cummins, 1989, p.64)

The final component of Cummins' framework concerns assessment (1989).  On

this continuum, faculty's adoption of an advocacy-oriented role with respect to testing is

considered to be more empowering than faculty functioning within a legitimization-

oriented role that can be disabling to students.  Appropriately, Cummins (1989) notes that

"psychological assessment has served to legitimize the educational disabling of minority

students by locating the academic problem within the student herself" (p. 65).  Many

others note that this has been a particularly troubling concern with Native American

education, promoting a "deficit" view of Native American children (Deyhle & Swisher,

1997).  Such a misuse of testing has caused many educational problems for Native

American students that persist today, including the over-placement of Native American

students in special education programs, which has been the case for most minority
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students historically (Cummins, 1992).  Cummins (1989) demonstrates that even though

there are few diagnostic conclusions to be made from the majority of psychological tests,

teachers and school personnel are reluctant to transmit this information to parents.

Cummins suggests that in scrutinizing the results of psychological tests, the above-

mentioned three components must be reviewed.  Specifically, he suggests scrutinizing

"the extent to which children's language and culture are incorporated within the school

program, the extent to which educators collaborate with parents in a shared enterprise,

and the extent to which children are encouraged to use language (both L1 and L2)

actively within the classroom to amplify their experiences in interaction with other

children and adults" (Cummins, 1989, p. 67).  In summary, Cummins suggests that that

an advocacy approach to assessment involves "locating the pathology within the societal

power relations between dominant and dominated groups, in the reflection of these power

relations between school and communities, and in the mental and cultural disabling of

minority students that takes place in classrooms" (1989, p. 67).

Additive vs. Subtractive Schooling

Although Cummins' framework includes the idea of additive or subtractive

bilingualism, Valenzuela (1999) uses these terms in a broader sense to encompass the

entire educational experience.  In her seminal work, Subtractive Schooling, Valenzuela

(1999) examines the schooling experiences of students at one Texas high school during

the implementation of the well known "Texas Miracle" that later became the model for

current educational policy as exemplified in the No Child Left Behind Act.
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Valenzuela (1999) does not provide an explicit framework, per se, for defining

subtractive schooling (or its implied opposite, an additive schooling experience).  Rather,

she vividly illustrates, through a detailed description and elegant presentation of student

and teacher perspectives, the invalidating and subtractive aspects that impede school

achievement for Mexican-American youth, providing vivid fodder for thinking about

what subtractive schooling might entail for other minority youth in a different setting, and

providing also a starting place for thinking about what an additive notion of schooling

might be like, both in the setting she describes and beyond.  Importantly, Valenzuela

(1999) critically examines and extends the current notions of caring, as they exist in the

literature in terms of how they affect historically oppressed students in a schooling

situation.

According to Valenzuela (1999) schools subtract from Mexican-American youth

in two important ways.  In her study, Valenzuela (1999) found that the idea of caring,

formed both as it is seen in Mexican culture and as it is defined by Noddings (1984), is an

essential part of an appropriate educational experience for Mexican-American youth (or

as it were, the crucial thing that is lacking) (1999).  Subtractive schooling also divests

Mexican youth of their language and culture through assimilationist practices that

uncritically transmit only the dominant culture's customs and language, consequently

subtracting the strengths that students bring with them to school.  Valenzuela (1999)

speculates that the latter is perhaps inextricably connected to the former, that the

assimilationist paradigm is viewed by students as a form of not caring, and posits that the
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complex and layered type of authentic caring that she describes is lacking in the school

studied. Valenzuela summarizes:

The predominantly non-Latino teaching staff sees students as not sufficiently

caring about school, while students see teachers as not sufficiently caring for

them.  Teachers expect students to demonstrate caring about schooling, with an

abstract, or aesthetic commitment to ideas and practices that purportedly lead to

achievement.  Immigrant and U.S.-born (Mexican American) youth on the other

hand, are committed to an authentic form of caring that emphasizes relations of

reciprocity between teachers and students. (1999, p. 61)

Based on this, and examining the cultural values that various groups of Mexican-

American students bring with them to school, Valenzuela suggests that Mexican-

American youth do not reject education, as it may seem to those who work with them, but

rather that they reject the process of (subtractive) schooling that first fails them (1999).

Valenzuela explores a model of additive schooling in the epilogue to her work,

forming a tentative basis for an additive framework (1999).  Valenzuela (1999) suggests

that additive schooling might include five components, four of which can be considered

for the framework of this study (and a fifth which concerns itself specifically with the

benefits of increasing contact and improving relations with Mexico).  At the root of an

additive notion of schooling is the importance of equalizing opportunities through

schooling that builds on the knowledge that students bring with them to school, rather

than subtracting it, helping them to establish a bicultural identity rather than asking them
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to choose between "being Mexican and being American" (Valenzuela, 1999, p. 269).

Further, a student's language and culture would both be considered important, not as an

either/or in competition with the dominant culture and language.  Valenzuela (1999)

points out in this area that teaching in the students' language is not enough to create an

additive environment, that the content must be culturally relevant.  Acknowledging the

non-neutrality of knowledge, and that the knowledge typically taught in schools is both

dominant and exclusionary, would also be an overt focus.  This could "supervene to both

challenge and counterbalance its undue influence" (Valenzuela, 1999, p.270).  Finally,

she posits a focus on maintenance of the community, "including home-school

relationships, even if this means that the discourse gets politicized" (Valenzuela, 1999, p.

270).  Valenzuela shows the relationship of authentic caring to these ideas when she says

that:

To make schools truly caring institutions for historically oppressed subordinate

groups, like Mexican Americans, authentic caring, as currently described in the

literature is necessary but not sufficient.  Students' cultural world and their

structural position must also be fully apprehended, with school based adults

bringing issues of race, difference, and power into central focus. (1999, p. 109)

Although her findings draw from a study with Mexican-American youth, their

experiences, though not identical to the experiences of other minority groups, are

mirrored by the experiences of those (i.e., most of them) who regularly encounter
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assimilationist educational practices.  Valenzuela puts forth a powerful framework for

thinking about the schooling experience as it affects minority youth in the United States.

Given that the overall purpose of the current study is to describe one charter

school serving Indigenous youth, with a focus on describing the educational experience

from the perspectives of the participants, the above-mentioned theoretical considerations

lay a foundation for considering this experience.  So framed, an analysis of the schooling

experience in this particular setting may begin to illuminate whether charter schools can

facilitate a socially just educational experience.  In order for an educational experience, in

charter schools or otherwise, to have the potential for furthering socially just ends for

traditionally underserved groups, it must empower them by employing appropriate

models of schooling.

Review of the Related Empirical Literature

Two areas of empirical literature were reviewed while designing this study.

Herein, the empirical literature concerning Tohono Education is first reviewed; studies

pertaining to Tohono O'odham education; studies pertaining to teaching, learning, and

assessment; and the single study on Tohono O’odham student perceptions of the

schooling experience are included in this review.  In the area of Indigenous-serving

charter schools, studies about various programs and studies about teaching and learning

at Indigenous-serving charter schools were reviewed.  In both areas, there is scant
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literature, indicating a need for further study.  This case study informs the intersection of

these two literatures.

Tohono O'odham Education

"Perhaps if we had acted up a bit more, people might know about us."  (D.

Preston quoted in Beal, 2004, p.1).

A recent Arizona Daily Star headline described the Tohono O'odham as the

"Unknown Tribe" (Beal, 2004).  This sentiment is echoed by Fontana (1989) who

describes the Tohono O'odham as "one of the lesser known groups of Indians in the

United States and Mexico" (p. XII).  The condition of being one of the least well-known

tribes, particularly as compared with other tribes such as the Lakota or the Navajo, is

reflected in the rarity of empirical literature about Tohono O'odham education.

In order to understand what is known about teaching and learning among Tohono

O'odham students, a comprehensive (and simultaneously brief) review of the empirical

literature was conducted.  In order to find suitable studies, all available literature in this

area was considered; e.g., no parameters were put on the search dates.  Even so, there is a

dearth of contemporary research on the education of Tohono O'odham students.  The

review included studies dating back to the 1940s.  The studies are reviewed

chronologically and presented in an overview format.

Joseph et al. conducted a large-scale anthropological study (1949) in several areas

of the Tohono O'odham reservation. The research study utilized interviews and various

psychological tests to arrive at its findings.  Findings included a detailed portrait of the
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Tohono O'odham child by age range in terms of various sociological categories and a

description of "The Personality of the Papago Child" as measured by a battery of tests.

"Personality Sketches" of eight children are also presented.

A 1959 dissertation (Hagan, 1959) provides an extensive history of the

educational development of the Piman people for the 300 year span up to 1959, drawing

educational and sociological information from a plethora of primary sources.  This work

is cited frequently throughout the background section of the present study.

In 1965, a comprehensive tribally supported survey (Stout & Moore, 1965) of

tribal members was undertaken to determine needs in the areas of employment,

education, and other areas that support improvement in both.  More details on the

findings are presented earlier in this chapter in the discussion on Tohono O'odham

Educational history.  Recommendations for comprehensive expansion and improvement

were provided based on the survey data.

Kelly (1967) provides a demographic study of school-age Native American

children, including detailed numbers on age-grade ratios for Pima and Pagago children in

1953 and 1967, and a breakdown of numbers of Pima and Papago students in various

types of schools (or not in school at all).  Kelly (1967) found that the majority of Pima

and Papago students remained in school through the eighth grade.  Kelly (1967) also

found that “a substantial majority of Indian students are behind in grade as measured by

age” (p. 2) and that the reason for this is that a majority of students do not begin school

until the age of 7, and once in school, they are often retained.  High drop-out rates for

Pima and Papago children were also a finding of this study (Kelly, 1967).
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Henderson (1973) undertook a project and study to develop question asking skills

in Tohono O'odham first grade children.  Two professionals were trained to instruct the

selected 30 parent participants.  A multiple baseline design was used, and the project was

successful in teaching the children to ask causal questions.  Parents were more effective

at modeling questioning skills to the children than were the experimenters.  These skills

did not deteriorate after time and were deemed to be unrelated to the level of

acculturation or past achievement.

A study by Evard and McGrady (1974) investigated test results for the Illinois

Test of Psycholinguistic Abilities (ITPA), administered to Papago, Mexican-American,

Black, and Anglo students.  The ITPA was administered to 976 children in Arizona.

Subgroup differences appeared, and it was determined that relevant norms needed to be

created.  As this test was the first step of a several-part process for identifying

“handicapped” students statewide, the authors strongly recommended using subgroup

norms for any identifiable subgroups.

Grounded in community development theory, a paper by Forbes and Adams

(1976) describes emergent language loss among the Tohono O'odham people and

describes an effort to address the problem through a nascent Native American Language

Education project.  The goals of the project are highlighted, and an interim evaluation

based on anecdotal evidence is put forth.  This project was not concerned with formal

education, exploring rather a grassroots model of language maintenance.  Of note is that
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the project lead in Sells, AZ was Albert Alvarez, co-creator of the Alvarez-Hale18

orthography.

A study by Reschly, Sabers and Meredith (1976) found that the relationship

between MAT and WISC-R test results varied widely on Anglo, Black, Mexican-

American, and Papago student populations.  However, direction of bias with respect to

the relationship between the two tests for any specific group was not indicated, and

Reschly et al. (1976) rejected the assumption of a common regression system for the two

tests and four ethnic groups.

McFarlane (1978), in her manual for teachers of Tohono O'odham students, gives

a detailed portrait of the Tohono O'odham people, with a special emphasis on the traits

that affect teachers in classrooms.  This project and study consisted of a review of

relevant literature, interviews, questionnaires to parents, and participant observation,

resulting in an extensive manual.  The author included a section on Tohono O'odham

family life, citing differences between traditional and contemporary types in key areas

affecting classrooms including birth, marriage, family relations, childrearing, and

learning.  A detailed discussion of differences in values and culture is presented.

McFarlane reviewed linguistic issues related to Tohono O'odham learners and suggests a

bicultural, bilingual, culturally relevant curriculum (1978).  Included is a description of a

bilingual pilot program at Kerwo (village of Gu Vo) which showed that a group of

students given bilingual language instruction in Tohono O'odham using locally prepared

                                                  
18 The Alvarez-Hale orthography is the officially recognized orthography of the Tohono
O’odham Nation since 1974 (Zapeda, 1983).
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materials showed more improvement on the California Achievement Test than did a

control group taught only in English.

Another study by Reschly and Ross-Reynolds (1982) investigated the WISC-R

item bias with four groups of students — Anglo, Black, Chicano, and Native American.

Of the items on the tests, no items were identified as biased against Blacks and only one

item was identified as biased for Chicanos.  Fully one third of the items on the Verbal

subtests were identified as biased against Papagos, although the study could not identify

this as showing cultural bias because confounding effects were not controlled.

A study by Goodman and Wilde (1985) focused on the production of children's

written language, studying the writing of ten Tohono O'odham children in the 3rd and 4th

grades over a period of 2 years.  Two hundred stories were analyzed to evaluate the

linguistic systems — the syntax and orthographic features — used in the writing.  As part

of the same study, Wilde (1986) studied the development of spelling and punctuation in

the same students.  Wilde (1986) found that spelling and punctuation improved from the

3rd to the 4th grade and that much of this occurred in the absence of formal instruction.

Findings showed that students learned spelling and punctuation best when it was an

integrated part of the writing process, because even young students understand that these

elements are a part of communicating meaning, the overall purpose of writing.

A 1989 dissertation (Viri, 1989) used qualitative case study method to describe

the experiences of ten Tohono O'odham students at an urban community college,

delineating ways in which the college in part "produced culture that undermined students'

belief in their own competence and profoundly intensified their feelings of social
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marginality" (p. 464).  Ten student portraits are presented, permitting an in-depth

understanding of barriers to college completion for Tohono O’odham students.

Weaver’s (1992) study strove to describe the learning style profile of Tohono

O'odham elementary students.  The researcher inventoried the learning style differences

of three different age groups (2nd, 4th and 6th grade) and determined that each of the

groups of students had a clearly defined learning style, that the learning styles differed

between grades, with second grade students indicating a traditional learning style and

grades 4 and 6 indicating a more independent learning style and suggested that literary

programs can be designed based on these learning styles (Weaver, 1992).

In summary, the empirical data gleaned from these studies provides a fragmented

and questionably useful basis for informing contemporary efforts at improving teaching

and learning for Tohono O'odham students, and does little to explain or address the

previously discussed indicators concerning achievement, school completion, higher

educational attainment, and associated problems.  Two of the studies, one which

complied information for non-Indian teachers (McFarlane, 1978) and one that described a

grassroots language revitalization effort (Forbes & Adams, 1976), were directed at

promoting positive change, though they described efforts that one for one reason or

another fizzled out — there is no evidence that the programs developed through either

study were ever implemented on any wide-spread basis.  From this review it is evident

that many different types of research are needed in order to understand how to improve

the educational circumstances for Tohono O'odham children.  Although some specific

information has been obtained through these studies that may possibly inform efforts at
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improvement, only one (Viri, 1989) of the studies utilizes a critical framework for linking

the research to larger questions about the purposes of schooling, and none of the studies

takes as its unit of an analysis a K-12 school.  This study aims to contribute to the

literature by doing both.

One other largely overlooked area of research on Tohono O'odham education is

that which focuses on the educational experience of students, a perspective that has the

potential to inform policy and practice in positive ways.  Literature about the Tohono

O'odham demonstrates the high regard the tribe has for its children (Joseph et al., 1949;

McFarlane, 1978; Underhill, 1979) and the agency that children are accorded both in

traditional and contemporary Tohono O'odham society.  Since one major goal of this

work is to contribute to positive change for all Tohono O'odham youth, highlighting the

youth perspective is very important.  To date, there has been one major empirical study

utilizing student perspectives (Viri, 1989), and its focus is on college students who are

attending community college off of the reservation.  The proposed study provides a

crucial contribution to the literature by examining the secondary schooling experience of

Tohono O'odham youth with a particular focus on their perspective.

Indigenous-Serving Charter Schools

There is a growing body of literature concerned with ethnic minority charter

schools in general and Indigenous-serving charter schools in particular.  There is

extensive research in the area of Indigenous education efforts that pre-date the charter

school movement − this work has contributed immeasurably to our understandings of
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Indigenous education19 and detail its evolution, successes and failures within the various

school systems (mission, boarding, federal, and public schools).  However, Indigenous-

serving charter schools are a new and largely uninvestigated reform that is now part of

the landscape of Indigenous education.  In at least one state, Hawaii, charter applications

for Indigenous schools are extremely overrepresented in terms of the total number of

charter applicants (Buchanan & Fox, 2003).  Although there is no comprehensive

national source for this information, it is estimated that there are at least 40-50

Indigenous-serving charter schools in the United States (Estimates by state: 19, Arizona;

at least 12 in Hawaii; at least six in California; at least four in Minnesota; at least two in

Michigan; at least one in Alaska) (Academic Support Division, 2003; Buchanan & Fox,

2003; Center for Education Reform, 2003; Leiding, 1999).

A small handful of studies have begun to provide insight into the details of

Indigenous-serving charter schools.  A review of the literature found seven studies related

to Indigenous-serving charter schools.  One study was omitted from this review (Garcia,

2002) because it measured an interventional treatment that happened to occur at an

Indigenous-serving charter school in Arizona; the charter school itself was incidental to

the study because the focus was the intervention treatment.  Given the limited nature of

the available literature, no criteria were imposed on inclusion in this review.  Of the

studies reviewed, three were published studies, and three were unpublished dissertations.

One study focused on an individual classroom, two focused on a specific case in detail,

                                                  
19 For more comprehensive reviews of empirical work on the broader topic of Native
American education, see for example: (Demmert, 2001; Deyhle & Swisher, 1997;
Swisher & Tippeconnic III, 1999).



77

and three studies describe multiple case sites.  All of the studies were qualitative in

nature, though several differing methodologies were used.

In addition to ascertaining the results of the studies, three other factors were

critically reviewed, two in line with appropriate criteria for qualitative research but

having particular bearing on the methodology of proposed study.  The first pertains to the

level of description provided.  Although all of the studies aimed to inform practice and

policy concerning Indigenous youth, and may do so regardless of the level of description,

the ability to inform practice in accordance with the laboratory intention of charter

schools relies on the availability of enough description to allow the reader to make

"naturalistic generalizations" (Stake, 1995).  As each study was reviewed, it was noted

whether such a level of description was present and whether a reasonably well-informed

reader would be able to use this information in replicating or refining the model

presented, where this was appropriate for the length and intensity of the study.

Additionally, providing this type of detailed description also entails including detailed

contextual information and situating the case.  Although all of the studies did situate the

cases in the broader discussion of charter schools and Native American education in

general, several failed to provide community-specific detail.  Doing so honors the

important differences in the educational experience between and within various tribal

groups.  Inclusion of this information, where applicable, greatly strengthens the study.

Finally, a third factor was reviewed to facilitate understanding of the schools

themselves.  To do this, a rubric was created based on two components of the theoretical

framework (Cummins' framework on empowering minority students and Valenzuela's
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notion of additive schooling) to see which concepts were evident in the schools studied.

This analysis was limited by the available data provided in the studies and by the fact that

none of the studies were utilizing these specific frameworks.  This nonetheless provided

some basis for critical comparison of the schools described (as opposed to the studies).

The studies are presented below in order of scope − the smallest looked at one classroom,

and the largest compared four schools.  First, the studies are summarized and their major

findings are presented.  With each study, the level to which the studies are situated

locally is discussed; as well, the level of description is discussed.  Following the

presentation of all of the studies, an overview of the above concept analysis of the

schools that occurred is presented.

In one recent study Bielenberg (2000) examined the teaching of one teacher in

one classroom at one Indigenous-serving charter school with the goal of "understanding

how personal and institutional influences affect one particular teacher's instructional

practices within the context of a charter school specifically designed for American Indian

students in an urban setting" (p. 137).  Bielenberg (2000) found that although the school

was specifically designed for Native American students, the curriculum and teaching that

prevailed in the classroom did not meet the criteria for best practice with Native

American students.  The typical teaching method being used was teacher centered,

utilizing textbook-based, teacher-directed reading and structured questioning, infused

with positive reinforcement.  Bielenberg (2000) suggests that the reason for the

methodologies used by the teacher in the classroom was based on the teacher's own

educational experiences.  An additional influence in her teaching is the in-service that is
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provided through the school.  These involve "the director telling the teachers about his

curriculum and how he wants it taught" (Bielenberg, 2000, p. 141), and the delivery of

these in-services mirrors the style of teaching that is used in the classroom studied

(Bielenberg, 2000).  The researcher found that another factor influencing the teaching in

this classroom is the teacher's lack of content knowledge, causing over-reliance on the

text and a tendency to discourage student questions.  The classroom studied had a

positive classroom climate in which students felt safe, and this resulted from a clear focus

on developing this climate by the teacher.  In terms of assessment, the school utilizes

portfolios but also issues letter grades in order to use a grading system that is familiar and

comfortable for parents.  The curriculum at the school focuses on infusing American

Indian literature, cultural studies and history into the curriculum.  Bielenberg (2000)

points out that the pan-Native curriculum has been adopted in an attempt to meet the

needs of the 30 different tribal groups represented at the school.  He notes however, the

concern of some Native American educators that a pan-Native curriculum is problematic

because it rests on the assumption that all Indians are alike.  Beilenberg also notes that

beyond the curriculum, the structure of this school is identical to that of a traditional

public school (2000).

In summary, Bielenberg (2000) states that the innovations occurring at this school

miss the mark in terms of providing an appropriate education that is substantially

different than from what is available elsewhere by focusing only on "what is taught rather

than how it is taught" (p. 146).  The description provided is very rich and gives the reader

a sense of what it is like to be in the classroom that is the focus of the study.  Due to the
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varied nature of the tribal representation, detailed information about the specific tribes

would not be possible.  Bielenberg (2000) states that this varied population creates many

challenges in offering a curriculum that is culturally relevant and inclusive.

In a case study of one Indigenous-serving charter school in Arizona, Gordon

(2003) sought to describe the history of the school, to determine the educational needs of

the school's students, to describe the efforts of the school to meet those needs, and to

determine if the school was successfully meeting those needs. The findings serve to

answer the research questions, with the exception of the question of the school's success,

which the researcher determines to be beyond the scope of his study.

Gordon (2003) situates the case, outlines the school's history (which was a

conversion from a previous alternative school), provides demographic information on the

students and faculty, and generally describes the school's curriculum and unique

programs.   These findings are presented in a descriptive portrait of the school.

Gordon’s (2003) findings show that the school was opened with the intention of

better serving the felt needs of the local community.  Additionally, student needs as

determined through faculty interviews are presented.  These were needs for: effective

teachers, learning basic skills, accountability for progress, development of social skills,

feeling a part of the school, knowing someone cares, developing a strong sense of cultural

identity, participating in activities, receiving recognition, and family parent support

(Gordon, 2003).  The researcher found other needs that were unanticipated, including

needs to: receive help coping with abusive relationships, escape cycles of drug and
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alcohol abuse, avoid involvement with gang-related activities, receive suicide and other

health-related counseling (Gordon, 2003).

The study found that the school tries to meet the needs of the students in three

major ways: through faculty and staff selection, through a unique culturally appropriate

curriculum, and through special programs for supporting students.  In Gordon's (2003)

analysis, the 15 unique needs of students are viewed in terms of the above categories to

arrive at specific items in the school’s program that address student needs.  As noted

previously, Gordon (2003) concludes that it is not possible to determine whether the case

site is successful but notes that achievement seems to be improving and that students

appear to be socially involved in extra-curricular activities.  The overall level of

description provided for this case is detailed.  As well, details about the Salt River Pima-

Maricopa Indian Community are included, a necessary component for understanding the

study.

Kahakalau (2003), in a unique dissertation format, presents another case study of

a single Indigenous-serving school.  The study aimed to make a theoretical contribution

to scholarship by presenting a unique model of pedagogy designed for Indigenous

Hawaiian students and sought to answer the question "What constitutes a quality K-12

Hawaiian model of education?" through an Indigenous, heuristic, action-research oriented

qualitative study (Kahakalau, 2003).  The model is first presented using 13 narrative

vignettes that illustrate the key components of the educational program, sprinkling

Hawaiian language throughout.  The individual components of the school are then

presented through a rich description of the demographics of the school, its philosophical
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framework, the pedagogical foundations, differentiation (for Gifted and Special

Education students), assessment and evaluation, and the structural framework of the

program.  In each of these categories, the school is described in vivid detail.  Results

from the school are characterized as positive, showing that:

Hawaiian focused education can bring about educational success for Native

students and that Native students prefer a culturally congruent approach to

learning.  The creation of Kanu has also confirmed that Hawaiian communities

can come together in the spirit of kukulu kumuhana and initiate profound, positive

changes, as we begin to take over control of the education of our children from a

system that has alienated Native students since its inception. (Kahakalau, 2003, p.

230)

Kahakalau (2003) believes that the school has already influenced the education

system in Hawaii, makes recommendations directed toward the Hawaiian Charter

Schools Board, and gives details about the specifics of the charter school application

process.  The research ends with a final recommendation:

. . . a call to all educators of Hawaiian ancestry to critically examine from an

insiders view whether the current public school education truly meets the needs of

Hawaii's Native student population, and assess if truly no Hawaiian child is left

behind.  In addition, these educators must ask themselves whether present DOE

curriculum, instruction, and assessment practices fulfill the mandate of Article X
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of the Hawai'i State Constitution and the mission of the DOE to assist all students

to reach their highest potential. (Kahakalau, 2003, p.251)

This study provided immense detail about the educational program, both through

narrative and detailed description, and the study is deeply rooted in the history of federal

policy, Hawaiian policy and Native Hawaiian history, and contemporary society.

Belgarde (2004) presents information about two charter schools, San Diego

Riverside and Walatowa High School, that serve the community of the Pueblo at Jemez.

These two schools were developed through community-based efforts and offer a

bicultural education that is inclusive of local language, culture and values.  Belgarde

(2004) situates her description of these two charter schools in the broader history of

Native American and Pueblo of Jemez education.  Prior to the implementation of New

Mexico charter school law, the Pueblo of Jemez was already making strides towards

improved schooling.  When the charter school law was passed, the Pueblo of Jemez was

the first Native American charter school in New Mexico to receive its charter.  The

majority of faculty at both schools are Native.  The description of the school program

explains the ways the school program is built around the values and knowledge of the

community.  Importantly, heritage language learning is a central part of the school

program and is supported by many innovations in curriculum, instruction and staffing.

Belgarde (2004) shows the ways in which the schools are a positive addition to

the community but notes that many of the achievements are not captured in standardized

tests as required by NCLB.  This has resulted in the San Diego Riverside charter school
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being placed on federal School Warning Year Status in 2001 and Probationary Status in

2002 (Belgarde, 2004).  The school proactively responded with a school board and

community evaluation that resulted in a “School Improvement Plan” as required by

NCLB.  Belgarde (2004) also discusses the challenges to these promising charter schools

in the current accountability environment.  This discussion explains the ways that

institutional frameworks, narrowly conceived accountability measures (such as

standardized tests) and the language policy portion of NCLB challenge the priorities and

values of Native American charter schools such as San Diego Riverside and Walatowa.

Details both about the school program and the community context are included.  This

study was book-chapter length yet provided many details about both charter schools and

the educational context surrounding them.

Buchanan and Fox (2003) present three cases of recently opened Indigenous-

serving charter schools in Hawai’i.  Three cases are described, and they are compared and

contrasted in terms of several categories.  Their study began with an account of the

chartering documents for each school and strove to answer the following questions

pertaining to each: (a) What historical factors contributed to the creation of this

ethnocentric public charter school? (b) What major changes stimulated or discouraged the

creation of your school? (c) In what ways does the actual operation of your school reflect

the ethnocentric goals of your mission? (d) How are resources (including physical space

and human resources) funded?  How accurate were the initial estimates of school costs?

How are decisions made when funds are insufficient to cover all costs? (e) What is the

interaction between physical space and school mission? and (f) What implications do you
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think your school has for the charter school movement in general? (Buchanan & Fox,

2003).

Because of the newness of the three schools in the study, the report dealt with the

following issues rather than with the overall research questions: (a) the extent to which

the affect of the entire school represents its ethnocentric nature and the goals of its

founders, (b) the degree to which the founders and members of each school community

have been able to create an institution which reflects the aspirations in their chartering

document, and (c) anecdotal evidence of the extent to which the Department of Education

has supported or impeded school development (Buchanan & Fox, 2003).

The researchers found that the schools were similar yet distinct (Buchanan & Fox,

2003).  Each had in its Detailed Implementation Plan with the state a particular

curriculum theory.  While the Hawai’ian Charter Schools Association is comprised of

both ethnocentric and non-ethnocentric charter schools, all three charter schools in this

study identified with the ethnocentric group.  They differed in regard to physical

environment, depending on whether they were a conversion (which also contributed to

more traditional pedagogy) or a new start-up.  The start-ups, lacking in regular classroom

spaces, tended to be more innovative with pedagogy.  At all schools, the percentage of

the teachers that were of Hawai'ian or part Hawai'ian ancestry was lower than that of the

school population.  In terms of credentials, the more urban schools had more traditionally

licensed teachers, while the one more-rural school had more community members as

teachers, with a special grant to allow them to license these teachers through a grow your

own program.  In terms of financing, ethnocentric charters in Hawaii are 100%



86

financially solvent with the assistance of federal funding, while non-ethnocentric charters

are facing bankruptcy and suing the state.  Native Hawai'ian foundation contributions and

access to free land seem to be the primary differentiators in levels of fiscal solvency.

Parental involvement varies from school to school in the study, but at all three schools it

is a crucial part of the educational program.  Too, the curriculum at all three schools is

often based on topics of relevance to Native Hawai'ian culture, including such topics as

traditional craft, genealogy, navigation, aquaculture, and cultural practices.  These are

delivered through a student-centered approach that focuses on project based, experiential,

interdisciplinary curricula.  The use of Native Hawaiian language varies among the three

schools.  At one, full Native Hawaiian language immersion is used, with English

introduced in the 4th grade.  At another, bilingual English / Native Hawaiian instruction

is the practice, and at the third, language is not a primary focus.  At this third school,

Native Hawai'ian language is used but not to the exclusion of English, which as seen as

important for assimilation into the broader social sphere.

The school’s missions also varied.  One school wanted its students to be able to

enter middle school as "successful speakers of Hawai'ian language and agents of culture;"

another "expects its graduates to perpetuate Hawa'ian Native culture, language and

traditions into the next millennium," while the third want students to "sustain and develop

the local, traditional, community, natural environment and people" (Buchanan & Fox,

2003, p. 16).   The researchers point out that all three schools are located on the same

island, yet they have distinctive demographics, climate and culture.
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The authors point out that although normative data are not available to support a

decision about their effectiveness (via test scores), the crucible of the current dialogue

concerning charter schools, it is obvious that these schools are serving an important

purpose (Buchanan & Fox, 2003).  Visits to these schools showed evidence that the

participants strongly showed a preference for these educational experiences over what

was currently available in the traditional public school system.  The authors note that

what was viewed in these schools is closely aligned with "best practice" in education in

general, that they are staffed by passionate and self-chosen teachers, and that they enjoy

high levels of parental support.  The researchers note that while it may be easy to

recommend these practices for the group served, Native Hawai'ian, it is difficult to

determine where this special interest-serving focus of charter schools may end, and they

point out that this is only the beginning of this school choice environment (Buchanan &

Fox).  These concerns may be summed up in the final paragraph of the study:

We are witnessing a serious reassessment of some of American Education's most

cherished axioms. The inclusion of minorities loses its attractiveness when it is

AGAINST THE WILL of those minorities.  The maintenance of a free,

appropriate public education loses its luster when clients challenge its

appropriateness.  Ultimately, we believe that public education is facing its own

choices: lead, follow, or get out of the way.  (Buchanan & Fox, 2003, p. 17)

This study was reduced to journal-article length but nonetheless provided details

about the critical components of the educational program.  Additionally, the study
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provided great detail about the context and situated the schools in the local historical and

legislative context that is unique to the Hawaiian school system.

Leiding (1999) presents in a qualitative, multi-site case study four charter schools

in the Minneapolis area that are serving Indigenous students primarily.  The research

questions guiding the study were: (a) What will be the impact of charter schools on inner-

city, at-risk, American Indian students? (b) How much impact will charter schools have

on existing public schools involving American Indian Students? (c) Will differences in

learning styles require an adjustment in how students are taught? and (d) Are charter

schools giving these learners a solid foundation in their cultural identity?

The study employed interviews and observation intensively, including the

interviewing of 12 students, 35 parents, 8 staff members, 5 charter school experts, and 4

American Indian educators.  There is not a description of the number or type of

observations employed.  The analysis used for the study is not described.  The findings

are not presented with their attendant research question; they are presented as raw data

throughout the report.  The findings Leiding (1999) presents include response rates to

interview questions by category of participant.  For example, in the "Teachers speak out"

section, there is a listing of the types of teaching methods that "all teachers" (p. 113) use

at the schools (Leiding, 1999).  In the section "A Close Look at What the Experts Have to

Say," quotes from various charter leaders who were interviewed, including Joe Nathan

and Ted Kolderie, are presented.  In "The Parents Speak" section, answers to the question

"Why did you choose a charter school for your student" are presented, with the top

reasons being offered listed as "Curriculum Offered,"  "Teachers in the Program," and
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"Small Class Size."  Seventeen different response categories are listed with their

corresponding percentages, and interview excerpts are included to emphasize the points.

The same question was posed to students, and the top two answers were the same, but

receiving equal emphasis were "Administrator of the Program" and the category "Extra

Support System."  Nine response categories are listed, and there is interview data to

support the percentages Leiding presents (1999).  Teachers were asked why they chose to

work at a charter school.  The top three reasons were "Focus on Students," "Parent

Involvement," and "We Model Morals and Skills," and these were illustrated with

supporting comments.  The same questions was posed to the "The Experts" who

responded that "Curriculum/learning Environment," "How Students Learn" and "Parent

Involvement" were the most important reasons for choosing a charter school.  The

answers to the research questions are not presented as part of this study.  Data are

presented in their raw form, are not aggregated, and do not directly correspond to the

research questions.

Because the study was described as an ethnographic, multi-site case study, one

might anticipate that details concerning the educational programs would be presented,

surrounded by details about the students' communities.  Each school was described in a

page or two; this did not allow for detailed description of the educational program of the

schools.  Information about the demographics of students, their tribal affiliations, and

their communities was not presented.  Peppered throughout the study, in the various

sections, were many quotes (raw data) from the participants, from which inferences could

be made about the positive experience for students and parents at these schools.  It is
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difficult to understand how to situate these feelings, as the description of the educational

program at each of the case site was limited.

What can be learned about Indigenous-serving charter schools from these studies?

Although the level of description varied between the studies, it seems that all of the

schools have a curriculum that is meant to serve the unique needs of Indigenous learners,

albeit in various ways and to various extents.  It also appears that all of these schools

were developed as an alternative to ameliorate problems found with existing public,

government or parochial schools.  Two of the studies provide detail into the curriculum

and instruction at the schools (Bielenberg, 2000; Kahakalau, 2003) and arrive at very

different findings in terms of how well these charter schools are serving Indigenous

youth.  Bielenburg's (2000) study shows us that simply having a mission to serve

American Indian youth and operating as a charter school does not necessarily result in an

innovative pedagogy that is different from or better than what might otherwise take place.

Kahakalau's (2003) study shows that charter schools may provide a vehicle for intense

reform in certain settings (such as Hawaii).  Importantly, Belgarde’s (2004) study

illustrates the tensions between bicultural curriculum and achievement as measured on

standardized tests in the current accountability setting.

In testing the theoretical framework by applying it to the schools described in

these studies, one can see major conceptual differences among the schools themselves.

As noted earlier, the only details available were the details provided in the research, and

application of this framework to the data presented is obviously limited by this, but it

does provide a way to critically examine the schools described and to illuminate potential
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areas of needed research.  Although all of the schools are striving to serve Indigenous

youth, their methods for doing so vary.  Of the schools represented in these studies, six

(Belgarde, 2004; Buchanan & Fox, 2003; Kahakalau, 2003) described an empowering,

additive educational program for Indigenous students that appears to meet all of the key

components for such as described in the theoretical framework.  The other six schools

(Bielenberg, 2000; Gordon, 2003; Leiding, 1999) studied appeared to possess some of the

components but not others.

The six schools that exhibited all of the components of an empowering, additive

schooling experience were all serving a distinct tribal population (Belgarde, 2004;

Buchanan & Fox, 2003; Kahakalau, 2003), possibly indicating that a less diverse student

population enables these charter schools to more easily focus on the unique linguistic and

cultural needs of their students.  Four of the six schools (Belgarde, ; Buchanan & Fox, ;

Kahakalau) that met all of the criteria for an empowering, additive schooling experience

were all located in Hawaii, and two were located in New Mexico, possibly reinforcing the

notion that varying legislation may produce varying types of schools, some better for

Indigenous students than others.

The present study will contribute to the literature on Indigenous-serving charter

schools in two important ways.  First, it will present a descriptive, situated, context-rich

case.  Fully described cases are scant in the literature; only one (Kahakalau, 2003)

provided enough detail for truly allowing "naturalistic generalizations" (Stake, 1995) or

any in-depth understanding of the schools presented.  Additionally however, this case

study moves beyond description to the exploration of the educational experience in a
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broader sense and advocates for the critical analysis of Indigenous-serving charter

schools (with the school as the unit of analysis) by posing a possible appropriate

framework for analysis of Indigenous-serving schools and applying this framework to the

case presented.

Overview of Questions by Category

Initially, this study seeks to answer the following questions, which have been

categorized using Stake's (1995) and Creswell's (1998) taxonomy for types of questions

in case study research.  This taxonomy includes topical, issue and central questions.

There are four topical questions guiding this study: (a) What is the history and broadly

conceptualized context of the school?  Why was it created? (b) What are the mission,

goals and objectives of the school? (c) What are the components of the curriculum and

instructional practices at HPLS? and (d) What are the components of the school program

including school structure, support services, community involvement, and extracurricular

activities?

There are two issue questions guiding this study: (a) What elements of this

experience are either additive or subtractive for students? and (b) How did or didn't the

students' experience at the school empower them as individuals and/or as contributors to

their communities?  The central question guiding this study is: How might we

characterize the schooling experience occurring at HPLS?  These questions suggest a

descriptive and interpretive portrait and leave room for a more critical analysis as well.  A
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detailed description of the overall rationale for this study and a description of the

methodology employed are next presented.
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CHAPTER 3 — RESEARCH DESIGN AND METHODS

This study was designed to promote understanding of one Indigenous-serving

charter school in Arizona through a single, qualitative case study.  This chapter discusses

the rationale for the choosing case study and details the methodology that was employed

during this research.  It is organized according to the eight recommended sections in

Marshall and Rossman's text "Designing Qualitative Research” (1999).  It also draws on

the ideas of other authors, particularly those who specifically address case study research

(S. Merriam, 1998; Stake, 1995).  These three texts have provided compatible guidelines

and ideas for designing this study.

Overall Approach and Rationale

The overall approach used in this inquiry was qualitative.  There are several

reasons why a qualitative approach maps best onto the focus of this inquiry.  F. Erickson

(1986) suggests that in general, qualitative method is the method of choice when one

needs to know more about:

…the specific structure of occurrences rather than their general character and

overall distribution… What is happening in a particular place rather than across a

number of places… (p. 121).

In order to understand and learn from the laboratory possibility of charter schools, F.

Erickson’s (1986) idea of studying a specific structure of occurrences in a particular place
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is a useful focus, yielding meaning that could be difficult to extract any other way.  This

study promotes in-depth understanding of a particular case that has been chosen for

reasons that are discussed in the section describing the case and sample selection.

F. Erickson (1986) states that, "interpretive methods are the method of choice

when one needs to know more about . . . the meaning perspectives of the particular actors

in the particular events" (p. 121).   A major focus of this study is to understand the case

richly through those who know it best: its alumni and participants.

Interpretive (or qualitative) inquiry is particularly helpful when one wants to

answer the following questions (F. Erickson, 1986, p. 121):

1) What is happening here, specifically, in social action that takes place in this

particular setting?

2) What do these actions mean to the actors involved in them, at the moment the

actions took place?

3) How are the happenings organized in patterns of social organization and

learned cultural principles for the conduct of every day life? How in other words,

are people in the immediate setting consistently present to each other as

environments for one another's meaningful actions?

4) How is what is happening in this setting as a whole (i.e. the classroom) related

to happenings at other system levels outside and inside the setting (e.g. the school

building, a child's family, the school system, federal government mandates

regarding mainstreaming?
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5) How do the ways everyday life in this setting is organized compare with other

ways of organizing social life in a wide range of settings in other places and at

other times?

These five questions relate to the research questions guiding this study in several

ways.  First, the study promotes understanding of the educational experience occurring at

one Indigenous-serving charter school from the perspectives of its participants and

through rich description of the educational program.  This study also situates the case

historically and within the broader educational context in order to generate a holistic

portrait.

F. Erickson continues that the answers to these types of questions are not trivial

and are much needed in educational research for five important reasons (1986).  The first

reason concerns the "invisibility of everyday life" (F. Erickson, 1986, p. 121); through

familiarity, everyday life is often invisible to us (in classrooms and schools).  Answering

the above types of questions can serve as a tool for reflective practice, by helping to make

visible what is happening through systematic documentation (F. Erickson, 1986).  A

second reason these questions are important is the "need for specific understanding

through documentation of concrete details and practice" (F. Erickson, 1986, p. 121).

Although this is important in many areas of educational research, it is critical in studying

those charter schools that are offering various innovative programs.   Without systemic

documentation of particular details as facilitated through qualitative method, the

innovations occurring at laboratory-type schools may fail to inform improved practice.
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The need to consider the "local meanings" for participants is another key reason

mentioned by F. Erickson in supporting interpretive method as a way to answer the above

questions (1986).  In terms of this case study, this is especially important.  This case

study describes a charter school serving primarily Tohono O'odham youth.  For this

reason, the educational experience is unique to this school.  Study of a different

Indigenous-serving charter school would likely have related but different meanings to its

participants, as they would bring to the experience their own unique history, culture and

values.  For this reason, the local meaning is crucial to understanding.

A situated, descriptive study can serve as the basis for "a comparative

understanding of different social settings" (F. Erickson, 1986, p. 122).  By this, F.

Erickson means that understanding, for example, the "happenings" in the classroom relies

on understanding the entire local context including "wider spheres of social organization

and cultural patterning" (1986, p. 122) affecting the classroom.  Qualitative or

interpretive method provides the rich detail needed to make sense of what is learned

through research, allowing the details of the wider setting to be integrated into the study.

Finally, F. Erickson (1986) asserts that a fifth reason for the importance of the

above questions for educational research is "the need for comparative understanding

beyond the immediate circumstances of the local setting" (p. 122).  The conceptual

framework for this study utilizes information about broader issues in Tohono O'odham

education specifically, and Indigenous-serving charter schools in general, to help

generate meaning.
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Rationale for Case Study Method

There are multiple methods encompassed within the idea of qualitative or

interpretive research.  The particular method that has been chosen for this study is case

study method.  Case study method shares with other qualitative methods the ability to

explore the types of questions that F. Erickson mentions and is particularly suited to

certain purposes.  Stake (1995) suggests that the purpose of case study research is to

generate knowledge of the particular.  That “particular” is the intrinsically bounded case.

According to Stake:

A case study is expected to catch the complexity of a single case.  A single leaf,

even a single toothpick, has unique complexities – but rarely will we care enough

to submit it to case study.  We study a case when it itself is of very special

interest.  We look for the detail of interaction with its contexts.  Case study is the

study of the particularity and complexity of a single case, commitment to

understand its activity within important circumstances. (1995, p. xi)

S. Merriam (1998) explains that a case can be defined by its resultant, descriptive

product comprised of a "complete, literal, description" (p. 30) of the phenomena under

study.  The use of a case study methodology for this study allows the wide variety of data

available to be utilized in building a detailed portrait of its subject to promote a rich

understanding.
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There are several reasons to use case study method to study charter schools in

general and Indigenous-serving charter schools in particular.  First, because improving

student achievement is an explicit goal of most charter legislation, many studies on

charter schools seek to determine whether or not charter schools are increasing student

achievement as demonstrated by test scores and other measures (Hill, Lake, Celio,

Campbell, Herdman, & Bulkey, 2001).  The manner in which this is expected to happen

is via innovative and high-quality practices that are fostered through the increased

autonomy and decreased bureaucracy allowed in the schools’ operation by chartering

legislation.  This basic tenet is the root of the "accountability for autonomy" trade-off that

defines charter schools in the literature (Hill et al., 2001).  However, in addition to

improving student achievement as measured on standardized tests at individual schools, it

is also hoped that charters will improve student achievement in a broader sense either

indirectly, through market-based effects (pressuring districts to change and innovate in

order to compete with charters for students and therefore money) or directly, through

sharing information about innovative practices that have been "incubated" in these small

laboratory-like schools.   For this reason, dissemination of detailed information about the

specific practices of individual charter schools makes replicating practices more likely.

Case study method provides this type of detailed information.

Secondly, alongside the question of whether or not improved achievement is

occurring are other urgent questions.  In addition to "bottom-line” accountability

measures such as test scores, many charter schools hold themselves accountable to other

indicators of success as part of their contract with their state.  For example, the most
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recent nation-wide study of charter schools indicates that most charter schools measure

student success in several different ways (RPP International, 2000), including

performance-based assessments, portfolios, and student attendance.  The results of these

other indicators of success are not evident in the publicly available testing information in

most states, painting a one-dimensional picture of charter school success or failure and

perpetuating a narrow dialogue concerning what constitutes success.   Importantly, by

using case study method, the success or failure of a particular charter school or a

particular innovation can be evaluated using multiple indicators, a more holistic approach

with greater potential to inform improved practice both at a given charter school and

more broadly.   In this way, case study method applied to charter schools can contribute

to positive change by expanding the broader dialogue about what constitutes "success"

and how that might be measured.

Thirdly, because of the individual nature of charter schools, case study method is

an appropriate method for studying them, highlighting the particulars of a given school

and uncovering details of the innovations (or lack thereof) that must be known and

understood in order to evaluate a given school or innovation, to understand how and why

things are or aren’t working at a particular school, and to provide the contextual basis that

allows judgments about whether its practices might work in a different situation.  Case

study method can provide that basis for understanding the context of a particular

community, which is critical to any application of what is to be learned from charter

schools.
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For the above reasons, many researchers studying charter schools are utilizing

case study method to share what is being learned.  Several recent case studies have

explored the details and internal working of various charter schools, thus providing

insight into their successes and challenges (Akbar, 2002; Cook, 2002; Devich, 2000;

Gordon, 2003; Johnson, 2003; Kahakalau, 2003; Reese, 2001; Sizer, 2001; Stulberg,

2001; Wohlstetter & Griffin, 1997).

 More specifically, case study method is being utilized to look at the complexities

of ethnically focused charter schools.  Case study method can promote a deeper and more

critical understanding of these schools as they function in our contemporary context.

This is important on several levels.  Because of historically inequitable schooling

experiences, ethnic and language minority and students living in poverty are among those

most in need of innovative and effective practices in the schools that serve them.  The

systemic and repeated failure of the traditional public school systems in this area has

contributed to a current trend in which ethnic and language minority students, and

students living in poverty, are utilizing school choice options at a higher rate than their

more-affluent peers (Murphy & Shiffman, 2002; Peebles, 2000).  This has contributed to

the over-representation of diverse students in charter enrollments, attending both

segregated and non-segregated charter schools (RPP International, 2000).  Those charters

that are serving ethnic and language minority students endeavor to address an urgent need

in public education by implementing new strategies.  Case study method is an appropriate

method for capturing these innovative strategies.
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However, because these schools are ethnically focused, specialized instructional

options occur in a context of a highly segregated school population, something that is in

itself deserving of deeper examination.   Case study research on ethnically focused

charters is important for broader societal purposes because segregation is not a trivial

issue.  Most agree that segregation has been a painful part of America's past but also

acknowledge that the act of desegregating has in itself hardly solved the crises in public

schools (Cohen, 2004).  This conundrum necessitates taking a closer look at this complex

issue vis-à-vis charter schools.  Many educators argue that resegregation per se is

problematic, that it might have serious repercussions in a democratic society (Cobb,

Glass, & Crockett, 2000; Molnar, 1996; Ridenour, Lasley II, & Bainbridge, 2001;

Saltman, 2000).  On the other hand, from some perspectives ethnically focused charter

schools are seen as having a unique potential to serve specialized needs (including non-

English language instruction) that fall by the wayside in the traditional public school.

This problem becomes even more complicated when one considers Native American

students attending an Indigenous-serving charter school.  Were these students not

attending Indigenous-serving charter schools, many of them would still be attending a

segregated school because their local public schools are often located on reservations that

are de facto segregated.  However, other Indigenously focused schools are located in an

urban setting, and some of the students who attend would otherwise likely be attending a

desegregated public school.  What they have in common with each other and with other

ethically focused charter schools is that these charter schools are segregated voluntarily in

that parents and students are choosing to attend these schools.  This makes it all the more
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important to understand these schools through the eyes of their participants, a result made

possible through case study.  Doing so opens a window into what meaning these schools

have for those most affected by such schools.  Indeed, rather than being seen as

undermining public education, segregated charter schools are seen by some of their

participants as an opportunity to create a situation which is more genuinely equitable

(Bielenberg, 2000; Buchanan & Fox, 2003; Gordon, 2003; Kahakalau, 2003; Leiding,

1999).  Using case study method to study these schools can help to unravel these very

complicated phenomena and perhaps also, in line with the previous discussions, might

serve as a resource or model for people serving these students in other settings.

Site Selection and Sampling Strategies

S. Merriam (1998) writes that in a case study there are two levels of sampling.

The first is determining the case or cases to be studied, and the second is to determine the

data to sample within the chosen case(s).  The following section describes both the

reasons for selecting the case site and the sampling procedure used for selecting various

data within the case.  The unit of analysis for this study is an individual school.

Site Selection

The first level of sampling is the selection of the case site.  This case study was

conducted at an Indigenous-serving charter school in Tucson, Arizona.  Ha:sañ

Preparatory and Leadership School (HPLS or Ha:sañ Prep) was chosen purposively for
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several distinct reasons.   Firstly, to probe the innovative potential of charter schools it

was speculated that, especially in the case of Indigenous-serving charter schools, new

start-up schools are more likely to innovate than conversion charter schools.  My

assumption was that conversion schools serving Indigenous students (most often

converting from a B.I.A. school) were more likely to be entrenched in ineffective

practices than a new-start up school.  Ha:sañ Preparatory and Leadership School began as

a new start-up school.  Additionally, I was deeply interested in the overarching purposes

and meaning for the participants of ethnically focused charter schools in general and

Indigenous-serving charter schools specifically.  I was familiar with the purposes of

HPLS and found of specific interest the potential emancipatory (Freire, 1997) outcomes

associated with a school developed using an explicit community-development model.

Further, HPLS is a unique case among Indigenous-serving charter schools in

Arizona.  It is a (voluntarily) segregated institution located outside of the reservation

setting in the center of a city.  Most other Indigenous-serving charter schools in Arizona

are located on a reservation and are segregated due to geography (because they are

located on a reservation), or are located in a city and are more ethnically diverse.   I have

a keen interest in the participants’ reasons for choosing a voluntarily segregated school

and in exploring the meaning of the educational experience for participants.

Access was another purpose in choosing HPLS as the research site.  Because I am

a non-Indigenous researcher working in a primarily Indigenous setting, selection of a

different Indigenous-serving school would pose a challenge in terms of entry or access in

that I would have started out as a complete outsider.  Because I have built a long-standing



105

relationship with this population, based on mutual trust and collaboration, access was less

an issue, and sufficient data was available at HPLS to allow me to perform this study.

This experience working with the population represented at the school (primarily Tohono

O'odham) also assisted me in making relatively more trustworthy interpretations than

those I might have made in a less familiar setting.

Sampling Procedures

The next level of sampling pertains to the specific data that was collected at

HPLS.  Level-two sampling (S. Merriam, 1998) was purposive as well.  This section

describes the sampling rationale and procedures for selecting interviewees, observations,

and documents that were collected within the case.  The interviewing sample included

alumni, founders, and faculty.

    Interviewees.

There are approximately 150 alumni, and 7 were interviewed.  The school

administration sent a survey to all graduates from the first 6 years of operation (119) and

some from the class of 200520.  Survey respondents were asked to indicate their

willingness to participate in a follow-up interview.  Twenty-seven alumni returned the

survey, and 15 noted that they were interested in participating in a follow-up interview,

placing them in a pool of potential participants for this research.  Efforts to select a

representative sample from this pool were made.  The pool was first divided into college
                                                  
20 It is unknown how many alumni from the class of 2005 were given a survey; the
surveys were given on a walk-in basis to visiting alumni by the administrative
assistant(s).  One had been returned when enrollment of participants was complete for
this study.
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attendees and non-attendees; the number of years students had attended HPLS and gender

were also considered.  Five alumni had not attended college, and efforts were made to

contact each to set up an interview.  Of these non-college attendees, I was able to contact

three (two had outdated contact information) and set up interviews.  Of these three, only

one was able to keep her interview appointment.  College attendees were next contacted,

with those attending HPLS for 4 years contacted first.  This yielded 6 additional

completed interviews.  A total of 11 alumni were contacted via telephone to set up

interviews.   A total of seven were interviewed.

In order to obtain a pool of interested faculty and founder participants, an

informational meeting was held at the school to describe the research.  Twelve faculty

and one founder attended the meeting.  For those unable to attend, an individual

presentation was conducted if requested.  Two faculty and two founders had an individual

presentation.  After the presentation(s), interested faculty and founders indicated their

willingness to participate in the study by turning in a completed Participant Interest Form

or verbally expressing their interest.  From the pool of 11 faculty members that were

willing to participate in interviews, 3 were selected.  Faculty interviewees were chosen

based on their length of employment at the school, their ethnicity, their language

demographics, and their scope of experience with the school.  One of the faculty

interviewees was also a co-founder of the school.

Three of the school’s founders were interviewed (not including the faculty/co-

founder from the faculty group).  Although many individuals were involved with the

start-up of the school, the pool of founders considered for interviewing was limited to
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those who have had continued involvement with the school, who have had extensive

experience in the daily activities at the school, and who are still in contact with the

school.  A brief presentation about the research was made to each (either at the school

presentation, or personally if requested), and they were invited to participate.  All three

founders meeting the above criteria were willing to participate, and each was interviewed.

    Field observations.

Field observations were purposively chosen to triangulate and expand upon the

data that was collected in interviews and through documents.  Classroom observations

were selected from teachers who had expressed a willingness to participate on the

Participant Interest Form after the aforementioned presentation to faculty and founders.

From this group, nine0 were willing to allow classroom observations.  Twelve formal

observations occurred.  Nine field observations were of classroom sessions.  Four

different classrooms were observed.  Two classrooms were observed twice, one was

visited once and one was visited four times.  The duration of each classroom observation

was generally one block (slightly less than 2 hours). The focus of these observations was

primarily on curriculum, instruction, teacher-student interactions, and day-to-day

classroom activities.  Three additional observations occurred.  Two were of school-wide

activities, and one was a Friday professional development session involving the entire

staff and some board members.

    Documents.   

Extensive document collecting took place, and these documents served as a rich

source of data.  Documents were selected purposively for their ability to inform the
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research questions and included: the school's charter, mission and goals; aggregate

alumni data; aggregate survey data curricular artifacts and documents; and existing

publicly available documents such as state reports and published articles about the

school.

The Researcher's Role

S. Merriam (1998) states that "ensuring validity and reliability in qualitative

research involves conducting the investigation in an ethical manner" (p. 198).

Conducting the study in an ethical manner relies on the correct execution of the

researcher's role as the primary instrument in the research; his or her role is critical to

setting the stage for trustworthiness and dependability.  Marshall and Rossman (1999)

describe several important elements of the researcher's role that are unique to qualitative

research, based on Patton's work (2002).  The following descriptions of my role in the

case study of Ha:sañ Preparatory and Leadership School is based on the categories for

consideration put forth by Marshall and Rossman (1999).  This discussion begins with an

overview of my involvement with the case site.

I have been working in the community served by the case site for 11 years.  For

the first 3 years of work with this community, I was a teacher in the public school system

in the Tohono O'odham community in which many Ha:sañ Preparatory and Leadership

School students reside; I also lived in that community in teacher housing.  During that

time, I taught gifted enrichment classes for students in grades K-12.  Towards the end of
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that period, I was concurrently involved in the reform group that was working to create

the charter for HPLS and also directly involved with the subsequent start-up

implementation of the school.  During this period, I developed many friendships that

sustained my work through the challenges faced in institution-building as the school was

founded.  For the next 5 years, I served as the Director for HPLS.  I met more community

members, and my ties to the community were strengthened through our collaborative

efforts at school improvement for Tohono O'odham and other Native American youth.

For the past three years, I have had a more peripheral role at the school, but I maintain

contact with friends and colleagues through continued part-time work.  During these

three years my job responsibilities have included mentoring, providing professional

development, consulting, grant-writing, financial oversight, and development activities.

Marshall and Rossman emphasize the importance of gaining entry in a qualitative

study (1999).  Entry was negotiated through formal and informal channels.  Informally,

my extensive involvement with the school created a trusting foundation that facilitated

entry.  In the process of designing this research, I consulted members of the school

community.  This had the result of both strengthening the research design (ensuring that

it would be useful) and generating interest in participation.  On a formal level, the

necessary approval was received from the school's governing board and is attached in

Appendix A, Site Permission Letter.

The degree to which the researcher will participate is an important consideration

in any qualitative study (Marshall & Rossman, 1999).  The case selected is a local charter

school with which I have been and continue to be actively involved.  This research has
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been discussed in detail with the current administration and staff at the school.

Throughout the study, I maintained a schedule of fieldwork that the faculty was aware of;

this allowed me to focus my undivided attention to the study during my time on campus

in a research capacity. Although my goal was to function solely as a researcher during

scheduled fieldwork, this was sometimes interrupted by the day-today activities of the

school.  My largest hurdle in this area was to maintain the role of researcher amidst the

sea of needs that occur in any given school on any given day and demand the attention of

any present and responsible adult.  Preemptive effort was made to minimize the

disruption to data collection.  During fieldwork, when I was approached by a student or

faculty member who needed assistance, I most often informed them that at the current

time I was not actually “working” and took the time to direct them to someone who

would help them immediately.  When this was not possible or practical, I suspended my

research until the concern was resolved.

In all qualitative research there is a continuum along which the researcher falls in

terms of the extent to which his or her role as researcher is known to participants, referred

to by Marshall and Rossman as the level of revealed-ness (1999, p. 80).  In this regard,

my role as a researcher and my research purposes were made extremely transparent

throughout the research process.  A similar continuum is described by S. Merriam (1998).

Based on S. Merriam’s (1998) continuum, I would describe myself to be an "observer as

participant" (p. 101).  Throughout the study, my research activity was known.  In order to

facilitate objective description during observation, my participation in day-to day

activities was minimized.



111

Level of intensiveness in fieldwork is another area in which field experience can

vary (Marshall & Rossman, 1999).  I engaged in fieldwork for 4 months on a near full-

time basis.  Previous experience with the school greatly informed my knowledge of the

available data, and I was able to use this prior information in making preliminary

decisions about what data would be helpful for the study.  The time allotted for field-

work was adequate for data collection.  Marshall and Rossman emphasize that having a

specific research focus including well-defined research questions and a clear data

collection plan can result in an efficient use of time for the researcher and participants.

One of the most challenging parts of designing this project, given the vast amount of

available data, was sufficiently to narrow the focus of the study so that it would be

manageable as a dissertation project.  The research questions narrowed the foci of the

study to a few important topics and issues.  These questions were chosen for several

separate but overlapping reasons: my curiosity; a desire to contribute to the literature on

Indigenous education in general and Tohono O'odham education in particular; a concern

for steering the charter school dialogue towards issues that address the innovative

potential for charter schools in the areas of curriculum, instruction, and assessment; and

overarching concerns about social justice for Indigenous communities in general and the

Tohono O'odham community in particular.

I have been fortunate to be part of a tightly knit school community whose work

revolves around school reform for Tohono O'odham and other Indigenous youth.

Because of this there are several unique ethical considerations that I will address in this

section. As a trusted employee of the school, I have been exposed both directly and
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indirectly to vast amounts of personal data about students, parents and staff.  This

information was not encountered in the context of acting as researcher, and though it

might have provided a rich source of data for this work, it was not included in this study.

Any data that was included is either available to the public or was obtained using

informed consent with full knowledge on the part of the participants that it may be

included in this research and with governing board approval.  All participants were

properly consented as required by the University’s Human Subjects policy.  Approval for

this research project from the University’s Human Subject Review Board is attached in

Appendix B.  Signed Human Subjects Consent Forms are on file in Room 702 at the

College of Education at the University of Arizona.

As has been made clear elsewhere, the site selection was made for many reasons,

but my ability to perform as the dispassionate, objective, "outsider" observer is not one of

those reasons.  It is also likely that other participant perspectives will be similarly

personal and subjective.  This research seeks to explore the multiple meanings of this

school.  Accordingly, I have tried to clearly indicate whose perspective I am describing,

be it my own or that of a participant.

Data Gathering Procedures

Data gathering for this study included conducting interviews, conducting

observations, and reviewing documents.  The procedures for each of these data sources is

discussed in more depth below. The isomorphic relationship between these data and the
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research questions is set forth in Research Design Overview, Appendix C.  Each evening

during fieldwork, data was reviewed and processed.  The data collection plan for the next

site visit was then modified based on needs for verification or follow-up and on

interesting leads that might shed light on the research questions.

Interviews

Open-ended, semi-structured interviews were conducted for three groups of

people: alumni, faculty, and founders.  Sample questions and the procedures that were

followed are included in the Interview Protocol by category of participant in Appendix D,

E, and F.   Before each interview, participants reviewed the informed consent procedures

with the researcher and gave informed consent if they were willing to participate.  The

informed consent forms that were used are included in the Appendices G, H, and I.  All

interviews were conducted in English.  Interviews were conducted at the participants’

convenience and at mutually agreeable locations that were conducive to sharing.  Most

interviews were conducted at the school.  One founder interview was conducted via email

and telephone; one founder interview occurred at a local restaurant; and one teacher

interview occurred in her home at her request.  Interviews were recorded with the

participants’ permission utilizing a digital tape recorder as well as a standard cassette

recorder that functioned as a backup.  Both were used with an external microphone.

Contact and demographic information was collected during the interview.  The form that

was used to collect demographic data is included in Appendix J, Demographic

Information Sheet.
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Observations

Observations were conducted at the case site.  Observations were conducted

primarily during the latter portion of the field-work as follow-up to the interviews so as to

verify and enrich findings from interviews.  The overall data gathering process and

research design was shared with all faculty prior to the start of research, and permission

was obtained from individual teachers prior to performing an observation.  Informed

consent for observation was obtained using the Faculty consent form, Appendix H.  Most

observations occurred for approximately 2-hour periods.  Two were longer (5.5 hours and

4 hours) and two were shorter (1 hour).  During observations, extensive written field-

notes were taken.  A sample field-note form that was used to record notes is included in

Appendix K, Observation Guide.  It was my intent to function mostly as an observer, but

at various times, minimal participation occurred in the form of helping a faculty member.

More often, a student approached me with a request or problem requiring adult attention,

and I helped when requested.  During these interruptions, I set aside my notes, attended to

the request, and resumed observation as quickly as possible (usually less than a few

minutes).  Additional information such as handouts, photographs, and drawings

associated with an observation were included in the case record with their associated

observation.

Documents

Extensive document collection occurred.  One purpose of the document data was

to assist in painting a vivid portrait of the school.  It also helped to inform sampling
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decisions, and it was used to verify or triangulate findings from other sources.  Document

collection categories included: (a) School description documents (such as the alumni

data-base, alumni survey information, the school’s charter application, and college

admission data); (b) Curriculum samples (such as course descriptions, master schedule,

and scope and sequence); (c) Program documents (such as Individual Study Plan

information, and Learning Center documents); (d) Events documents (such as Camp

program schedules, Academic Showcase rubrics, Storytelling support documents, and

Counter Columbus poetry reading programs); (e) Published student writing (including

that published at the school or more broadly); (f) Publications about the school (including

Newspaper, Journal Articles, and Magazine articles); and (g) State Reports and other

publicly available reports (such as test score information, enrollment information, and

parent satisfaction data).

I initially requested specific existing public documents including: the school's

charter application, the school’s charter contract, the school’s file of publications, and

curriculum documents and artifacts.  As research and write-up continued, other

documents were purposively sampled.  When additional documents were needed from the

school, I requested them from the appropriate person at the case site.  I utilized other

publicly available documents as needed.

Data Management

 All data was carefully collected and managed with the utmost concern for

confidentiality of participants. Confidentiality was maintained by assigning participant
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numbers and pseudonyms to participants at the outset of the study for use in labeling all

raw data.  Demographic data was collected for each participant using a Demographic

Information Sheet (Appendix J).  After the Demographic Information Sheet was filled out

by the participant, a participant number and pseudonym was assigned.  The name,

participant number and pseudonym were transferred to a Master Participant List, which

was kept in a secure, locked location.  The name was then blacked out on the

Demographic information Sheet.  Confidentiality was maintained throughout the research

and write-up by using participant numbers or pseudonyms.  To further ensure

confidentiality, I kept information about the exact nature of each person's participation

confidential even to other participants.  For example, the various alumni participated in

the interviews were not privy to the identities of the other participants.  Any identifying

information that was provided by or about any alumni, faculty member, or founder as part

of any interview, document, or observation was also kept confidential.

The primary strategy used for data management was the creation of document

summaries for each piece of data.  The various summary forms (contact, observation,

document) utilized in this study were adapted from the "contact summary sheet" and

"document summary form" suggested by Miles and Huberman (1994) and include

suggestions made by S. Merriam (1998) and Creswell (1998).  These are included in

Appendixes L, M and N.  A summary form was created for each unit of data that was

collected; this assisted with organizing data throughout the fieldwork while providing a

template for initial analysis and code development.  A "unit" was defined as 1) a single

interview transcript, 2) a single observation session, or 3) a single document or set of
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related documents (such as master schedules for several years).  The summary forms

were typed using MS Word.  All raw data was moved to an electronic format when

possible.   Additionally, all data used was logged into a Master List of Case Data,

Appendix O.  The Master List of Case Data served as a macro-tool to keep the study on

track, ensure adequate data collection, and provide a structure for the overall

trustworthiness of the study.  The Master List of Case Data was also used during analysis

to cross reference with research questions.  All data was processed using Microsoft

Word, Microsoft Excel, and DSS Player for Mac.  All printed summaries and printouts of

interviews, observations and documents were stored in a locked file, either in the case

record binder or in a file folder in the case of bulkier items.  Electronic originals of items

were stored on a secure hard drive.  The specific data management plans for each type of

data are detailed below.

Interviews

All interviews were recorded using a digital recorder and a standard cassette as

backup.  Digital recordings of interviews were imported into DSS for Mac OS X over a

USB connection.  The DSS software was then used with an Olympus AS300 transcription

system to transcribe interviews into Microsoft Word.  Within Microsoft Word, a template

was created that allowed room in the margins for coding, analysis and comments.  As

transcription occurred, initial analytic notes were made.  Other references to personally

identifying information were then removed from the transcription and replaced with a

generic term in brackets.  I transcribed all of the interviews, and a transcript of each was

given to each interviewee for review.  Each participant reviewed his or her own transcript
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for accuracy.  No revisions or corrections were requested, although one participant

changed some quotations while performing a later member check.  After each

transcription was processed, it was printed and placed in the case record binder with its

corresponding Contact Summary Form (Appendix L) for further analysis.

Observations

Handwritten field notes from observations were typed into Microsoft Word as

soon as possible (within 2 days) after the observation.  The original handwritten notes

were kept along with a printed copy of the electronic file in a binder or folder with its

corresponding Observation Summary Form (Appendix M).  Observation data, with their

summary forms and any corresponding backup data are stored in the Case Record binder.

Documents

Each document was copied (or an original was obtained) and consigned to the

Case Record with a Document Summary form (Appendix N) that served as an organizing

and initial analysis tool.   The summary form contains a summary of the document

contents. details about how it was obtained, comments on the significance of the

document, and room for coding and notes.  When possible, the document was physically

attached to the Document Summary Form and placed in the case record binder.  In the

case of bulkier items, the summary form was placed in the Case Record binder with

reference to the file in which the document(s) can be located.
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Data Analysis

The research questions for this case study were organized as (the) "central

question," "topical questions," and "issue questions" (Creswell, 1998; Stake, 1995).  The

overall analytical framework is based on S. Merriam's (S. Merriam, 1998) three levels of

analysis, according to which Level 1 is the descriptive level of analysis.  In this case

study, Level 1 is addressed through the analysis of the topical questions that are part of

the case portrait.  During Level 2  analysis, themes and patterns were discovered as part

of exploring the issue questions.  During Level 3 analysis, findings derived from topical

and issue questions were examined, informing the central question.  These finding were

viewed in light of the theoretical framework, to arrive at assertions that inform a deeper

understanding of the case.

Both categorical aggregation and direct interpretation were employed to make

sense of the data (Stake, 1995).  Analysis began immediately as each piece of data was

collected and managed.  Notes, initial impressions, ideas, and preliminary themes and

codes were recorded on the associated summary sheet for each item during the processing

of each item.  Preliminary analysis of data occurred concurrently with continued data

collection, on-going review of relevant literature, and writing of the research report.

Analysis was iterative and fluid with reorganization of data occurring regularly and

resulting in constant refinement during the analysis process.  The analysis that took place

in this study occurred through immersion in the data and did not utilize any computer
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assisted qualitative analysis software.  The analysis used for each of the research

questions is discussed in more detail below.

Topical Questions

The topical questions pertain to the descriptive part of the study.  The topical

questions, taken as a whole, paint a richly contextualized portrait of the school.  The

responses to the topical questions are addressed in chapters 4 and 5.   The analytic

procedure used for each topical question was slightly different.

The first topical question was “What is the history and broadly conceptualized

context of the school?  Why was it created?”  To answer this question, documents,

interviews with founders, and other reference data were used.   The backbone of the

chronological start-up history was a detailed log that was kept during the school’s start up

by myself as an Independent Study assignment for a University course.  Other

documentary sources such as newspaper articles and the school’s charter application were

also consulted in describing the start-up history.  This chronological outline was then

synthesized and revised in light of the founder interviews.  The founders' varying reasons

for starting the school and a description of what they hoped to accomplish are presented

through their perspectives.   All of the findings related to this question are presented in

chapter 4.

The next topical question was, “What are the mission, goals, and objectives of the

school?”  The answer to this question is taken directly from the school’s charter

application and is augmented with quotes from founder interviews.  The charter goals
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serve as a starting place for answering the next two topical questions: (a) “What are the

components of the curriculum and instructional practices at HPLS?” and (b) “What are

the components of the school program including school structure, support services,

community involvement and extra-curricular activities?”  In order to answer these

questions, multiple data sources were used.   The initial categories used for analysis were

obtained from the charter goals.  Each one of the charter goals was matched against

documents, observations, faculty interviews, and founder interviews.  In doing this, new

categories for description were discovered.  Data were then sorted into these new

categories and categories were then sorted into three general organizational areas: (a)

Organizational framework of the school, (b) Curriculum and Instructional Practices at the

School, and (c) School structure and support services.  Each category within each area

was then described using multiple data sources to provide a richly descriptive answer to

the related topical questions.  This description is presented in chapter 5.

Issue Questions

The two issue questions guiding this study were: (a) “What elements of this

experience are either additive or subtractive for students?” and (b) “How did or didn’t the

student’s experience at the school empower them as individuals and/or contributors to

their community?”  These two questions were based on the theoretical framework for the

study and are grounded in the theories of Valenzuela (1999) and Cummins (1989),

respectively.  At the outset of the study, it was assumed that answers to the two issue

questions would primarily be answered by interviews with alumni.  In that vein,

categories were derived from these theoretical lenses and the alumni data was tentatively
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coded in light of this framework.  Several readings of the alumni interview data soon

make it evident that although there were clearly evident themes, they did not fit into the

preconceived framework.  I decided to recode the alumni data (interviews and aggregate

survey data) without the categories derived from the theoretical framework.  The

emerging themes appeared to be a critical component of illustrating the educational

experience at HPLS even though they did not neatly fit the preconceived categories.

This process of coding the alumni data yielded 25 unique but related categories that were

organized into three major themes.  A frequency listing for each category is included in

Appendix P.  These themes were: (a) “Not Just a Teacher,” (b) “They are Actual

Teachers,” and (c) “It’s a Ha:sañ Thing.”

Two additional descriptive categories extracted from the interviews pertain to

alumni reasons for attending and what alumni hoped to accomplish while at the school.

Demographic details about HPLS alumni were compiled from several documentary

sources including the alumni database and various state reports.  All of these findings

concerning alumni were coherently arranged into one chapter that is solely about alumni.

Chapter 6 provides a very detailed description of the alumni and their educational

experience.

All of the findings from chapters 4, 5 and 6 were then considered in light of the

issue questions.  The theoretical framework was applied to all findings from chapters 4, 5

and 6, enabling further analysis.  A discussion of findings as related to the issue questions

is presented in chapter 7.
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The Central Question

The central question guiding this study was “How might we characterize the

schooling experience occurring at HPLS?”  The analysis for this central question is based

on a synthesis of findings related to the topical and issue questions.  The data are

summarized, and assertions are put forth.   The educational experience is characterized

based on all findings of the study.

Trustworthiness and Methodological Limitations

Several layers of consideration have been applied to the overall research strategy

employed to ensure trustworthiness and dependability while expressing the extent to

which generalizations might (or can't) be made from this study.  In this section,

trustworthiness (internal validity), dependability (or reliability) and external validity (in

this case, naturalistic generalizations) are discussed.21  This is intertwined with

acknowledgement of potential methodological limitations; other ethical considerations

are also discussed.

S. Merriam (1998) suggests several basic strategies that can be employed to

"enhance internal validity" (p. 204) in qualitative research.  One method that is repeated

throughout the literature on qualitative research is the idea of triangulation (S. Merriam,

                                                  
21 S. Merriam overlays the terminology typical of quantitative research with comparable
concepts applicable in qualitative research for purposes of clarity while acknowledging
that in many regards it is like comparing apples to oranges and that some researchers of
both persuasions would eschew this comparison completely (1998).
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1998).  Triangulation occurs throughout the study in the use of multiple sources of data

and multiple methods to (dis)confirm findings.  The sources of triangulation are included

in the column labeled "Trustworthiness" in the Research Design Overview (Appendix B).

One example of this triangulation would be the data collection strategy employed in

describing the curriculum and instruction at the school.  In order to do this multiple

sources were collected.   For example, what is described in the school's charter was

verified and enriched through collection of curriculum artifacts, interviews and classroom

observations.

S. Merriam (1998) also discusses the importance of member checks in enhancing

internal validity.  This entails "taking data and tentative interpretations back to the people

from whom they were derived and asking them if the results are plausible" (S. Merriam,

1998, p. 204).  This is particularly important with this study, as most of the participants

are tribal members, a group that too often has been silenced, misconstrued, and exploited

in various types of research, including educational research (L. T. Smith, 1999).  Member

checking was a cornerstone of the trustworthiness of this study.

In terms of individual units of data, such as an interview, every participant was

given the chance to review their data for accuracy.  Participants were also given a copy of

their data in-situ for review, so they could see how the data had been interpreted.  More

broadly, chapters 4 through 6 were also read by three or more participants who were

asked to comment on everything, from accuracy to tone.  In all instances, efforts were

made to encourage feedback and revision, and to facilitate this being easy to do.  This

included providing postage-paid envelopes, providing comprehensive contact information
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for myself, offering flexible meeting times, and expressing a willingness to work through

email.  S. Merriam (1998) notes that long-term observation enhances internal validity.

Although formal field work occurred for a 4-month period, it is informed by years of

non-research participation at the case study site.  This enhances the validity of the

fieldwork by providing enhanced focus, directing the data collection in terms of more

precisely and rapidly identifying what may or may not be of use to the study.  It also

greatly enhanced data analysis by contributing to a richly contextualized case description.

S. Merriam (1998) asserts that participatory or collaborative modes of research

enhance internal validity.  Although I take responsibility for the design of the study, and

its flaws, care has been taken to work collaboratively with the school community and

research participants throughout the design, implementation and write-up of this research.

I have revised the design with attention to feedback from multiple stakeholders and have

striven to choose a focus for the inquiry that is of immediate use and interest to the

participants.  The descriptive portion of this study addresses an expressed desire on the

part of the members of the school community to document the school design, start up and

history thus far.  In this way the case study serves a felt need of the school community

and creates opportunity for those members to participate in generating knowledge about

the school.  During the creation of the descriptive portrait of the school, multiple

stakeholders were consulted, and they contributed to weaving a portrait that incorporates

multiple perspectives.  As analysis has progressed, study participants and members of the

school community have participated also in review and analysis of the data to the extent

possible while still maintaining confidentiality and the integrity of the data.  In addition
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to creating a case study that is my dissertation, I have agreed also to aggregate the data

separately in a manner that is most useful to the school as part of the agreement involving

the research.

Finally, S. Merriam (1998) points out that clearly stating the researcher's

"assumptions, worldview, and theoretical orientation" greatly enhances the internal

validity of the study.  The first section of this proposal has sought to make these items

transparent to the reader through a presentation of the theoretical framework originally

posed as a starting place for analysis and also through the selection of relevant empirical

literature.  This is further clarified earlier in this section in the discussion on the

"researcher’s role."  As the research has progressed, locating myself accurately in this

research had continued to be a primary consideration.

 What is typically referred to as reliability in positivist, quantitative work is more

aptly thought of as dependability or consistency in qualitative research, according to S.

Merriam (1998), who further explains that "rather than demanding that outsiders get the

same results, a researcher wishes outsiders to concur that, given the data collected, the

results make sense − they are consistent and dependable."  The question is "not then

whether findings will be found again but rather the results are consistent with the data

collected" (S. Merriam, 1998, p. 206).  S. Merriam (1998) further suggests three concrete

ways to address this: carefully describing the investigator’s position, using triangulation,

and leaving an audit trail that explains how the analysis and research were specifically

conducted including explicit details about decision making processes.  The first two of
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these suggestions are already described above, and the third is addressed in describing the

analysis that took place in this study.

Another key issue is external validity, or generalizabilty.  Stake (1995) writes that

through case study method, one can generate "naturalistic generalizations" for the reader.

According to Stake, "naturalistic generalizations are conclusions arrived at through

personal engagement in life's affairs by vicarious experience so well constructed that the

person feels as if it happened to themselves" (Stake, 1995, p. 85). This study also strives

to promote "reader or user" generalizability (S. Merriam, 1998).  In order to promote the

attainment of these two similar outcomes, several strategies were used as suggested by S.

Merriam (1998) and Stake (1995).

First, "thick rich description" (S. Merriam, 1998, p. 211), the cornerstone of

qualitative narrative, assists readers in determining how the findings about this case

might apply or relate to a different case.  This case study relies heavily on detailed

description in all sections and focuses on helping the reader know the case through the

eyes of the participants.  S. Merriam also suggests situating the case among other similar

cases so that the reader might judge whether this is a typical or atypical case (1998).  This

has occurred throughout the study.  First, in the literature review, a description of other

Indigenous-serving charter schools is provided.  Further, throughout this study,

information about other schools serving the same population is provided.   Within this

single case, all sampling decisions were described and demographic information was

provided to assist the reader in making comparisons to other settings.  Stake (1995) adds

other things that can help in validating naturalistic generalizations, and these have also
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been incorporated, including use of raw data to assist in the creation of reader-generated

generalizations, the use of clear explanation of triangulation efforts, and making available

information about the researcher and sources of input.

Arguably, the above-noted considerations are inherent in all qualitative studies.

There are several ethical considerations in this study, however, that are unique to this

study.  I am a non-Indigenous researcher in an Indigenous setting.  Care has been taken to

avoid problems arising from this situation by involving members of the school

community in all aspects of the research design and seeking appropriate approvals from

the case site.  This has continued throughout the research process.  Before undertaking

this case study, great care was made to choose a focus that addressed expressed needs of

the school’s community.  In the school’s 7th year of operation, members of the school

community and governing board felt that the school could greatly benefit from a holistic

picture of the educational experience.  There were also concerns that if the history and

details of the school's start up and initial operation were not committed to writing it might

soon be lost.  Several members of the HPLS school community also expressed an interest

in sharing details of the program at HPLS so that other Indigenous communities might

benefit.

Another ethical consideration that may be relevant is that personal information

was shared with me during my fieldwork because of my close interpersonal relationships

with some of the participants.  My protocol for dealing with these issues was to carefully

adhere to my research questions and to check with participants before including anything

about which I was unsure.  This was also addressed by striving for transparency in my
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research, by informing the school community about the research as it occurred, and by

answering any questions about the focus of the research at the outset, including letting

people know what would be included as data in the research, what the purpose of the

research was, and how they could participate if interested.   Additionally, informed

consent was adhered to in all cases.

S. Merriam (1998) suggests multiple cases as a way of increasing generalizability

of a study.  Limited time and resources prevented additional cases from being included in

this study.   This case site, can however be compared with other Indigenous-serving

schools where adequate detail permits.
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CHAPTER 4 — OVERVIEW AND START-UP HISTORY

…it was almost meant to be, and not by chance, but by design, people came

together and things happened, and then the environment was created to make it

happen, like it was meant to be, cause many times we have had problems and

things that maybe didn't work out, and that meant that something else would come

up that would help us overcome it, almost by design…(Interview with Roberto,

HPLS  co-founder)

This chapter begins with a brief overview of the case site, Ha:sañ Preparatory and

Leadership School (HPLS), first providing information about the geographic regions

served by the school.  The start-up history of the school is then addressed, including the

motivations and hopes of the founders.  Although the case site has a unique start-up

history, some of the challenges the founders faced are the same as those faced by those of

other charter schools: negative reactions from traditional school districts and difficulty

securing facilities.

Overview of the Case Site

HPLS is a public charter school that serves students in grades 9-12 and is located

in Tucson, Arizona near a major university campus.  Located in the center of the city, it

enrolls primarily Native American students residing in greater Tucson and adjacent
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reservation communities.  Roughly one third of HPLS students travel on a bus

approximately 70 miles one way from Sells, Arizona in the main part of the Tohono

O'odham reservation to the school each day.  Another third travel approximately 25 miles

one way from the San Xavier District of the Tohono O'odham reservation, just south of

Tucson, and from the neighboring Pascua Yaqui22 reservation, also near Tucson.

Students from all over Tucson take city transit buses to school each day.  Figure 3 shows

southern Arizona with the communities served by the school indicated.  The large shaded

area primarily is the main part of the Tohono O'odham Nation.  The large rectangle to the

east of the main reservation and south of Tucson is the San Xavier district of the Tohono

O'odham Nation.  The small black area north of the San Xavier district is the main Pascua

Yaqui reservation, home to approximately 5% of Ha:sañ students.  The school provides

transportation to all points east of Sells on the main reservation and north of the southern

most section of the San Xavier District.  Although daily transportation only goes as far

west as Sells, a handful of students begin their journey up to 60 miles further west in their

own transportation or with parents, catching the school bus in Sells for the remainder of

the ride to the school.  Figure 4 situates the school enrollment area shown in Figure 3

within the state and region.

HPLS is chartered through the State Board of Charter Schools, an authorizing

agency of the State of Arizona.  In Arizona, the two different agencies may grant school

charters: the State Board for Charter Schools, and public school districts [Center for

                                                  
22 For the purposes of this discussion, the term “Pascua Yaqui” is used throughout as it is
the official name used by the Tribe, but it is noted that many students at the case site use
the name “Yoeme” when describing their tribal affiliation,



132

Figure 3.  Map of Tohono O’odham Nation and vicinity.
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Figure 4.  Area of detail map.

Education Reform, 2005 #201].  Through the State Board for Charter Schools, several

different types of entities can hold charters.23  The charter for HPLS is held by its parent

organization, Ha:sañ Educational Services (HES), a federal 501c3 not-for-profit Arizona

corporation.  At the time of this study, HPLS was in its eighth year of operation.

Background and Start-up History

An uncanny combination of events and circumstances created conditions that

demanded the educational opportunities promised with the opening of HPLS.  Although

                                                  
23 Through the State Board for Charter Schools, applicants can be a Non-profit
corporation, For-Profit Corporation, S-Corporation, Partnership, Sole Proprietorship,
Tribal entity, or “Other” (Arizona State Board for Charter Schools, 2005).
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some of the founders had not even met, their parallel activities were working to plant the

seeds for the school, long before the charter was even written. The idea for the HPLS

charter school and subsequent application was conceived in 1996 by a small group

composed of concerned parents, teachers, and community members working in

collaboration with a community based organization, Tohono O'odham Community

Action (TOCA) in Sells, Arizona.  These people were working with youth in the Sells,

Arizona region in various capacities and were deeply concerned about the quality of

education provided to students attending the local schools on the reservation.  They

wanted to create an alternative.  Three of the members of the charter planning team,

including myself, worked as teachers at the public school district in Sells, AZ, and had

first-hand experience with the educational challenges faced by students in the public

school district.  I was then employed as the Coordinator and teacher for the school

districts gifted education program.  Two others in the original startup group were

founders of Tohono O’odham Community Action (TOCA), a community-based

organization based in Sells.  Another member of the charter planning team was teaching

at another reservation high school where students also face intense challenges to success.

Another important thread of support came from members of a group of concerned parents

who had gathered to address issues facing the local public school district.   As well, other

teachers, concerned community members, and professionals supported the idea of the

school.  All of these people contributed to writing and/or shaping ideas that would be

included in the charter that was submitted to the state of Arizona's State Board for

Charter Schools.
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TOCA, then housed in a local church, was, and continues to be, a “community-

based organization dedicated to creating cultural revitalization, community health and

sustainable development on the Tohono O’odham Nation” (Tohono O'odham Community

Action, 2004).  When the school was being planned, TOCA was, among other things,

providing culturally based after school programming and had started a community garden

in Sells.  Teachers, including myself, in the local school district began working with

TOCA though their community garden project (which had opened its arms to be an

extension of my classroom), creating an alliance that would cultivate the ground for the

new school.  Juan, one of the co-Directors of TOCA, explains how he came to be

involved with HPLS:

At the time, I was with a friend who was approached first, and then I was brought

in, and I just was amazed at, seeing people who were not from the community

trying to do this thing for the community, to better the community, and I knew it

was going to be a hard fight, and I wanted to be a part of it, I wanted to be a part

of history, in the sense that this was a huge undertaking and plus there wasn't any

other community members really excited about it, or willing to go through what

they had to go through to get the school started, and I was part of another, an

organization that started, and it was just getting on its feet and was going through

a lot of struggles and I thought, well that is not hard.  It wasn't hard to be the

person who gets criticized or ridiculed for starting up an organization that could

benefit the community.  I thought, hey, I did it once; I am going to do it again.  I

started to develop a thick skin at that point, not giving any thought to the
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backlash, or the . . . what was to come, and on a personal level, the idea of the

charter school, and what it was about, you know was an amazing opportunity, for

an O'odham boy or girl to go to and to learn about their culture, their language,

and given the proper education, and not caught up in the system where they are

just passed along, and perhaps to be taught something.  That is what motivated me

to come on board as one of the people who started the school. (Interview with

Juan, HPLS co-founder)

Important to the formation of the school is that it was designed using community

development principles.  Two of the members of the charter-writing team (one who was a

teacher in the local public school district, and one who was involved with TOCA) had

extensive backgrounds in community development principles and helped lead the charter-

planning process in this direction.  This meant that the mission and goals of the school

were derived primarily from the felt needs of the local community.  But most important

was the manner in which the community was defined.  From the outset, the community

was defined as parents, students and community members who would be interested in

such a school.  This definition did not focus on the various institutional stakeholders who

were already currently responsible for educational conditions in these communities.  This

grassroots support is what helped define HPLS, what kept the idea alive though out the

tumultuous start up year that led up to the school opening, and what continued to shape

the school as it became established.
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The concept for the school as outlined in the school's charter was based on several

different sources.  These sources included a 1996 survey of Tohono O'odham Nation

members conducted by the Tohono O'odham Education Department, concerning

priorities in education, which generally represented the felt needs of the school’s future

parents; the founders’ first-hand experiences with students, parents, and community

members; and current research on appropriate educational practices for Native American

youth.   Although the initial planning team had various purposes for being involved,

review of several data points had converged on a concept that everyone could support: an

academically rigorous, bicultural, experiential school.   Although there was agreement on

the concept for the school, each founder brought forward a unique perspective that fueled

his or her particular interest in getting involved.  At the heart of each person’s motivation

was to provide something different from, and more appropriate than, what was currently

being offered.  As mentioned previously, I was part of the founding planning team. The

following excerpt details my personal motivations for getting involved:

Pure and unadulterated outrage led me to become involved.  I realized I couldn't

in good conscience participate in a system where failure was considered normal.

Yes, there were a lot of concerned educators in the schools I worked in, but it was

rare for anyone to really question what was going on . . . .  The schools on the

reservation tended to blame the students and parents for their own failure.  I was

told when I started my job there (by several other educators) that the students and

parents didn't care about education because their culture didn't value it.  This was

not my lived experience.  I saw a lot of students who did care very much and
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wanted to do well.  They wanted to finish school, go to college, and work in the

community. Parents were very supportive of efforts make of their children's

behalf.  This idea that no one cared was more like a convenient excuse for not

making efforts to change things . . . .  Community members were very clear about

what they wanted: college preparation and inclusion of language, history and

culture. It seemed so simple to me to just do what was needed and wanted by the

students and parents.  Unfortunately, it was clear that this wasn't going to occur in

the local school district.  We were led to charter reform simply because it was an

available option.  We took advantage of the option to create an alternative reality,

one stripped of many bureaucratic constraints. (Reeves, quoted in Steel King,

2004, pp. 167-68)

Another founder, also teaching in the community, similarly had deep concerns

about the quality of education available to students living on the main reservation and the

effect it was having on students:

In studying environmental education, the focus on my work in education was on

helping students gain an internal locus of control – a sense of efficacy to change

themselves and the world around them . . . .  Two things really spurred me toward

working at Ha:sañ: my hope to have an effect in the work I did with kids and my

desire to work with kids’ communities that had truly been “shafted by the system”

and deserved real opportunities . . . .  I sensed the serious injustice and felt a lot of

passion toward a school such as Ha:sañ that could make a difference for kids.
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This passion grew exponentially over the next year or so of my life.  Upon

completion of my degree, I moved to Arizona and took a job as a science teacher

at the [other] high school on the reservation . . . .  Throughout the year at [this

school] I not only personally understood why a school like Ha:sañ was needed; I

felt the urgency with which such a school was needed.  [This School] that I was

teaching at had created a horrendous educational climate of low expectations and

cultural alienation for students, which was made even worse by an entirely

irrelevant curriculum and instruction.  The combination of the relationship I

developed with students that year and the sheer abandonment by the school of any

appropriate educational expectations and preparations for students fueled my

drive to help start Ha:sañ and to try to make it the polar opposite of the

educational experiences the kids had lived through at the [other] schools.

(Interview with Kateri, HPLS co-founder)

One co-founder who joined the charter planning group after meeting with them in

Tucson explained her reasons for wanting to be involved, emphasizing the importance of

traditional language and culture:

My whole reason for wanting to work at Ha:sañ was that I was personally

invested in the mission, and in the community it was going to serve, in the

stakeholders, the passion that went behind language revitalization, and cultural

revitalization and maintenance, I was totally invested in that, and so I felt that it

was appropriate as far as working there, but initially, when I was going to the
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university, I was seriously considering working at a Tucson public school or

relocating somewhere, even though I had these strong passions, about language

and culture, I was trying to figure out where I could make them work.  Where is a

school that will take that type of curriculum? After meeting the other

stakeholders, we definitely had a shared mission and so I banded with them.

(Interview with Gabriella, HPLS co-founder and teacher)

Another co-founder echoed these same concerns: "A lot of parents were

dissatisfied with the school system, generally speaking.  We felt there was a lack of

college prep, and we also wanted to create a truly bicultural school." (HPLS co-founder

quoted in Tully Tapia, 1998).   Some of the founders had more personal reasons for

getting involved, in addition to broader community concerns.  One co-founder, Juan,

noted that the closing of a regional boarding school combined with lack of opportunity

locally was an additional impetus towards his efforts:

My personal motivation was the fact that this was something new and something

different, and also at that time I had my two younger brothers who were still in

school, and the school that they were going to was actually going to be closing,

the boarding school that my parents had decided to take them to, because they

thought that they would get the best education that they could get there.  But it

was closing, and the schools on the reservation, I knew for a fact that they weren't

very good, and the school needed to be started, it was a necessity, and . . . .  It was

for them, my brothers, and my cousins, and I think that I did it for them, because I
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knew what the school system on the reservation was like, and I was a product of

that, and I slipped through the cracks, and a lot of the stuff that I learned at that

time, I had to learn on my own, as far as learning the worldly stuff, the street

stuff, and I didn't want that, because it was hard, so I wanted my brothers to get

the best education that they could, so that was a good motivation, because they

were young, they were like 16 and 17 at that time, and the school was just

starting.  (Interview with Juan, HPLS co-founder)

Each of the founders had particular hopes for what the school would accomplish,

and how it might provide something different and positive for students.  One co-founder,

Kateri, referred to her hopes of creating a school climate that would be more nurturing of

students:

I hoped that we would provide a context for students to develop their confidence

and self-esteem, concurrently with their critical thinking skills to enable them to

explore, question, and act on the world around them in ways they deemed positive

for themselves and their community.  I think we wanted to accomplish this

through our mission to develop a more relevant curriculum and nurturing school

climate for students . . . bicultural, bilingual, experiential, etc., which would

prepare students to be successful in the paths they chose in life, whether it be a

path toward college, a technical career, family, and/or community leadership.

(Interview with Kateri, HPLS co-founder)
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Juan hoped that the school would be a unique option for Tohono O’odham students in

particular, focusing on language, culture and identity while helping students prepare for

the future:

. . . I saw it as an immersion school, language, and it involved a lot of the culture

stuff in it, and it was solely dedicated to the O'odham people.  I thought that

finding who you are, as a person, in your tribe, definitely would help, bring in

other things, like reading and writing and spelling and the school stuff, I thought

that was the goal, but also to prepare and to get a better education and to go onto

college.  It was a preparatory school, and I didn't know if it was going to happen,

it was a lot of hard work, and the people who chose to take on this task had a long

fight, had a long road to reach, because they had a goal to reach . . . and I wanted

a better education for a lot of kids that were losing their schools or [they] were

closing and couldn't afford to go to private schools. (Interview with Juan, HPLS

co-founder)

Another founder explains that although he supported a bicultural focus, college

preparation was not his main goal:

I always hoped that our kids would leave with a foundation in both their culture

and the language and the dominant language and culture.  I never envisioned

college prep courses, it wasn't my goal . . . .  I always thought that people or kids

could be what they wanted to be, if it was college prep, it was kind of unfair to

those that weren't planning to go to college, to have to take college courses, and
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preparing them for college which they would never go to . . . .  I always thought a

high school with a good foundation, in all of the subjects, would prepare you for

whatever you want to do anyway, either college or a career, but the other founders

envisioned a college prep, and you take what you can, you know, and go along

with it, in order to get eventually what you want.  I accepted that vision of a

college prep; it’s always made me uncomfortable to be in a college prep program

because I don't think it is fair to the other kids who don't want to go to college.  A

perfect one would be a college and career prep, non-professional careers.

(Interview with Roberto, HPLS co-founder)

With little but these motivations, hopes, and dreams, and a handful of supporters,

the charter planning team submitted an application to the Arizona State Board for Charter

Schools (ASBCS) in June of 1997.  The ASBCS provisionally approved the application

in the fall of 1997.  At the time, this meant that the application was complete, and that

planning could continue pending a second level of approval.  This provisional approval

gave the team the impetus and permission to begin working on finding a site for a school

that was intended to open the following fall.  The year of planning turned out to be busy

and fraught with many obstacles, with many initial challenges stemming from tensions

over the provisionally approved charter application between the charter planning group

and some officials of the local school district.

Because of the rural, small-town setting on the reservation, word spread rapidly

about the idea for the school and the provisional approval from the state long before there
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was an actual building that could be called a school.  By September 11, 1997, news was

out in the local school district that the charter application had been approved.  Consistent

with the reaction some other rural districts in Arizona had to charter school competition

(Hess & Maranto, 2001; Hess & Maranto, 2002; Maranto, 2001), some representatives of

the public school district on the reservation responded negatively to the idea of a charter

school application being submitted by some of their employees.  School district personnel

called on local school district teachers who were involved with the charter writing to

answer questions about the charter application.  The potential competition and loss of

funding to the existing public school district caused ripples of conflict that polarized the

community for some time, often in unexpected and non-obvious ways.

Originally, the school was be to be located on a small piece of private land that

was surrounded by the Tohono O’odham reservation on San Pedro Road, approximately

30 miles from Tucson and 30 miles from Sells.  This plan had to be revised however,

when requisite right of way to the access road became a problem making the potential of

getting a loan for the property untenable.  On September 3, 1997, a group of charter

planners went to visit the potential site and were shocked to find it barricaded,

foreshadowing what would turn out to be a full-blown conflict.  This was one of the

many ripple effects (that arose directly or indirectly) from tension between some

members of the local school district in Sells and the new charter school.  It was also one

of several times when it appeared that the school was to remain an idea rather than a

reality.
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With provisional approval and on the advise of tribal supporters regarding tribal

protocol, the charter-writing group also began trying to set up meetings with various

branches of the tribe to give presentations.  On September 17, 1997, a meeting was set up

to explain the charter application to the head of the Tribal Education Department.

Unfortunately she called in sick; the charter writing group was greeted instead by an

administrator from the local school district, who, the group was told, had requested to be

included.  All of the members of the charter writing team felt the burden of the conflict

about the school, to varying degrees and extents, because the local school district was

politically connected to the churches and tribal government offices on the main

reservationEach of the people on the charter planning team experienced pressures.  As

part of the charter planning team who was then employed at the local school district as

the coordinator of the gifted program, I saw the situation at first hand.   I had signed the

publicly available charter application, and so was directly associated with the charter

project by school district personnel.

On September 11, 1997, I received a phone call from my supervisor during the

workday requesting information on the charter school application process.  I responded,

including a copy of the state statute regarding district employees being protected from

reprisal due to involvement with starting a charter school, and the matter quickly

escalated to the district Superintendent.  On September 23rd, I was asked to sign for a

letter from the Superintendent intended to "express the substance of my concerns as well

as my expectations concerning your employment with the District during this school

year" (Superintendent, personal communication, September 22, 1997), illustrating the
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tone of the reaction of some to the charter application.  This memo expressed concerns

about conflicts of interest relating to the college prep-mission of the planned charter

school vis-à-vis my role as coordinator of district gifted education, use of district

resources during the charter application process, and included an urgent request for

information including:

. . . an explanation of all information gathering procedures you have pursued in

connection with the charter school application.  In particular I would like to know

whether and to what extend this information gathering occurred during your work

time with the school district, whether and to what extent school district or student

records were used, and whether and to what extent you used your position as an

employee of the school district in general, and your position as coordinator of

gifted programs in particular to facilitate the gathering of information for the

charter school application . . . at your earliest convenience. (Superintendent,

personal communication, September 22, 1997)

I had naively assumed that the charter application would either be well received or would

attract little notice.  Additionally, though the planned school did have a college

preparatory mission, it was being planned as an option for all potential high school

students, not only the best and the brightest.  To this concern I replied to the same district

administrator that:

The state law clearly states that charter schools as public schools cannot

discriminate based on test scores; amongst other things . . . this information is



147

formally articulated on the last page of our charter application.  It is my belief that

all Tohono O'odham youth are capable of attending college and assuming

leadership roles. (Reeves, personal communication, September 27, 1997)

I further noted, "Any and all information used in the charter application was

derived from information which is a matter of public record" (Reeves, personal

communication, September 27, 1997), which was the case, though this would not be the

last time this topic would come up.   Finally, I pledged my commitment to the students I

was working with.  Being fully aware that we were legally protected from "unlawful

reprisal”("A.R.S. Title 15, Article 8, charter schools," 2004-05), we contracted our union

lawyer to get advice for all of the teachers on the charter planning team.  We were

advised to send another copy of the state statute regarding the rights of district personnel

to the school district and to work hard at our jobs, which we did.

Following this correspondence, the district’s efforts to find cause for reprisal

against myself and the other teachers involved was reduced.  I continued working at my

job, albeit cautiously, always asking people to come to my home in the evening if they

wanted to discuss the charter project.  Other founders who were working in the district

did the same. Other places around town also became impromptu meeting places, such as

the teacher housing, the grocery store, the video store, the TOCA office, and mountain

bike trails.  My apartment in the teacher housing, which was already overrun with

students after school, soon performed double duty into the evening as well, as interest in

the charter school grew.
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On October 14th, 1997 the Arizona State Board for Charter Schools granted the

second level of approval.  The allotted time for the presentation was three minutes.  The

presentation was composed of a narrative about a specific student who was both

traditional and very capable, but unfortunately had dropped out of school.  In the

presentation his options were outlined: he could attend his local public school district

near his reservation home, (one of the lowest achieving schools in the state), move away

to boarding school, his entire family could move to Tucson so that he could attend

school, or he could just drop out.  This grave scenario resonated with the charter board;

they clapped after the presentation, asked no further questions, and quickly moved to

approve the application.  This positive response renewed the charter planning group's

energies.  The applications had been ranked in order of quality, and the HPLS application

was rated as the second best.  The Edison Corporation, a large national educational

corporation with immense resources, submitted the only higher scoring application.

Clearly, the need for options for Tohono O’odham students was evident.

The charter-planning group was invited to make a presentation to the Sells district

on October 16th, 1997, and after the presentation there were several hours of questions.

The beginning of the meeting was characterized by the District Council’s concern over

the omission of the tribally accepted protocol, which might have entailed going to each

district on the reservation and talking about the school before the application was

submitted.  The planning group had known that might be expected, and had made a

strategic decision to wait until state approval was obtained.  The group was also asked to

explain exactly what other efforts had already been made to make improvements within
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the local public school district.  Midway through the meeting, one HPLS parent

supporters repeated the story of why the school was being started in the O'odham

language.  Several parents in the audience cried, and one said, "This is a much needed

option."  I noted in my journal after that meeting "telling them that their children

deserved much better seemed to really interest them."  Although formal approval was not

requested, or granted, the meeting ended with the district council mentioning their

appreciation for the presentation.

Officials of the school district, no longer content to treat the potential of a charter

school as a personnel issue, now directed effort at getting the charter school application

revoked; the topic of the charter school application was slated for a noon November 7th,

1997 school board meeting.  At this meeting, the district school board decided to write a

letter to the Arizona State Board for Charter Schools to express concern about the HPLS

application.  I was in attendance at the meeting, along with another founder and a parent

supporter.  During the meeting, a board member called into the audience to the two

people who were there with me, saying to them "How dare you! How dare you get

involved with this charter school?" After the meeting, the planning group met to debrief

the situation.  By this time, the conflict had started to create fissures.  After this meeting,

one co-founder resigned, and one community member who had written a letter of support

for the original charter application retracted her letter because of concern about her letter

from members of a local church where she had previously been a reverend.  For some of

the charter planners, however, this opposition only redoubled their determination. One
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supporter, after the meeting, expressed her opinions about the school board’s reaction to

the new charter school:

When this school is going, we will never give them any credit for starting this

school.  We will never sit in chairs looking down at people.  We will never have

chairs like that and we will never work with people who sit in chairs like that.

This is a grassroots school.  It is for everyone who doesn’t have a chair like that.

We will sit here, just like this, doing our weaving and talking; it will always be

just like this. (HPLS parent supporter, personal communication, 1998)

Other efforts were also made to influence the Tohono O’odham community and

others who supported the new school through broad public efforts of well-known and

influential individuals to provide negative information on charter schools in general and

on HPLS specifically.  At the annual Tohono O'odham Education conference on

November 11, 1997, a member of the Arizona House of Representatives provided a

keynote address that contained information on the problems with charter schools. This

conference was mandatory for all educators in all schools on the Tohono O'odham Nation

and was accordingly attended by several hundred school district and BIA employees.

The ongoing conflict polarized the community on the issue, spurring both those against

the charter school and those in support.

The charter planning group's commitment was again challenged when they

presented to Tribal Education on November 24th, 1997.  Although the charter planners

had been requesting to present to Tribal Education since early September, the initial
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concern expressed at this meeting was that they (the committee) had not been informed

about the application.  However, this issue was just the tip of the iceberg, and far from

simply wanting a presentation on the planned charter school, many on the committee,

some of whom were board members at the local school district, seemed to have been

preparing to utilize this venue to stage an all-out conflict.  Throughout the presentation,

different members of the education committee and the audience stood up to confront the

planning group, often in the midst of their formal presentation.  The aforementioned

Arizona legislator was present to talk about a purported lack of accountability with

charter schools.  School district employees, including top-level administrators, also spoke

to criticize the quality of the charter application.  Members of a local church congregation

spoke about problems with the date on the charter application’s letter of support from

their former Reverend.   The meeting hit bottom when one of the members of the Tribal

Education Committee, also a school district board member, likened the new charter to "a

blanket of smallpox."  At the end of the meeting, a resolution of non-support was passed.

This time, the stamina of the charter-planning group was seriously tested.  After this

meeting, one co-founder and one long-time parent supporter decided they required time

to decide if they still wanted to support the school.  The group decided to stop and think

over the Christmas break about how they wanted to proceed.  Some of the group

members wanted to move to a three- to five-year plan before opening, taking the time to

garner support from each district on the reservation as well as the tribal council and

education committee.  Others, feeling the urgency of the situation, and not wanting to

disappoint parents and students with another broken promise, wanted to relocate the
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school to Tucson to obviate the pressures from opponents.  Some of the planners started

exploring potential sites in Tucson, and everyone committed to talking to parents,

students and community members about these choices.

These black clouds quickly turned out to have a silver lining.  News of the

building crisis (and all of the other tension) had spread quickly around town and the local

school district.  In early December, members of the charter-writing team were

approached by another school district employee who offered to put them in touch with a

relative in Tucson who "had a building but no charter" and was interested in starting a

school.  As it would turn out, this was not exactly the case. This relative, who was at that

time a leader of the Council for Excellence in Education for Native Americans, an

activist group in Tucson, became a co-founder of HPLS.  He says of this first meeting

that:

 . . . I think the other founders found me.  I had no idea that someone else was

trying to start a school. I had been trying to work on one for several years on my

own and with other people who had the same idea, a bilingual/bicultural school.

But, we never really got started on it and I guess through a cousin of mine, an

employee at [the school district], he knew what I wanted and he knew the other

founders who were working down there, and arranged for a meeting and he told

them where to find me and that was at the University of Arizona site on the

dictionary project of the O'odham language, and that was the first time I met the

other founders, and from then on it was a mutual or made in heaven partnership
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and that is how I came about, probably by good chance and by luck and by good

fortune I guess. (Interview with Roberto, HPLS co-founder)

This co-founder led the planning group to discover that there was a steady group

of interested people in Tucson who had been working on forming a charter school to

serve Native American students for several years prior and who were very interested in

collaborating with the charter planning team.  The contact with this broader group of

Indian education reformers centered in Tucson breathed new life into a seemingly

hopeless situation and enlarged the founding group to nearly a dozen.

The reformers from Tucson were primarily associated with the Council for

Excellence in Education for Native Americans (CEENA) and its parent organization, the

American Indian Educational Consultants (AIEC).  In the two decades prior to working

on Ha:sañ, CEENA and AIEC had tackled issues in Indian Education, focusing on

improving high school and college graduation rates for Native American students and on

recruiting Native American teachers.  This was done through various channels of

advocacy and activism, including working with various governing bodies to advocate for

Native students and parents, through program establishment, lobbying, and outreach

activities.  Notably, CEENA provided the impetus for the creation of the Tucson

Metropolitan Commission on Urban Native American Affairs in 1989 and hosted the

National Indian Education Association's (NIEA) 1995 conference in Tucson.   After all of

these efforts, working towards a college preparatory charter school was a logical next

step for some of CEENA's members.  Roberto pointed out that:
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As these efforts progressed and various programs were created it became obvious

that there was a lack of qualified southwestern Native professionals to fill these

positions.  This was due to the very low number of Native southwestern college

graduates.  Most often the individuals hired Native professionals unaware of the

local community and its problems.  Several members of CEENA proposed that

the organization's primary goals be the preparation of local urban Native students

for enrollment and graduation from colleges and universities. (Roberto, personal

communication, September 23, 2004)

CEENA, once with a fairly large membership (up to 45), suffered internal

conflicts based on the core group's desire to serve the local community versus some other

members’ desire to work on Native American concerns in general, with less emphasis on

local communities.  A core group of Tohono O'odham, Pascua Yaqui, and Hopi members

became the group that put their energy towards opening a charter school as interest and

participation in both AIEC and CEENA waned.

Although there were differences in opinion about the grade levels to be served

and the specific foci of the school, an informal collaboration was made between the

group in Sells and those working towards a school in Tucson.   With this collaboration,

the newly enlarged founding group began a building search in Tucson, started having

regular outreach meetings on the University of Arizona campus at the Native American

Student Graduate Center, started doing formal presentations to various branches of the

tribe and other interested entities, and began recruiting students in earnest.  Many
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members of the planning group felt that moving to Tucson would defuse the conflict on

the main reservation.  By the end of January, a site had been chosen in Tucson, although

this would prove to provide a different set of challenges.  The chosen building was in a

great location, centrally located, and near the university.  Securing a loan with non-

existent resources and renovating the building to meet code would prove to be another

hurdle to be overcome.

Following the decision to locate the school in Tucson, the conflict with

individuals within the public school district did recede, albeit slowly.  Now that the

school was to be centered in Tucson, additional groups were now part of the school

community.  In addition to the ongoing situation in Sells and fallout from the conflicts

that arose there, there were broader concerns, including securing the school site and

preparing it.  Thus far, the charter-planning group had been propelled by support from

students, parents, and community members, and from the Arizona State Board for

Charter Schools as well.  However, on February 8, 1998, a member of the State Board for

Charter Schools called the charter-planning group to get information about the charter

application process.  The same legislator who had spoken out against charters at various

meetings on the reservation had called him to express concerns about the charter

application and to see if the approved application could be revoked, thus calling into

question, once again, the entire project.   After a thorough investigation of the

circumstances surrounding the charter application, and verification of the connections of

this complaint to the local school district, the Arizona State Board for Charter Schools

laid this concern to rest.  Around this same time, funding for the building was secured
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through months of conversations and negotiations with a very socially conscious venture

capitalist at a growing financial firm.  This lender was committed to the school’s goals,

and willing take a chance on the loan in large part due to intense enrollment interest the

school had already piqued.   Soon after, the site was purchased, finally giving the school

and planning team a place to operate.

From this point on, the charter planning team shifted focus and began to form

relationships with agencies, schools, etc. for the purpose of recruiting and enrolling

students rather than navigating the various political struggles and evaluating sites.  There

were mixed reactions from the various Tucson public schools to the idea of the new

charter school.  Sometimes there were positive relationships with individuals within a

district, such as with counselors or others working closely with Native American

students, even though there might have been opposition from other individuals within the

same district.  In particular, people responsible for counseling Native American students

helped students find their way to HPLS.  Personal connections between the planning

group and various employees in several Tucson school districts allowed for the word to

get out about the new school among potentially interested parents and students.  One

urban district was happy to allow recruitment of Native American students from their

dropout list.  Yet another was happy to include the school’s contact information in a

brochure for Native American families.  Another high school, part of a local Tucson

school district, allowed HPLS to set up a recruitment booth at their "Indian day"

celebration. Also, the year the school opened, two other schools closed which had

previously served the same population. St. Catherine's Indian School in Santa Fe, New
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Mexico, and Southwest Indian School in Phoenix both closed the spring before HPLS

opened its doors, providing an additional pool of parents seeking alternative schooling

options.

Throughout the startup year, many community members on the reservation and in

Tucson helped the school, and the early support they offered contributed enormously to

the school's success.  Along the way, whenever advice was needed, there were several

dozen community members, including parents, students, elders, and various education

professionals, who were consulted by the charter planning team.  Each member of the

charter-planning team had people that they consulted, and the charter-planning team

would meet and weigh opinions when deciding a course of action. One founder stated

that “I think that was enough, all of the players were there, and I just think that the people

that we listened to, that influenced us or encouraged us, was just enough to get everybody

going” (Interview with Juan, HPLS co-founder).  From the time the charter planning was

located primarily on the main reservation, there was a core group of supporters who

helped support efforts there.  The passion of these supporters was evident in their

willingness to support the school even though it was causing them conflict.  This core

group of supporters was interested in comprehensive change and had been pursuing every

avenue possible.

Some of these charter supporters were also members of a "concerned parent

group."  In addition to some individual members personally supporting the charter, they

were working collectively to make positive changes within the local school district.  They

began their efforts at change by interviewing teachers within the public school district to
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get information about the conditions in the classroom.  They documented their concerns,

including pictures of dilapidated school buildings and outdated textbooks.  On February

23rd, 1998 the Sells district council invited the parent group as well as leadership from

the local school district to speak. When the district administration did not show up, the

group took this opportunity to share information about the problems at the school district.

The Sells district council was shocked about the issues facing students at their schools,

and concerned because they had not been informed about the possibility of the district

moving to a year-round school schedule.  A resolution was passed concerning the local

public school district that requested, among other things the removal of all current board

members and the removal of the district superintendent. Although the focus of the

concerned parent group was improvement of the local school district, their efforts

illustrate a context that was ripe for change, helping pave the way for the new charter

school.

 As mentioned previously, the group of supporters expanded, eventually including

individuals who provided advice, spoke for the school during public meetings,

contributed input at HPLS school board meetings, connected school planners to vital

resources, enrolled students, etc.  Some of the community members who were involved in

the early phases continue to be currently involved in the school as parents, board

members, hearing officers, and employees.  Once the location in Tucson was chosen, the

planning group gave many presentations to various new community groups centered in

Tucson to inform them of the school.  This included presentations to various groups

associated with the University, such as the Tohono O'odham Dictionary Committee, the
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Native American Law Student Association, and the American Indian Graduate Student

organization.  Recruitment and outreach efforts also took place in Tucson, in the

reservation community, at the school site, and various public events such as the annual

Tohono O'odham Rodeo and Fair.   The enthusiasm on the part of parents and community

members for options, faith in the charter-planning group, and an ability to embrace a

vision allowed HPLS to reach its full enrollment before school even opened in its first

year, even though the building was not ready to be used for the school.   Throughout the

spring and summer, the planning group set up a shade house on the front lawn of the

soon-to-be-purchased property and conducted enrollment every weekend.  This became

another tool for molding the eventual design of the school.  As parents enrolled their

students, they met different members of the planning group and shared their advice and

opinions about the implementation of the school.

Because HPLS was originally conceived to serve primarily Tohono O'odham

students, initial efforts to work with various parts of tribal government were focused on

the Tohono O'odham Nation.  Presentations were made to several of the districts of the

Tohono O'odham Nation. An important part of all of these presentations was to simply

provide information, and to persuade the various groups to encourage parents and

students to participate in the educational choice that would be available with the new

charter.  No resolutions of support were requested and none were given by any district

council on the reservation, with the exception of the San Xavier District, representatives

of which were extremely supportive of the new charter school.  As it would turn out, this

support proved crucial to the school’s success.  Given a long history of problems for San
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Xavier District students, who don’t attend reservation schools, but rather Tucson public

schools, members of the San Xavier District’s education committee were happy to

evaluate and explore options.   Enrollment applications were made available to students

residing in the San Xavier District, and resources were offered.  Before the school even

opened, a second bus route to serve the San Xavier district was added to accommodate

student and parent interest.

With outreach and recruitment well underway, the planning team faced other

obstacles prior to opening – preparing the building.  The City of Tucson was in the

process of passing an ordinance limiting the conditions under which charter schools could

locate within Tucson when Ha:sañ School received its provisional charter approval.  The

school received its building permit for renovation of a building it had already purchased a

mere two days before this ordinance went into effect.  If the building permits had been

approved a few days later, it is probable that the school would have been delayed or

prevented from opening in its current location because the new ordinance mandated that

at least five acres were needed for a charter school site, and the school site is situated on

little more than one acre.  Once the appropriate permits were received, many delays

occurred in the city's Development Services division, the unit responsible for building

permits.  In some cases, they were augmenting the statutes governing charter schools

with their own requirements, such as requiring the City fire inspector to sign off on the

occupancy permit, rather than the State fire inspector as the statute requires.  These

delays, combined with initial problems around funding and actual construction eventually

caused the school to begin with a weeklong camp on Mt. Lemmon while waiting for an
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occupancy permit.  Further, classes were conducted for four more weeks at a local

university’s Tucson campus until a certificate of occupancy could be obtained for the site

from the city.

Luckily, the specific neighborhood in which the school is located was supportive

from the outset, albeit tentatively at first.  The school reached out to the neighborhood

association, allowing the use of the school building for its monthly meetings, and went to

great lengths to be "good neighbors" in the Rincon Heights neighborhood.  This resulted

in HPLS receiving the City of Tucson's "Good Neighbor Award" in 2001.  The

nomination was made by a neighbor who formerly had been very negative about the idea

of a charter school in the neighborhood.

What started as a very tense and seemingly impossible situation has evolved into

a primarily collaborative and productive working relationship with the various

communities surrounding the school.  There have been unanticipated but welcome

collaborative efforts with school districts, in which staff from several schools have

worked together with parents to craft an appropriate educational choice for a given

student.

To date, nothing has changed formally with any of the tribes with which the

school works, and the school remains chartered through the Arizona State Board for

Charter Schools.  The relationship with the Tohono O’odham Tribe (the Education

Committee is no longer in existence (E. Ramon, personal communication, October 25,

2004)) and its various entities has evolved positively, although as one co-founder notes

“Now (we) are working more and more with the other tribal groups on the reservation,
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tribal bodies, governmental and educational, but it is still not a good enough partnership

that would benefit everybody” (Interview with Roberto, HPLS co-founder).  As the years

have passed, enrollment of Pascua Yaqui students has increased.  Pascua Yaqui students

reside mostly near the San Xavier reservation and primarily have attended Tucson public

schools, as there is no tribal school located on their land.  Due to this, many of the

challenges facing students are similar to those for students from San Xavier, creating a

need for additional educational opportunities.  Efforts have been made to include the

Pascua Yaqui Tribe and various organizations in the Pascua Yaqui community, and a

positive albeit informal relationship has been created.  As a result of consistent outreach

efforts on the part of the school, and as a result of various Tribal entities (both Tohono

O’odham and Pascua Yaqui) supporting the school because their respective tribal

members are attending, the school choice offered by HPLS has been embraced by a

significant number of parents and students.  A variety of stakeholders whose primary

concern is quality education have come together to help HPLS along its way.  Recently

the school was labeled as one of the strengths of the Tohono O'odham Nation education

system (Tohono O'odham Nation, 2004) in its most recent comprehensive survey,

evidence that, at least for those surveyed, the "dissent" (Tully Tapia, 1998) associated

with the startup has, with the passage of time, been overshadowed by the promise of

increased opportunities.

This chapter has provided an overview of the school and the areas that is serves.

The reasons for founding the school have been explored through the perspective of some

of the school’s founders.  Importantly, this chapter details the unique circumstances that
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provided a fertile context, one that was ready for reform, through a detailed account of

the school’s history.  Now we will turn to the details of the school program.
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CHAPTER 5 — DETAILED DESCRIPTION OF SCHOOL PROGRAM

This chapter describes the organization of the school, its funding sources and the

ways in which the school is administered both in a broad sense and on a day-to-day basis.

All of the components of the school support program are described, as are the mission,

goals and objectives, and the curriculum and instructional practices.

Organizational Framework of HPLS

The school is authorized through the State of Arizona's charter legislation and

therefore is required by statute to conform in its operations with many local, state and

federal laws.  These include mandatory use of the state standards as the foundation of the

curriculum, participation in the State's accountability (and therefore testing) system,

adherence to the American's with Disability Act (ADA), adherence to the Individuals

with Disabilities Educational Act (IDEA) following Public Meeting laws, compliance

with health and safety regulations, and observance of various financial regulations that

govern the monies the school receives (Arizona State Board for Charter Schools, 1998).

The State Board for Charter Schools compels the school's compliance to these regulations

through ongoing monitoring and the withholding of funds for any lack of compliance.   



165

Governance

The charter holding entity is a federal 501C3 non-profit corporation, Ha:sañ

Educational Services, Inc. (HES).   The HES Board of Directors is composed of a group

of people who are involved with the school to varying degrees.  Five of the board’s six

current members have been members since the establishment of the school’s 501C3 non-

profit corporation in 2000, and were the same individuals who were part of setting up the

corporation.  Three members of the board are community elders with extensive

experience around Native American educational reform issues, two of whom were

involved with the school since its inception.  Two members are non-Native members who

were part of the founding team for the school.  One member is an employee of the school

who came on staff in the sixth year. Per the HES by-laws, new members are elected by

members of the Board of Directors (Ha:san Educational Services 501C3, 2003).  The

HES board meets approximately once a year, or more frequently as necessary.  Its main

responsibilities are development activities (such as entertaining proposals for new

schools, fundraising, development of endowments, and initiation of capital campaigns)

and entering into corporate agreements such as building loans.  HES by-laws authorize a

governing board for the school that functions as a standing committee of the HES board.

The HPLS governing board meets at least once a month and is composed of three to

seven members as outlined in the school's charter, which requires a parent representative

(elected from the school's parents), a staff representative (elected from the staff), and a

student representative (the elected president of the student body).  The governing board is

responsible for hiring, firing, financial oversight, student discipline hearings decisions,
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and creation of policy.  The board is also responsible for hiring and evaluating for the

school administrators (Directors) who oversee the day-to day management of the school

and function as liaisons among the staff, parents, students, and the governing board.

 Administration

The lines of communication and authority, as described in the school's charter

(Karimpour, Reader, & Reeves, 1997) have evolved into something different from the

day-to-day reality.  Figure 5 shows the formal organizational chart for the school as

presented in the school's charter application.

Although this feature is not part of the school's original charter, the school is

currently administered on a day-to-day basis by an administrative team that creates and

facilitates various committees made up of Ha:sañ staff members in an effort to manage

the affairs of the school democratically and inclusively.  When the school’s charter was

written, the organizational chart resembled that of a traditional school’s structure, albeit

with the school’s “Director” performing the role of both Principal and Superintendent.

Starting during the second year of operation, however, teacher leaders and additional staff

have become responsible for many administrative tasks.  This administrative team model

has proved to be a better model for management, shortening the feedback loop between

decisions and outcomes. The administrative team (currently composed of the Director of

Student Services, Director of Special Education, and two co-Directors) work together to

promote a school climate that is conducive to the achievement of the school's mission and

implementation of goals.  Some of the people on this team are also part-time teachers but
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Figure 5.  HPLS organizational chart.
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have administrative duties in addition to their teaching responsibilities.  The smaller

details of this arrangement change from year to year.

Several school-level committees exist to perform the work necessary to the

operation of the school.  A Curriculum and Professional Development Committee

(composed of an administrator who serves as chairperson and five to seven teachers)

collaborates with teachers to create a scope and sequence for all disciplines, facilitates

teacher curriculum development, works with administrators and teachers to create clear

standards for teaching staff, and designs professional development based on the needs of

the teaching staff.  The Facilities Committee (composed of custodial, maintenance, and

grounds workers, teachers who use outdoor classroom space, and technology support

personnel) performs monthly walk-throughs of the facility to maintain a physical

environment that is conducive to learning.  The Academic Showcase Committee works to

enhance teaching and learning by hosting an annual academic showcase that displays

student work from various classes.  A Camp Committee works to plan the school's annual

camp.  Ad hoc committees (or working groups) are formed throughout the year to work

on various events and concerns.  For example, when a grant application is being written,

a committee will work together to perform needs assessment and create objectives and

programs that meet the goals of the school.  All committees utilize written agendas and

minutes that are distributed to all members, administrators, and other interested parties.

All staff members contribute to the school’s governance on a regular basis

through regular, weekly meetings.   The weekly staff meeting is held for several hours

every Friday, during which school wide issues can be discussed, committees can report
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out, and student concerns can be discussed.  Friday begins with a potluck breakfast from

one of six rotating staff breakfast groups.  Each week the facilitator role of the meeting

rotates to a different staff member.

Although a formal parent committee with standing members does not exist, bi-

monthly parent meetings are held for all interested parents.  During these meetings,

administrators and the parent board members update parents on the school program and

policies and seek input and advice about how the school can best serve their students.

Additionally, these meetings serve a venue in which to solicit formal input from parents

on proposed programs and existing grants.

Funding

The primary source of funding for HPLS is state equalization funds, granted on a

per pupil basis by the state of Arizona.  In Arizona, funds follow students to charter

schools in real time to the school they are attending.  Several things are particular to

charter school funding as opposed to school district funding in Arizona.  First, charter

schools must pay for a facility out of their state equalization funds rather than out of a

separate capital fund.  Additionally, charter schools are not funded at the same level as

districts for pupil transportation.  Charter schools in Arizona receive far less per pupil for

transportation than do district schools.  If transportation is to be provided, funding for it is

taken from the state equalization provided for each pupil; the annual revenues are

approximately $200 per student per year for charter schools, contrasting markedly with

the system of route mile funding for districts.  Comparing school district spending to
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charter spending is confounded by such differences, but state level reports do allow for

some isomorphic comparison between same types of schools.

Compared with other Arizona charter schools, HPLS is a comparatively "rich"

charter school because of federal funds that follow Native American students to the

school in the form of federal Impact Aid.  Impact Aid is a federal program that subsidizes

schools that do not have a tax base from residents, e.g. schools on military bases and

reservations.  Working with a coalition of other charter schools serving Native American

students, HPLS became one of the first charter schools to receive its fair share of this

federal funding.  Impact Aid flows unrestricted into the regular maintenance and

operations budget.  In a school like HPLS, this means that increased funds are available

for any purpose that is approved by a parent group per federal regulations.  At HPLS,

Impact Aid allows various services that are not normally affordable at a charter school

because they require subsidies beyond state funds to operate.  Examples include a larger

than average facility, daily bus transportation to and from distant locales despite the

paucity of state funding available for this purpose, and a subsidized free and reduced

lunch program. The per pupil expenditure at HPLS for the 2003/04 school year was

$9,444 (Arizona Department of Education), well above the state average of $4,858 per

pupil for all charter schools, and the highest of any Pima county charter school (57

schools reporting).

Besides State Equalization and Impact Aid, other state and federal eligibility

funds and competitive grants are sought and are included in the per pupil expenditure.
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Table 5

Revenues for HPLS 2005/06 Fiscal Year

Fund Source Amount

State Funds $ 1,001,237 State Equalization/Prop 301

        $1,000 State Chemical

$ 1,002,237 Total State

Federal Funds    $ 450,000 Impact Aid

   $ 314,496 Impact Aid Construction

     $ 59,952 Title Funds aggregated

     $ 16,883 IDEA

     $ 19,291 Indian Education (Title VII)

     $ 55,950 Nutritional Network Funds

     $ 10,000 Learn and Serve America

     $ 11,520 E-rate

      $ 16,500 National School Lunch

    $ 954,592 Total Federal

Other Funds        $ 4,000 Interest

       $ 5,000 Food Service Sales

       $ 4,000 Transportation Revenues

     $ 15,400 Total Other Funds

Total $ 1,971,229 Total Revenue
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Figure 6.  HPLS 2005/06 expenditures by category.
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HPLS has received an average of four to five hundred thousand dollars of eligibility

funds (including Impact Aid) and two to three hundred thousand in competitive grant

funds annually since its inception.  The demographics of the communities served provide

HPLS with a compelling argument for the necessity of such funding.  Revenues for the

2005-06 school year are shown in Table 5.  The total budgeted expenditure for the

2005/06 school year is $1,971,229.  A breakdown of the budget shown in Figure 6.
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Relationship to Other Organizations

As mentioned above, the primary formal relationship that the school has with

external authority is its relationship to the Arizona State Board for Charter Schools

(ASBCS).  Additionally, the federal and Arizona governments have jurisdiction over the

school in that they bestow funding that entails various performance and reporting

requirements.  The school currently has no formal agreements with any tribe or other

organization outside of those funding agencies and the ASBCS.

In the first year of operation the school had a memorandum of understanding with

the San Xavier District of the Tohono O'odham tribe because the San Xavier District

gave funding for computer wiring throughout the school and for helping it to become

fully internet enabled.  HPLS has sought to develop collaborations in the area of

transportation and lunches in order to provide better services to students, but this was not

funded.  Recently, the school applied unsuccessfully with the San Xavier District and the

Tohono O'odham Education Department as partners for a large federal grant to fund

learning centers in multiple locations for after school tutoring, college preparation, and

cultural programming.  Should this grant be funded in the future, it will be a new level of

financial and programmatic collaboration between tribal entities and HPLS

Mission, Goals and Objectives of the School

 Mission statement

Ha:sañ Preparatory and Leadership School seeks to meet the needs of Tohono

O'odham and other Native youth through an educational program that is based on the
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expressed needs of the students and parents in the community it serves.  At the school's

inception, parents and students expressed that they wanted their students to be prepared

for college; an outcome that they felt was lacking in existing educational programs.  They

also expressed a strong interest in students learning Tohono O'odham history, and the

language and culture (O’odham Himdag).  These two main interests are integrated into a

bicultural, rigorous educational program that is delivered in a project-based,

individualized curriculum.

The original Ha:sañ Preparatory and Leadership School mission statement

(Karimpour et al., 1997) emphasizes these foci and links the curriculum and school

program to the overarching goal of contributing to positive community change through

developing student potential and leadership:

Ha:sañ Preparatory & Leadership School will serve as an academically rigorous,

bicultural and community based high school for the Tohono O'odham Nation.  By

infusing all aspects of the educational experience with elements of the O'odham

Himdag (O'odham cultural heritage), the school will nurture individual students,

helping them become strong and responsible contributors to the Tohono O'odham

community (p. 17).

When the school’s planned location moved to Tucson and began to serve a more

diverse population, the mission statement changed to reflect this while maintaining a firm

commitment to language maintenance and community development.  The school now

notes in its brochure that the school is "designed for Native Youth" rather than "for the
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Tohono O'odham Nation," and that the educational experience will be infused with

elements of "O'odham language and Native history . . . helping them become strong

contributors to their communities." (Ha:san Preparatory & Leadership School, 2005)

Ha:sañ students “get” the larger purpose of the school’s mission.  One student notes

"Ha:sañ is giving us back our roots.  I will use the wisdom of two worlds to serve my

family and my people.  Education is the weapon of the warriors of tomorrow” (HPLS

student, quoted in Bird et al., 2003 , p.79).

Charter Goals and Objectives

The school's original charter provides a philosophy statement that serves as a

foundation for the HPLS curriculum:

At the heart of our philosophy is a strong conviction to providing bicultural

education.  There are several important elements necessary for achieving this

goal: high academic standards for all students, strong emphasis on the O'odham

Himdag (O’odham cultural heritage) [and] methodology which emphasizes

critical thinking and transfer through experiential, interdisciplinary teaching, and

individualized attention to each student’s cognitive and affective needs.

(Karimpour et al., 1997, p. 4)

The HPLS charter application outlines seven broad curricular goals based on this

philosophy. The seven goals are: (a) Academic Rigor – students will complete graduation

requirements with at least 70% mastery in all courses; (b) Knowledge of Language and
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Culture – Students will develop in-depth knowledge of O'odham language and culture;

(c) Experiential, Interdisciplinary Education – Each student will participate in various

experiential activities on a weekly basis.  Students will complete high quality

interdisciplinary projects at least once a year; (d) Individualized Study Plans – Each

student will have an Individualized Study Plan; (e) Sponsor Involvement – Each student

will have a sponsor who participates in his/her instructional program; (f) College

Counseling, Admissions, and Support – Each student will have an opportunity to be

adequately prepared for admission to college.  Each student shall have adequate support

for admission to college and (g) Extracurricular Activities – All students will be expected

to participate in at least one extracurricular activity per semester (Karimpour et al., 1997

pp. 5-6).

For each very broad goal in the charter, there are also objectives that explain how

this will be achieved.   For each of these areas, assessment measures are outlined.  Table

6 describes the "Objectives/Outcomes" verbatim from the school's charter application

(Karimpour et al., 1997, pp. 5-6) by charter goal area. A summary of the charter

measurement criteria to be used to evaluate the achievement of each of these broad goals

and objectives is also provided, based on the same section of the charter application.
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Table 6

HPLS Objectives/Outcomes and Measurement Criteria by Goal

Goal 1- Academic Rigor

Objectives/outcomes

Instruction will be designed to match

content which is aligned to state standards.

For each student will be 100% mastery in

all courses and these high expectations will

be articulated to all students.  Students will

receive formative feedback though out each

course designed to help them improve their

performance.  Resources will be available

for students who have difficulty mastering

content in required courses.

Measurement criteria (summary)

Assessments aligned to course content.

A Minimum of 70% needed to pass.

Formative and summative evaluation in all

courses.

Course notebooks.

Cumulative portfolios.

State mandated tests.

College admission and success.
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Table 6 Continued.

HPLS Objectives/Outcomes and Measurement Criteria by Goal

Goal 2- Knowledge of language and culture

Objectives/outcomes

Students will take course in O'odham

language and culture.  Students will be

exposed to O'odham language and culture

in their core courses.  Students will have

opportunities to participate in a variety of

culturally focused activities.

Measurement criteria (summary)

Proficiency test in O'odham language and

culture.

Evidence of integrating O'odham language

into other disciplines.

Participation in culturally focused

activities.

Goal 3- Experiential, interdisciplinary education

Objectives/outcomes

Field trips related to core content.

Collaboration between disciplines in course

work.  Participation in on-site hands on

activities such as community gardens.

Creation of projects which illustrate

transfer from experiences and integration

of disciplines.

Measurement criteria (summary)

Projects will:

Incorporate multiple disciplines.

Evidence participation and transfer from

experiential activities.

Show evidence of higher level/critical

thinking.
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Table 6 Continued.

HPLS Objectives/Outcomes and Measurement Criteria by Goal

Goal 4- Individualized study plans

Objectives/outcomes

 Pre-testing will occur upon entrance in

order to establish individual needs.

Students will participate in an entrance

interview designed to guide the course of

student. Individualized study plans will be

developed for each enrollee based on this

information

Measurement criteria (summary)

The same criteria as "Academic Rigor."

Goal 5- Sponsor involvement

Objectives/outcomes

 Sponsor will sign a contract will accepts

the following responsibilities.  Participation

in development of Individualized Study

plans, attending conferences, participation

in college/vocational planning and

volunteering at least 10 hours per semester

at the school.

Measurement criteria (summary)

Sponsor involvement will be documented.

Evaluation by students and parents.
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Table 6 Continued.

HPLS Objectives/Outcomes and Measurement Criteria by Goal

Goal 6- College counseling admission and support

Objectives/outcomes

Students will be advised upon admission to

ensure that course of study will meet

admission requirements of potential

colleges.  Required participation in college

skills course for all college bound students

will receive preparation for ACT/SAT.

Students and parents will be encouraged to

participate in workshops designed to ensure

success with this process.  Support for

graduates who are attending college will be

provided.

Measurement criteria (summary)

Mastery of course objectives.

90% participation in workshops.

100% attainment of ACT/SAT score

needed for admission.

Monitoring of college admission, funding,

and success rates.

Feedback from graduates on support

system.

Goal 7 – Extracurricular activities

Objectives/outcomes

Many extracurricular activities will be

offered.  Students will be encouraged to

select activities upon enrollment

Measurement criteria (summary)

Student participation and feedback will be

monitored.
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Importantly, all aspects of the school’s program strive to align with the mission

and objectives, creating a rich educational program.  One founder explains how the

charter mission and goals, based on student need and a deeply held respect for students,

are woven into all aspects of the school program:

Ha:sañ is not just unique, but outstanding in the unrelenting drive and alignment

of all efforts to an extremely clear vision based on what our unique students need.

I have yet to observe another school or district with such clarity of purpose that is

utilized at every level of school activity.  This doesn’t mean that the vision has

been whole-heartedly implemented, just that everyone knows where we are

headed and WHY!  I think the other outstanding features is the genuine respect

for the students that is expressed in so many ways, verbally and through many

actions - through the relevant curriculum; the urgency and dedication with which

the staff tries to improve the school; the sheer number of O’odham and other

Native American teachers, staff, and board members; welcoming attitude toward

parent involvement and contribution; involvement of outside organizations that

have the students’ interests in mind . . . and the relationships that the adults have

with the students.  The magnitude and diversity of ways that students are shown

respect is again, a feature I have not observed in another school system.

(Interview with Kateri, HPLS co-founder)
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Curriculum and Instructional Practices at HPLS

The HPLS charter application sets forth Broad Curricular Goals and

Objectives/Outcomes that provide the backbone of the curriculum and instructional

practices at the school.  Because the framework as outlined in the charter is based not

only on state requirements but on expressed community needs, research on best practice

with Native American students in general, practical experience of educators working with

the communities served by the school, implementation of the goals and objectives

expressed in the charter works to create a layered curriculum that is similar to a typical

high school curriculum but has also many differences.  What follows is a brief discussion

of how these goals are actually implemented into the curriculum and instructional

program.  In many cases, this has evolved over time, and this evolution is also discussed.

Examples are provided to help illustrate the curricula and instructional program of the

school.  Some of the goals and objectives are addressed primarily through the school's

support services, and those are discussed in the following section.   

Academic Rigor

The State of Arizona requires that all public schools, be they traditional district

schools or charter schools, adhere to the state standards it has established (Arizona

Department of Education, 2005d).  Charter applications to the ASBCS require a

curriculum sample that demonstrates, at a minimum, how the school will address state

standards in its educational program.  At HPLS, the state standards in each subject area
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are divided into a scope and sequence that delineates what standards will be introduced,

developed, and mastered in each of the courses offered for every discipline.  A

curriculum specialist revises this each summer with individual teachers, basing the

revisions on the past year’s teaching experience and on changes from the state.  This

template becomes the starting point for curriculum development for each course.  This

scope and sequence document is the only written "curriculum" that is provided to each

teacher, and it becomes the starting point for development of the school's layered

curriculum for each course.  Curriculum binders from previous years are shared with each

teacher to be used as a resource.  As in most high schools, the academic subjects are

offered separately, although the lines between disciplines in the actual implementation

are blurred and overlapping.  All students who graduate from HPLS are required to pass

22 classes, with numbers of classes specified for each discipline. The number of classes

required at HPLS mirrors the requirements for admission into Arizona's state universities

and exceeds the minimum state requirements for high school graduation.  One student

noted, "The teachers, they push everybody to do it.  That's what I think is good. (HPLS

student, quoted in Young, 2000, p. 8)."

The original charter application stated that 28 credits would be required of each

student, though this was amended before the school opened for several reasons.  Many of

the enrolling students, often a year or more behind in credit attainment from their

previous schools, would have required an additional year of high school to meet the

original graduation requirement of 28 credits.  Because students have an opportunity to

earn seven credits a year with the current requirements, many juniors and seniors are also
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able to take advantage of internships or college classes in addition to their required

coursework, helping them to be better prepared for college.  Students who complete the

academic requirements in three or three and a half years are encouraged to stay their

senior year, dividing their time between college preparation classes at the high school and

concurrent enrollment classes with the local community college; this additional year

helps provide students with a bridge to the college experience.  Although the specific

course offerings have varied from year to year, Table 7 shows a representative sample of

the courses that have been offered in each discipline and how many courses are required

in each discipline area for graduation.

All four levels of English and Math classes are taught yearly.  In Science, starting

with this school year, Biology will be offered for all freshmen and the other lab science

courses will be taught on a rotation.  Social Studies classes are also taught on a several-

year course rotation, ensuring that all students have an opportunity to take all required

classes.  Offerings of Tohono O'odham language, Fine arts, and Electives vary slightly

depending on student need.  In every year, Junior College Prep and Senior Capstone

courses are offered to all juniors and seniors as a required part of the course of study.

Additionally, each student takes an Academic Support class daily.  Beyond the increased

course requirements, academic rigor is implemented in other ways.

The school utilizes an elevated grading scale for all classes, with 70% required to pass.

Furthermore, 93% of the course grade must be based on evidence of attainment of

mastery of the state standards.  This is uniform to all classes. As part of every lesson and

unit plan, teachers integrate higher level and critical thinking.  For many students, this
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Table 7

Sample of Course Offerings by Discipline at HPLS

Discipline area Courses offered

English (4 required) *Freshman Composition

*Sophomore Composition

*Junior Literature

*Senior Literature

*Humanities /Writing

Language (2 required) *Tohono O'odham 1,2,3

*Spanish 1

Social Studies (3 required)  Arizona/Tohono O'odham History

*U.S. History

 World History

 Anthropology of the Southwest

 Global Economics

Fine Arts (1 required) *Traditional Arts 1 & 2

*Traditional Singing

  Fine Arts 1 & 2
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Table 7 Continued.

Sample of Course Offerings by Discipline at HPLS

Discipline area Courses offered

Laboratory Science/Science (3 required) Intro to Lab Science (lab)

Earth & Space (lab)

*Biology (lab)

Ecology (lab), Chemistry (lab)

*Physics (lab)

Nutrition/Ethnobotany *1, 2, 3

Math (4 required)  Algebra 1 & 2

Geometry

Trigonometry/Pre-calc

*Integrated Math 1,2,3,4

*College Prep Math

Electives (5 required) *Academic Support,

*Jr. College Prep

*Senior Capstone

*Gardening

*Issues in Native Health

Note: Those being taught in the 2005/06 year are noted with an asterisk.  More detailed
descriptions of all courses are included in Appendix Q.
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focus on challenging content contrasts greatly with their previous educational experience.

As one student described her experience at a previous school "I didn't think I was

learning anything . . . .  It wasn't challenging (HPLS student, quoted in Tully Tapia, 1998,

p. 1)."  Another student noted that rising to the challenge required personal change: "The

school work in general is harder . . . .  I had to change my attitude and the way I do my

work. (HPLS student, quoted in The Runner Staff, 1999, p. 4)"

Accountability for this level of rigor and other components of the curriculum is

maintained through an ongoing staff evaluation and feedback system.   Additionally,

every class is also offered as an honors class through the "challenge" option.  In challenge

courses, students negotiate a learning plan with their teachers to extend the course

material and to expand their learning beyond the basic scope and sequence.  Most HPLS

courses include an optional set of  distinction standards that can be used for challenge

courses.  Some courses offer instead a different opportunity for honors level work,

usually in the form of an independent project that extends the regular course content.

Additionally, concurrent enrollment with the local community college and university

offers even further options for academic rigor.

Knowledge of Tohono O'odham Language, History and Culture

…We have unique students who might look like thugs, but to us, they are

butterflies… they will be the first to surprise you, you might think that they are

not traditional, but they will be the first to volunteer to do traditional things, and

every day is Indian Day, it is not once a year, because O'odham language and
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culture are integrated, and totally go into the . . . charter goals. (Interview with

Gabriella, HPLS co-founder and teacher)

HPLS is unique in its varied approach to teaching Tohono O'odham language, and

Native American history and culture.  This is achieved via several different avenues:

providing students with many opportunities to learn and practice the Tohono O'odham

language, and exposing them to a feast of content related to Tohono O'odham and Native

American history and culture.  At HPLS, almost all students take a minimum of two

years of Tohono O'odham language.  For many students, this is a primary reason for

attending the school.  This is particularly true for students with few other opportunities to

learn the Tohono O'odham language.  One student who transferred from a Tucson public

school district emphasized this point as a reason for attending HPLS, "They teach us our

language” (HPLS student, quoted in Norrell, , p. 1).

Students have opportunity to take other classes that have a cultural focus as well,

such as Basket Weaving, Traditional Arts, and Traditional Singing.  These courses serve

as a foundation for their work in all of their classes.  In these classes, the mixed focus on

Tohono O'odham language and various aspects of culture result in positive experiences

for students.  One student stated, "Now I'm known as a basket weaver because of one of

the classes I've taken.  I'm finally learning my language.  It feels real good to be here”

(HPLS student, quoted in Martinez, 1999, p. 2).

Teachers strive in every lesson to utilize resources from the community, and to

include O'odham language and Native American history and culture.  This does not go
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unnoticed by students.  One previous student noted, "They try to incorporate it into every

class (HPLS student, quoted in The Runner Staff, 1999, p. 4)."  This infusion of Native

American specific content helps students learn more.  One student explained the

curriculum in this way: "It's more based on our background, like where I can understand

it” (HPLS student, quoted in Young, 2000, p. 1).  The school typically employs one or

more cultural consultants in order to assist and provide resources for teachers.  The

cultural consultants may find themselves, for example, translating chemistry vocabulary

or providing information on the structure of Tohono O'odham stories as compared with

the story structure of Western literature.

In the last two years, HPLS has seen a large increase in the number of enrollees

from the Pascua Yaqui Nation.  In response to parent and student requests, the school has

begun offering a two-year program in Spanish language.  Although efforts were made to

offer the Pascua Yaqui language (Yoeme), qualified teachers have not been found to staff

this program.  Spanish is the language desired by many parents and students from that

community as it is often used in their homes and communities.  Because of the cohort

system, Pascua Yaqui students study Tohono O'odham for two years, and then can

optionally enroll in Spanish.  Importantly, the focus on language and cultural knowledge

promotes a positive sense of identity for HPLS students.  "I like to learn about my Native

culture because I don’t want to be someone who doesn't know anything about his

background. I choose to learn about my culture so I can know where I come from, and

know who I am” (HPLS student, quoted in Juan, 2003, p. 29.).
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Experiential, Interdisciplinary Education

All of the previous components of the written curriculum are implemented in a

manner broadly defined as "experiential, hands-on."  Although this begins to speak to the

teaching methodologies at the school, each faculty member interprets the notion of

experiential/hands-on learning in different ways.  Exact forms are not prescribed to

teachers and are open to teacher interpretation, but all curricula are expected to include

these characteristics.  The goal of interdisciplinary education is addressed in several

ways.  In the charter application, the purpose of "Experiential/Interdisciplinary"

education is to "make its programs both meaningful and motivational for students."

(Karimpour et al., 1997)  Accordingly, the school strives to offer opportunities that are

not only hands-on, or project based, but which also tie in to larger social issues that have

relevance to students.  Students often work with organizations within the community as

part of their classes.  There are numerous field experiences associated with nearly every

class to contextualize and anchor learning.   Students are involved with many projects

that take them off campus and into the surrounding communities.  The community is also

welcomed at the school, and various scholars, parents, legislators, and other experts have

augmented the school curriculum by collaborating to provide real life experiences on

which students may apply their knowledge.  In addition to the disciplinary standards that

are part of each course, several other strands are embedded within each course.  To

varying degrees, teachers strive to integrate writing standards, study skill standards,

Tohono O'odham language standards and technology standards into each course.

Additionally, student courses are often arranged so that teachers are paired, combining
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their classes and creating a double block (nearly four hours) for extended,

interdisciplinary learning opportunities.  Not all classes are paired in this way, but it is

done regularly with teachers who want the longer block to allow them to work together.

For example, the Tohono O'odham language/Traditional Arts classes have been paired to

allow field trips that combine the subjects such as gathering basket making materials or

obtaining gourds for rattles.  The traditional O'odham vocabulary can be used to help

students bridge the language gap with their elderly relatives on similar trips, to give them

the first hand experience of gathering indigenous desert materials in the traditional

manner.

College Counseling, Admissions and Support

The HPLS mission element to prepare students for college is broadly conceived,

and includes everything from ACT preparation to teaching college study skills to building

students confidence in their academic skills.  This is done though several different

programmatic mechanisms.  As mentioned previously, the course offerings at the school

are geared towards college admissions.  Any graduate of HPLS has attained the required

courses for college admission to state universities in Arizona.  More specifically, there

are two class offerings that specifically address college preparation in their content.

These were instituted as a result of school-level evidence of low rates of college

admission to four-year colleges or universities and follow-up conversations with

graduates indicating that students were not being adequately prepared for college.

Although HPLS students were meeting the needed course requirements for college
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admission, weakness in the areas of ACT preparation, college application rates, and study

skills were found to be impediments to gaining admission and subsequent success.

Though the College Prep classes have evolved over time, the classes for juniors and

seniors currently are respectively entitled Junior College Prep and Senior College Prep.

As part of the course sequence, students are "walked though" the college selection and

admission process from board examinations to entrance essays.  Students in these courses

also learn skills specific to living in the college environment.  Life skills such as

budgeting and resume writing are also part of the curriculum, as are field trips to

campuses and hearing presentations from various college recruiters.  In a typical year,

students may be exposed to a dozen or more recruiters and college campuses.  At the

beginning of the year, the Senior Capstone class focuses on completing the college

selection, application, and financial aid processes.  In the second semester, Senior

Capstone students complete a Senior Portfolio that highlights their learning experiences

in high school, and they design a community based service-learning project.

But there is more to succeeding in college than just being academically prepared.

The university climate is often foreign to students who have spent their lives in a tribal

community setting.  The school's proximity to the local university allows for multiple

visits to the university throughout each student’s high school years.  This is another

important part of preparing students for college, because it helps to ease the clash of

culture between home and school.  Feeling comfortable about being on campus when few

other Native students are present is a big hurdle for some.  An HPLS teacher reflects on

the daunting nature of this new setting for students at HPLS:
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How do you measure success with college prep?  With Native kids?  . . . .   A lot

of them drop out not because of the workload but because they feel so – “look,” a

student said the other day, and I wouldn't have expected her to say this, because

she lives in town, she said, “the college is kind of weird, there is a bunch of white

people, it makes me feel weird.  I am getting used to it now.”  If you are trying to

measure the success of schools preparing kids for college by seeing how many

stay in and finish, I don't think that it is necessary to how we prepare them, but

how comfortable they feel being at that school.  Another student said, and he is

not Native . . . after a trip to the university when we walked there for my class,

“God there is nothing but weird white people here, and after he said that, a college

kid walked by in his underwear and a robe.  Drinking something.  Right in the

middle of the day on the mall.  How do you prepare them for, at a college, there is

like, what is the Native population, at ASU it was 2%.  They hang out with

themselves during the day, but when they are walking on the mall and stuff, you

know, they are a little milkweed seed in the city. (Interview with Julius HPLS

teacher)

All of these varied experiences are designed to help students be prepared

academically and socially for the college or university setting.  One student notes that "It

builds your confidence; it is more advanced, and they help you get into college” (HPLS

student, quoted in Norrell, , p. 3).
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Instructional Practices

Pedagogical methods, per se, are not prescribed in the school's charter.  Most

teachers use a variety of methods in their classes to achieve the previously discussed

academic goals.  Teachers select methods based on course content. Although many

methods are employed, visitors to the school may immediately notice an absence of

teacher-centered instruction.   Generally, a classroom visitor enters a bustle of student-

centered activity, with students working in groups and the teacher moving slowly from

group to group providing resources, answering questions, and giving feedback; there are

no single desks to be found on the campus.

With the block schedule, many lessons utilize several different instructional

methodologies in a single class.  As part of the professional development program,

teachers are exposed to (or refreshed in) a variety of methods that they may incorporate

into their classrooms.  Because of the project-based nature of the curriculum, there may

be several different lessons that utilize several different teaching models during the

course of one unit.  Other teachers implement a single model, such as cooperative

learning, on a regular basis.  Some classes, such as Gardening and Ethnobotany, take

place almost entirely outside of the classroom and are nearly entirely experiential in

nature.  On a regular basis, teachers at the school utilize direct instruction, cooperative

learning, small and large group discussion, demonstration, lecture, Socratic method,

debate, and one-to-one instruction or tutoring.  An HPLS teacher reflects on how his use

of hands-on teaching contributes to student motivation:
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Let's see . . . hands on stuff, without a doubt.  My class is nothing but hands-on . .

. and this is not for all of the students.  There are some kids who do not like

hands-on.  They would rather be reading, or on the computer or something. But

most of the students would rather do hands-on.  This has been one of the more

enjoyable years because kids really want to do hands-on.  They are always trying

to compare themselves to the other class, and to ask who did the most work, and

then when they feel like the other class is doing more work, they start working

harder, and they are just doing it all, and I am trying to downplay the competition

between the classes. (Interview with Julius, HPLS teacher)

Curriculum Development

As noted earlier, curriculum development for each class begins with a scope and

sequence document that is drawn from state standards.  From this foundation, each

teacher works to develop several other guiding documents at the beginning of the year.

This process has evolved over time to include multiple opportunities for collaborative

work over the course of the year.  Teachers work as a group, with lead teachers and

administrators, to develop a Detailed Yearly Plan that sets out to describe in what order

standards will be taught embeds the standards into quarterly projects/themes that overlap

disciplines.  This curriculum development process takes place in the beginning of the

year with two weeks of intensive curriculum development time in which teachers work

collaboratively.  During this time, teachers also devise their syllabi and detail the criteria

for their class portfolios and challenge classes.  Collaborative planning results the
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creation of a flexible Master Curriculum calendar that provides an overview of the

themes, units, and content collaborations that will occur throughout the year.  The master

Curriculum calendar is a summary of all courses projects/themes by quarter. The Master

Curriculum Calendar aids collaboration and interdisciplinary instruction, and helps avoid

instructional conflicts.  An outline from the 2002 Master Curriculum Planning Session

demonstrates the process used to help provide a more coherent learning experience for

students.

Figure 7. Outline of curriculum master planning session, 2002.

Curriculum Master Plan Session

Please share your major quarterly projects with the group on chart.

In your curriculum groups, think about the following things:
Where is there overlap of content?
Where are thematic overlaps?
Are there any “collisions”?
Is there anything that would be better if we moved it to make things more coherent for
students?
Are there opportunities for combining field trips?
Are there any opportunities for inviting/sharing guest speakers?
Are there opportunities for collaborative projects?
Are there any ideas for sharing/combining class readings?
Is there anything that should be added to improve learning for students?

Please note any revisions and discuss within your curriculum groups.  Please plan to turn
in an updated copy of your detailed yearly plan if there are changes.

From this point, teachers work throughout the year to create individual lesson

plans that correspond to this bigger picture.  Teachers are provided with several templates
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for lesson plans that facilitate inclusion of all of the charter's instructional components.  A

sample template is shown in Figure 8.  Additionally, more professional development

sessions occur throughout the year to facilitate teachers’ collaborative implementation of

the charter goals.

Figure 8.  Sample HPLS lesson plan template.

Course Title:
Unit Title/Theme:
Start Date:
Estimated days to complete lesson:
State Standards: (include numbers and narrative)
Objectives:  (audience, behavior, condition, degree)
Differentiation (Sp. Ed., Challenge)
Methods to teach objectives: (detailed description of lesson)
Assessment of students’ mastery of standards and objectives: (e.g., describe
assessment, attach rubric, etc.)
Planner Prompt: (homework and/or ongoing project work that you will prompt students
to write in planner)
Level of Academic Intensity: (evaluation, synthesis, analysis, application,
comprehension, knowledge)
Experiential component: (describe how the lesson incorporates hands-on, real world,
or relevant focus)
Project-driven: (how does the lesson utilize a real audience or information from several
lessons? How does it demonstrate complex steps and processes? Is it based on student
interests?)
Bicultural focus: (describe how O’odham or Native language and/or history were
included in the lessons)
Interdisciplinary focus: (describe how other disciplines were brought into the lesson)

For every course, teachers compile all of their curricular documents into a course

binder that includes: Detailed Yearly Plans, Syllabus, Portfolio Requirements, Challenge

Proposals, and all lesson plans and associated teaching materials.  This detailed
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documentation is the written curriculum of the school and is formally monitored by the

school's chartering agency, ASBCS.  More importantly, it also provides the substance

necessary for teachers to discuss their curriculum and to work towards refinement.

With a few exceptions, the school does not utilize classroom sets of textbooks.

Teachers choose resources that are appropriate for their subject area and content; this

may include a variety of texts as reference materials.  Several teachers utilize reference

books as a regular part of the curriculum, such as “Writer's Inc “(Sebranek, Meyer, &

Kemper, 2001), or the “Tohono O'odham Dictionary” (Saxton, Saxton, & Enos, 1998).

Last year, the first textbook adoption occurred when the school adopted "Core-Plus”

(Glencoe/McGraw-Hill, 2003) for its mathematics program.

Academic Events

All of the components of the instructional program come together in a series of

academic event that occur throughout the school year.  These events are used as a catalyst

for curriculum development and provide opportunities for relevant, in-depth learning.

Each event provides opportunities for the school community at large to be involved in the

school's academic program.  An HPLS teacher comments on the importance of these

events in connecting the school to the community:

. . . People who have been involved in those events come out having a better

understanding of our students and a lot of respect for our students.  For example,

we have elders who maybe refuse to speak at another high school due to

disrespect, but yet totally love to speak at our school because they see our
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students as being very respectful, and behaving appropriately.  Even with

different community members, they are more willing to work with the school

after they have experienced one of these events.  They get sold on “Hey, I want to

work with this school.” (Interview with Gabriella, HPLS co-founder and teacher)

Although the events have varied from year to year, several have become fixtures

in the HPLS calendar.  A description of some of the events sheds light on the way they

contribute to the coherence of the curriculum, strengthen community connections, and

focus on things of high relevance to students.

As an act of resistance, HPLS students do not honor Columbus Day.  Instead,

students attend school and host the Smash Columbus or Counter-Columbus poetry

reading in the evening.   This event is usually hosted by an interdisciplinary team of

Social Studies and English teachers and features student poetry on the topic of

colonization. Various local and well-known poets have presented poetry alongside

students.  The event is very emotionally charged, as students reflect on the issue of

colonization.  An HPLS teacher describes the event:

Unique and talented students . . . were really willing to share their skills and

talents, for example, reading their poetry, doing a monologue, playing guitar, or

singing, and they felt great about it, because they are sharing their talents, because

it was all culturally integrated to who they were.  The community, the

neighborhood came, and it . . . is a huge event, and so students always came,

students who participated in preparing for it, participating in it, selling here, or in
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whatever form or another, they totally got rewarded, I don't know emotionally, I

guess, so that was a big thing. (Interview with Gabriella, HPLS co-founder and

teacher)

As with many other events, this too has evolved over time.  Concerns about

students' use of profanity resulted in some of the content of the Smash Columbus event

being censored.  A teacher reflects on the impact of this on student motivation to

participate:

There were some good things with the old Columbus Day event.  But I think this

last one was really like, hardly anyone participated, and I think I understand that

some people were upset with the language . . . but I think that before, when

students were allowed to say what they wanted and kind of like let their rage

come out, I think in high school, that is how they really feel.  And so by making it

censored, they kind of knocked out a lot of participation, because people who

would otherwise read some really angry rant would.  That is how poetry is; it can

be romantic or angry . . . .  (Interview with Julius, HPLS teacher)

In February, the school hosts evening Storytelling Evenings.  Usually the events

are the result of collaboration between the Tohono O'odham language teacher and the

English teacher.  Students prepare skits and puppet plays that put a modern twist on

traditional O'odham stories.  Dozens of student groups perform their skits and plays
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before a crowd of hundreds.  Master storytellers from the community headline the event.

A staff member reflects on the motivational effects on students:

And so, every student, and every person that has attended the event, has come

away from it saying, “that was great, I didn't know my child was doing that,” or

“wow, that was really good to hear [an elder] talk about the stories that way,” or

“my kids has never sat still for this long.”  Listening to stories, being so engaged,

so it was different experiences, not only from people that were watching the

event, but for students themselves, who were performing in front of an audience.

They (the students) came away . . . excited about performing, that they can't

believe that they did this performance, that they created this project, and this is

what it came to, and it came to a definite climax at the event.  The sense of

accomplishment! (Interview with Gabriella, HPLS co-founder and teacher)

Several other opportunities are also annually provided for students to share their

work with the school community.  During some parent teacher conferences, Portfolio

Evenings allow students to share their portfolios from a specific discipline as a work in

progress with parents and students who attend.  The Academic Showcase, held annually

provides a venue for students to share work that exemplifies the schools charter.  At the

showcase, each student enters at least one piece of work, and the panel of judges is

comprised of university faculty, professionals, and community members.  The

community involvement provides motivation for students, encourages work that
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exemplifies the schools charter, and allows the community to see the work of HPLS

students.

I think that what excited the students even more, is that they have these outside

entities, community members, or professional people in their area, come in and

interview them.  That makes it . . . more validating . . . .  Not only is it their

presentation . . . sharing their knowledge and expressing what they learned, the

students come away from it with a huge sense of accomplishment.  And the

judges, from my understanding, from talking to different ones, come away really

impressed with our students.  “Wow, I didn't know this is what you guys are

doing.”  “Wow, they are so articulate.”  “Wow, I didn't . . . .” And because all of

the projects have culture and language integrated in it, they see, they are amazed

at how our language could be integrated.  You know, they are just like, “Wow I

didn't know . . . .”  They just really come away in awe with it, and it would be

even better if parents come too . . . .  (Interview with Gabriella, HPLS teacher and

Co-founder)

One component of the school's curriculum that flows into the calendar throughout

the year is the school's extensive gardening program.  Although the curricular connection

to the gardens varies from year to year, many students are enrolled in a class yearly that

utilizes the gardens as a component of learning.  The gardens, planted in spring, fall and

winter, provide their own cycle of events that are part of the academic program at the

school.  Western science overlaps with traditional knowledge in the school's gardens. The
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gardens provide a lab for various science classes, but also a place in which to learn

planting and harvesting songs, traditional farming methods, growing traditional food, and

seed collection.   Multiple classes utilize the gardens and the neighboring outdoor

kitchen, built entirely by students as part of the Permaculture class.  The gardens are a

place in which the school's bicultural mission most naturally comes together.

Traditionally, the Tohono O'odham were accomplished farmers, utilizing over 16,000

acres of flood plain fields (Oidag) as recently as 1919 (Woelfle-Esrskine, 2002).

"Government programs such as federally-constructed wells and provisional foods

effectively ended their traditional lifestyle” (HPLS teacher quoted in Woelfle-Esrskine,

2002, p. 71) explains the HPLS gardening teacher.  As of 1980, only 100 or so acres of

flood plan fields exist (Woelfle-Esrskine, 2002).  An HPLS teacher talks about the

importance of traditional gardening methods and the relationships among the current

problems facing the Tohono O'odham and "the extinction of experience" (Woelfle-

Esrskine, 2002) that attends the loss of land, traditional foods and gardening methods:

I really want, would like, the students to remember, about how to grow food.

Because I think it is really important in a lot of different ways.  It is important

because, pretty obviously, for health reasons, and just the health problems that

Natives have, you know, with diabetes, and the loss of traditional foods, but I

think that there is some bigger reasons, that maybe are staring us in the face now,

that are down the road, and that has a lot to do with the food system, and the

changing climates, and so these are kind of survival things, and they also, there's

survival skills that in the long run, really kind of preserve a lot of the things about
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Native communities that are part of their traditional social structure, so I would

like them to get some skills for those reasons, I hope that they will get some skills,

and I think another thing that I would like to see come out of it, and maybe more

out of the gardening, is the empowering themselves to take responsibility for their

own health and nutrition, because I think in our culture, we are really, not just

Native culture, but also American culture period, we are really, we really depend

on someone else's expertise to deal with our health, when really the lay person,

with a little bit of information, can really take charge of a lot of their health.

(Interview with Julius, HPLS teacher)

Students also learn how to prepare traditional, diabetes-friendly foods in the

Gardening and Nutrition classes and Ethnobotany classes.  Cooking demonstrations occur

in the school's indoor or outdoor kitchens, and students get first hand experience in

working with traditional foods.  Several times a year, students in the Nutrition classes and

Ethnobotany classes create a meal of traditional foods and travel to the various elderly

centers on the reservation to serve lunch.  Last year, the school began hosting a

Traditional Foods Night.  At this event, students prepared diabetes-friendly foods for the

community and shared an informational display created in class about healthy traditional

foods.  Students also organized entertainment for the event including traditional singing,

a waila band (chicken scratch band), and a rock concert by an HPLS student band.
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School Structure and Support Services

Schedule

HPLS utilizes a four-day week for students, and a five-day week for teachers.

Students have six regular one-credit classes each week plus academic support (worth 1

credit) and so can earn seven credits per year.  The daily schedule is arranged in an

alternating block schedule.  Students attend three regular classes on Monday and

Wednesday and three different classes on Tuesday and Thursday during the three long

block periods.  Each day there are three regular blocks (almost 2 hours each) and one

short block after lunch.  The regular daily schedule is shown in Table 8.

Table 8

HPLS Modified Block Schedule

Block Times

Block 1 9:10-10:53

Block 2 10:56-12:39

Lunch 12:40-1:18

Block 3 1:19-2:11

Block 4 2:14-3:57

The short block, Third Block, is an Academic Support session for most students,

and is the seventh credit.  Third Block has evolved, from a "tutoring/club" time in which
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students sign up for tutoring if needed and go to various clubs if not, to a tutoring time for

all students with a homeroom teacher called Academic Support.  The school's electronic

grading system allows teachers to check quickly where work is needed and to facilitate

each student getting help.  Starting with the 2005-06 school year, Freshman and

Sophomore students have Academic Support twice a week and Math Lab the other two

days.

HPLS has not always run on a 4-day week for students.  Prior to the current

schedule, which has been in place for five years, students attended school five days a

week.  The regular modified block system was in place Monday through Thursday, and

on Friday, students signed up each semester for a daylong, experiential course.  Several

different things led the school to the current schedule.  Because HPLS has a complex

curriculum model and strives to provide a unique instructional program geared

specifically towards its student population, all curriculum is developed in-house by

teachers, posing a daunting time constraint on teachers in terms of class preparation

periods.  Review of the curriculum used in classes showed that teachers needed time to

integrate the charter components into their curriculum.  In the second year, the state also

implemented the high-stakes AIMS test.  This raised the urgency for making sure that

curriculum was carefully developed to ensure student success.  Integrating bicultural and

experiential components into a standards-based curriculum created another large time

demand on teachers.  Designing such a curriculum was going to take additional time, and

time for staff collaboration, if charter components were not to be sacrificed.

Additionally, students attending the school from distant locales had a grueling schedule,
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some traveling over 140 miles round trip each day.   Many HPLS students choose to live

in Tucson throughout the week with relatives or friends and to travel back to their village

for the weekend.  The three-day weekend for students allows more time to be spent with

families and thus has also greatly reduced attendance problems.  When the four-day week

for students was implemented, the school day was also lengthened.

Cohort System

The same year the schedule changed, the school also implemented a cohort

system for students. When HPLS first opened its doors, the majority of students were

several years behind in coursework.  Students were grouped into classes organized

according to the courses in which they needed to be enrolled for graduation.  This

resulted in groups of students ranging in age from 14-21 in a given class.  It also created

problems with scheduling as faculty scrambled to offer classes sufficient to meet

graduation requirements from the patchwork of needs shown on transcripts from over 30

different schools. To remedy this, each freshman class group, beginning in 2000, was

limited to 40 pupils composed of two heterogeneous groups with 20 students each.  These

cohorts were scheduled into the same classes together all day.  The next year, the cohort

system expanded to include sophomores, and the following year, juniors, and so on.  By

the time the first cohort graduated in 2004, the cohort system had been deployed school-

wide, albeit with far greater flexibility for juniors and seniors than for the other classes.

With the cohort system, the students are grouped by age, but not by ability.  The

cohort system, in conjunction with a carefully selected schedule for all grade levels,
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ensures that the school's graduation requirements are met.  Students are enrolled by their

advisors into a pre-determined set of classes that are selected to help them meet

graduation requirements and to ensure their college admission.  Students who do not pass

a class attend summer school or community college to make up the needed course so that

they can advance to the next grade with their cohort.

Camp

The annual leadership and unity camp first started when the school was unable to

open in its building because of construction delays.  A Girl Scout camp, located on

nearby Mt. Lemmon, provided a suitable location on a temporary basis.  School founders

sent letters to various community members requesting their assistance with programming,

and in the period of a few weeks, a schedule of teambuilding, cultural and art events was

created.  Letters went home explaining the situation to parents, and students were

instructed to come to school the first day with personal supplies needed for camp.

Members from the large planning team recruited friends and family to assist with the

camp.  What started as a mishap turned out to have very positive results for staff, parents,

community and students.  One staff member shares her perspective on the positive effects

of the camp:

Camp, even though it was an accident, but it was a good accident, because it

actually brought the school community and parent community and student

community very close together, not necessary like “talking circles” kind of

bonding, but a shared experience kind of bonding, and they had that connection
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throughout the year, and they would say, “remember at camp we did this, and we

did that” – the bond was there.  Whatever they experienced.  So I think that camp

is always a good experience.  It has changed its form in different ways, but the

result is still the same, and it keeps working.  The accident worked to our

advantage; they come back and they see teachers as human beings; they connect

with other students they didn't know; they face a personal challenge; they

overcome that personal challenge.  [Take them out of] their . . . environment, and

expose them to something new, challenging, but yet, something that they can be

successful in.  I think that is the greatest experience that they could have.

(Interview with Gabriella, HPLS co-founder and staff member)

Several of the participants in the first camp have continued to work with the

school through the present.  The somewhat unanticipated result of the camp was an

overall sense of belonging and connection to the school and to one another on the part of

staff and students.  Because students were enrolling from over 30 different schools, many

did not know each other.  The camp provided initially, and continues to provide, a unique

setting for defining what it is to be “a Ha:sañ" for both students and staff, and to forge

connections among students, staff and community.

The camp has now become a highly anticipated tradition at the school.  Near the

beginning of each school year, the nearly weeklong camp continues.  Each year it is in a

different locale, and the programming differs based on the unique possibilities presented

by each location.  The camp has been as far away as the beaches at San Diego, CA and as
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nearby as the sacred Baboquivari Mountain Park on the reservation.   In San Diego,

students participated in team building challenges and environmental education

throughout the day.  In the evening students sang traditional songs on the beach and

engaged in O'odham traditional social dancing for hours with staff, parents, and elders.

At Baboquivari Mountain Park (home to I'itoi, or Elder Brother to the O’odham),

daytime programming was provided by scores of community members.  Sessions

included traditional games, teambuilding challenges taught by a community member, and

talks with various community elders and experts.  Each evening a different singing group

from the community sang for hours while students participated in social dancing.   At

each camp, there is a general or plenary session and various other sessions in which the

culture of the school and of the Tohono O’odham people are reinforced.  Presenters (be

they dignitaries, elders, or spiritual leaders) explain to students what the school's purpose

is and remind them of their responsibilities as young people, helping to set the tone for

the year.

At camp, students are assigned to groups by advisory, which encourages a bond

with their academic advisor.  Activities during the day are set up in a rotation that keeps

students in the cohort with which they will spend the rest of the year.  Students and staff

travel, eat, camp, and participate together all day in programming, and sing and dance all

evening.   Staff members who are not advisors are assigned a group to help throughout

the camp.
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Advisory/individualized Study Plans

Contact with the advisor begins at camp but continues throughout the school year.

The school's charter goal of Individualized Study Plans (ISP’s) for each student is

accomplished through advisory.  Each grade level, freshman through Senior, has two to

three advisors.  These advisors monitor the academic program for each student, and

regularly update the Graduation Plan that outlines each student’s plan of study for their

tenure at HPLS.  This type of advisory system guarantees that each student receives

personal attention, something lacking for many in their previous schools.  One student

said of her previous school, "I was just falling through the cracks.  I didn't realize how

bad it was until I got here (HPLS student, quoted in Tirado, 2001, p. 15)."

Advisors are also class sponsors, coordinating fundraising and various events for

the students in their advisory.  Yearly, all advisors participate in an ISP meeting with

each student and their sponsor (generally but not always a parent).  The graduation plan is

reviewed, and an informal interview occurs.  The current ISP protocol is included in

Appendix R.  The interview includes questions about the student's long-range plans and

current needs.  Challenges and obstacles to achievement are discussed.  Importantly, this

information is shared with the staff at the regular weekly meetings.  This information is

also aggregated for the entire school so that it can be used to inform positive change.

Advisors stay with students throughout their tenure at the school, and rotate to the next

grade with their group.  This ensures that students have a staff advocate who understands

their individual needs and with whom they feel comfortable.  Students who have often

been overlooked at their previous schools appreciate this.  One student explained  "At
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Ha:sañ each student has a voice and can use it as needed.  Also, due to the smaller student

populations, we have a more personal relationship with the faculty.  I'm not just a number

here.  I'm [an HPLS student], and they know me and care about me” (HPLS student,

quoted in Bird et al., 2003, p. 79).

Sponsor Involvement

ISP's are but one facet of the charter goal of sponsor involvement.  Each student

at HPLS has an adult sponsor who is actively involved in the student's academic life at

the school.  Each sponsor is asked to attend an annual ISP meeting, come to conferences

regularly, and to volunteer 10 hours per semester at the school.  As part of the enrollment

process, the sponsor agrees to these conditions, terms, and requirements as part of a

detailed survey that also includes a room to inform school personnel as to how they

specifically would like to help.  Parents volunteer for everything from fundraising and

chaperoning to helping to teach a class on something of interest to them.  As in many

high schools, parent participation happens less than most staff would like no matter how

much it is encouraged.  One staff member feels that more parent involvement would help

students, and that sponsor involvement is a key area to focus on for the school to continue

improving:

I have recently been setting up parent meetings, and hopefully, we are going to

get a little bit better at that, and I think from what I understand, it has been pretty

good attendance from the past their [parents] attendance wasn't very good, so we

are working really hard on that . . . .  I think parents could help the school by
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attending parent meetings, and making their input into the different ideas that they

may have.  As far as what the school needs to do or how it needs to change, or if

there is anything that needs to be added to what the school is doing presently, and

inviting parents to come and visit classes, or be part of activities that are going on

at the school, and you know we have the academic showcase, that is coming up

and maybe we can have parents be part of the judging . . . or setting up or just

have them involved, I know a lot of parents complain that “my son doesn't want

me, my daughter would rather not have me there”, but I think that students feel

like they are really glad that they [the parents] are here.  Deep inside, they might

be putting on a show for their friends, but the other hand, it is like, with my son,

he does that, but he is glad that we are there, but because he knows that he has a

lot of friends with parents that they never see, so it makes him proud of us, and

the interest that we take, and I think it is the same with all of the students, they

know that their parents are interested . . . .  I would like to see some type of parent

involvement workshop, maybe, just giving them different ideas on how they can

get involved, and maybe some type of time management, because we have a lot of

parents who say that they are so busy they never have time, so some kind of time

management sort of thing where they can work in that time to come to Ha:sañ and

do an activity.  (Interview with Helen, HPLS staff member)



214

Ha:sañ Community Learning Center/Extra-curricular Activities

The same year that the school moved to a four-day week, it was also awarded a

large federal grant through the 21st Learning Centers granting program.24  The grant,

which funded a consortium of "Multi-Ethnic Community Learning Centers" in Tucson,

provided the necessary resources to start the Ha:sañ Community Learning Center

(HCLC).  The grant provided two full time teachers to plan after-school, evening, and

weekend programming.  Programming included a wide variety of academic, recreational,

and cultural activities for students, parents, and community members.  It also funded

transportation for students to attend school for greatly extended hours.  The learning

center, now a regular part of the school's programming, offers extended learning until

6:30 or 7:00 PM daily and also on Fridays from 10:00-3:00.  The HCLC is staffed by a

teacher/coordinator, a group of tutors (primarily from a local university), and

teacher/sponsors of student activities.  Each day, academic tutoring, sports, and/or other

activities are offered, based on student need interests and requests.  As one founder notes,

"That's one thing that I really like about the school . . . .  We ask the students what things

they would like to do, what would interest them in learning.  And we listen to them”

(HPLS co-founder, quoted in ABS School Services, 1999, p. 4).

                                                  
24 The federal 21st Century Learning Grant program funds after school enrichment
activities for students in participating schools or community organizations.  At the time
HPLS was awarded funding, the program was administered directly by the U.S.
Department of Education; any rural or urban school (or consortium of schools) was
eligible to apply.  By the end of the three-year funding period, the regulations had
changed and only Underperforming (as labeled through NCLB) could apply for funds.
HPLS and the other schools in the “Multi-Ethnic” consortium then became ineligible to
apply.  When HPLS became ineligible for funding through the 21st Century Learning
centers program, the HCLC was continued, but with reduced programming.
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HCLC staff has been responsible for all extra-curricular programming since the

HCLC’s opening.  The inception of the four-day week moved student clubs from Third

Block to after school, allowing all students to participate.  Extra-curricular activities are

part of the school's charter; to encourage participation, clubs have been focused on

student request.  An enormous variety of clubs have existed, including some that are

unique to the school, such as Basket-weaving and Traditional Singing as well as some

that you might find at any high school, such as a "Zine" club, a computer gaming club,

and a bowling club. The HCLC also works in collaboration with various community

groups to provide other programming.  Such groups include Tucson Puppet Works (to

provide puppet workshops for storytelling night), Arts Reach, Arts & Reality, BICAS

(Bicycle Inter-Community Arts and Salvage), Mt. Graham Coalition, Tucson Indian

Center, Food Not Bombs, The Rincon Heights Neighborhood Association, and Native

Seeds Search.

Counseling

While academic advising is addressed through the teacher/advisory system,

certified mental health professionals provide personal counseling.  HPLS utilizes a group

of qualified personal counselors in order to meet individual student needs.  Each year, a

diverse group of counselors (in terms of age, ethnicity, and gender) are hired on a part-

time basis, and students get to choose the counselor with whom they feel the most

comfortable.  The counselors also work as a team to help meet the needs of students and
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to seek input on individual cases.  Individual, group, and family counseling are all offered

to students and their families at no charge.

Professional Development

Many facets of the school's academic and support program are made possible

through the Friday schedule of professional development for teachers and staff.  The day

begins with shared breakfast and a one-hour Tohono O'odham language or culture lesson

for all staff.  One to two hours of professional development for teachers is next on the

schedule.  HPLS uses a needs-based model to determine the content of the sessions.

Teachers fill our surveys three times a year to detail what would help them obtain charter

objectives, and a committee of teachers and administrators works to establish a

professional development curriculum that will help meet these needs.  Additionally,

teachers are provided with a generous budget to attend conferences and classes that may

be more tailored to their individualized needs.   The group sessions are usually comprised

of presentations on methods or topics, interspersed monthly to bi-monthly with teacher

led Critical Friends group meetings that focus on using various protocols developed by

the National School Reform Faculty (Critical Friends Group Network, 2002).  Several

HPLS teachers and all administrators are trained in facilitating this process, which yields

thoughtful reflection on teaching and learning at the school.

After the group professional development session, the entire staff has on average

a three-hour break to work singly or collaboratively, and then go out to eat lunch

together.  Then the entire staff gathers for the weekly staff meeting that lasts
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approximately two hours.  This meeting convenes with discussion of practical matters,

but moves next to a standing item called "student concerns," in which detailed issues

affecting student learning are addressed.    According to one HPLS staff member, this

time helps the entire staff work together to help students:

I think the teaching staff is a lot more caring and a lot more motivated in trying to

get students to where they are supposed to be at, even though it has been a

challenge for them . . . also because our staff meets on Fridays, that is a big help

for students also because we know what is going on with different students at all

times, where all the staff knows, and they know what to do, and how to help them,

or they don't know how to help them, and how to deal with the other staff, and

how to deal with the different situations that they have. (Interview with Helen,

HPLS staff member)

During this time, information from ISP meetings is discussed; most of the discussion

focuses on teachers and staff sharing information about students’ learning and behavior

issues and ways to better assist students or to intervene on student’s behalf.

Demographics of Staff

Since its inception, HPLS has actively recruited and trained Tohono O'odham and

other Native staff members to work at the school in all capacities.  This includes teachers,

support staff, administrators and governing board members.  The goal of having a

primarily Tohono O’odham or Native staff has been actively pursued the entire time the



218

school has been open.  One founder noted that for the school’s founding staff, “This isn’t

a school to retire on.  We only intend to be here until we have O’odham teachers.  We’re

hoping the kids will come back and take over” (HPLS co-founder quoted in The Runner

Staff, 1998, p. 4).  Another co-founder reflecting on his hopes for the future of HPLS

echoes this sentiment:

. . . and maybe eventually having an all Native, if not O'odham staff, and

administration, and hopefully alumni doing that teaching and staffing someday,

because that would mean, we had added to the educational and academic success

of the tribe, but we have also met out goal of college prep, kids going and

finishing and coming back, to our school. (Interview with Roberto, HPLS co-

founder)

Although no HPLS students have as yet returned to the school as teachers, a few

have returned to work as support staff or tutors. The ethnic breakdown of the school's

current staff and governing board is shown in Table 9.25

School culture

All of the previously discussed components of the school, when woven together, begin to

paint a portrait of the less tangible aspects of HPLS, and start to illustrate the school’s

unique culture.  One founder notes that “I am always tempted to describe Ha:sañ in terms

of the categories of curriculum and school culture; however, what makes Ha:sañ

                                                  
25 All data on ethnicity are self-reported by staff.
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Table 9

HPLS Staff by Ethnicity, 2005/06

Teachers Administrators/Support

Staff

Governing Board

Tohono O’odham, 4 Tohono O'odham, 8 Tohono O'odham, 5

Other Native American, 3

(Diné)

(Diné/San Juan Pueblo)

(Rosebud Sioux)

Other Native American, 3

(Cocopah)

(Diné)

(First Nations)

Bi-racial, 3

(Navajo/Caucasian)

(Hispanic/Irish)

(Cherokee/Caucasian)

Caucasian, 2

Cuban, 1

Caucasian, 3

Chicano, 1

unique is the amplification that occurs in concert between the curriculum and school

culture” (Interview with Kateri, HPLS co-founder).

The school week begins and ends with the entire student body meeting in the

school’s courtyard to sing a traditional O’odham or Yoeme song.  The Monday morning

and Thursday afternoon meetings are referred to as the “opening and closing circles.”

Students who are not singing hang out, talking quietly among themselves listening to the
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singers.  The Monday morning opening circle ends with reminders about things going on

for the week, and the Thursday closing circle ends with staff telling students to “have a

good weekend and be safe.”  This is just one of the ways that HPLS reinforces its school

culture.

At HPLS, students call teachers by their first names.  There are no bells.   There is

constant activity, with students moving about the campus and visitors constantly on

campus.  During one classroom observation, an alumnus (who is now a counselor at a

social service agency) came in to bring a client on a tour of the school, two other teachers

joined the class to "peer observe" the instructor, and another employee performed a field

observation for a university class.  This is typical.  The campus is bustling with

purposeful activity at all times, with students working in and out of class.

Even with this bustle of activity, the atmosphere is safe, trusting, accommodating

of students, and respectful.  One founder states that the school environment is one thing

that draws students to the school:

It’s a lot safer, a lot more, less hectic than other high schools, and probably the

most important parts is that they don't feel like the minority, they are the majority

here, because we are almost 100% O'odham, and they don’t' feel like they are lost

in a sea of other kids and neglected because of their background probably the safe

environment, there is not that much violence ever here, maybe once in a while,

once every three years, there will be a fight or something here, compared to other

daily  at other high schools, it is heaven.  And it just a safe place to be for the

most part.  (Interview with Roberto, HPLS co-founder)
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One student commented, “There are no distractions like at a regular high school,” “Like

fights,” another student added. (HPLS student conversation quoted, in Norrell, 2000, p. 3)

Although the school has a very strict disciplinary code, which does not allow for

any illegal activity, there is no detention and no suspension as in most high schools.  A

zero-tolerance policy for illegal activities (violence, threatening behavior, illegal

substances) provides a strong incentive for appropriate behavior.  When problems occur,

they are handled via meetings with parents, administrators, teachers, counselors, and

students.   Several times throughout the year, community members and elders talk to the

students to reinforce school norms.  Regularly, adults remind students that they chose to

attend the school.  Significantly, the HPLS climate is reinforced not just by adults or

though disciplinary measures but also by the students themselves.

I remember the last year (or second to the last) year that I was at Ha:sañ, a group

of mostly Juniors and Seniors felt that the younger students were not on board

with the vision and culture of the school and they organized a presentation/talk

with students.  They went around to all the students in small groups and discussed

their concerns with the students and in doing so, really reinforced the positive

school climate.  I see this as big evidence of how our students were empowered to

think through problems and choose actions to make their situation and their

school’s community situation better. (Interview with Kateri, HPLS co-founder)

Expectations for student behavior are introduced through a one-on one meeting

between parents, students and an administrator.  High expectations and school norms are
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also developed at camp and reinforced though out the year.  One founder reflects on the

way that this is reinforced:

I believe that over the years, we have raised the level of expectations of our

students – both academically and socially.  Though they come as ill-prepared as

ever, the culture of the school has strengthened by the success of former students

which communicates to new students that they are capable, they will be expected

to work hard, and that they are expected to not impede their own or others

progress.  This is actually articulated in the student handbook, but the strongest

way this comes across is from the students and adults at the school.  The language

that was used over the years by most teachers in classrooms, hallways,

assemblies, as well as by administration during discipline situations always

reinforced this view of students.  I think as we had students succeeding more and

more over the year, they perpetuated this culture with new students and it kept

building on itself during my years at Ha:sañ.  Phrases like, “You are a Ha:sañ

student; act like a Ha:sañ student; is that how a Ha:sañ acts?” were more and

more common throughout the years to reinforce the positive culture.  And, as I

said, they grew in meaning and weight as the years went on.  (Interview with

Kateri, HPLS co-founder)
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Summary and Conclusion

This chapter has detailed the organizational framework of the school; the mission,

goals, and objectives of the school; and provided detailed description of the school's

curriculum, instruction, and support services.  Illustrative examples are included to help

foster understanding of the school's unique program.  This chapter ends with a brief

discussion of the school’s unique culture, which is probed more deeply in the following

chapter detailing the alumni perspectives of the school.
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CHAPTER 6 — HPLS ALUMNI

The portrait of HPLS is incomplete without an exploration of the unique

educational experiences of those who encountered it daily — its alumni.  The previous

two chapters introduced the school, provided a description of its history and context, and

set out a detailed description of the school's instructional program and support services.

The focus of this chapter is on the perspectives of the school’s graduates, arguably the

most important aspect of the school, because ultimately the curriculum and programs of

the school are only what the students make of them.  This chapter relies primarily on

three data sources: aggregate demographic data available on all alumni (N=150),

aggregate survey data that was available for 27 alumni, and interview data for seven

alumni.  The findings from these data are presented throughout this chapter.  The first

area covered is the demographic characteristics of the population HPLS has served.

Demographics

Enrollment by Gender and Ethnicity

Table 10 shows demographics of HPLS enrollment from 1999/00 to 2004/05.26

Enrollment was primarily Native American and slightly more female than male.

                                                  
26 These data were obtained from the Arizona Department of Education "October
Enrollment Counts Report" also titled SAIS ROLL50-2.   Comparable data are not
available for 1998/99 school year. Ethnicity is listed in the same order as in the original
state report.  Percents are rounded to the nearest whole.
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Table 10

Ha:sañ Total Enrollment by Gender and Ethnicity, 1999/00 to 2004/05

Year Enrollment Gender Ethnicity

1999- 00   124 53 (43%) Male

71 (58%) Female

    1 (1%) Hispanic

122 (98%) American Indian

    1 (1%) Pacific Islander

2000-01   122 48 (39%) Male

74 (61%) Female

    2 (2%) Hispanic

119 (98%) American Indian

    1 (1%) Pacific Islander

2001-02   135 54 (40%) Male

81 (60%) Female

    3 (2 %) Hispanic

131 (97%) American Indian

    1 (1%) Pacific Islander

2002- 03   144 67 (47%) Male

77 (53%) Female

    1 (1%) White

    5 (4%) Hispanic

139 (96%) American Indian

2003-04   153 74 (48%) Male

79 (52%) Female

    2 (1%) White

    6 (4%) Hispanic

145 (95%) American Indian

2004-05  152 68 (45%) Male

84 (55%) Female

    1 (1%) White

    4 (3%) Hispanic

147 (97%) American Indian
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Table 11

Tribal Affiliations of HPLS Alumni, 1998/99 to 2004/05

Tribal Affiliation No. %

Apache      1      0.7%

Blackfoot/Creek      1      0.7%

Gila River      1      0.7%

Native American no affiliation      1      0.7%

Navajo      1      0.7%

Navajo/Pueblo      1      0.7%

Samoan      1      0.7%

Tohono O'odham   118    80.3%

Tohono O'odham/Anglo      1      0.7%

Tohono O'odham/Apache      2      1.4%

Tohono O'odham/Gila River      1      0.7%

Tohono O'odham/Hopi      2      1.4%

Tohono O'odham/Lakota      2      1.4%

Tohono O'odham/Oglala      2      1.4%

Tohono O'odham/Samoan      1      0.7%

Tohono O'odham/Yoeme      3      2.0 %

Yoeme      8      5.4%

Note. N=147.  Three alumni are not tribally affiliated.
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The specific tribal affiliations of HPLS alumni by percentage are shown in Table

11.27  HPLS alumni primarily belong to the Tohono O'odham tribe (about 80%) with the

next largest grouping of alumni belonging to the Yoeme tribe (5.4%).  Tribal affiliations

are noted in alphabetical order.  While Table 10 reports on all enrolled students, Table 11

reports only on alumni.

Language Characteristics of HPLS Alumni

Upon enrollment at HPLS, students and their parents fill out a language survey

that details each student’s (a) first language, (b) home language(s), (c) language(s)

spoken, (d) language(s) understood, (e) written language(s), and (f) desired language(s).

This information is summarized in Tables 12 through 15 for all HPLS alumni.28

As seen in Table 12, most students reported English as a first language but some

also reported a second first language, most frequently Tohono O'odham.   Table 13

illustrates that all except one alumnus have English as a home language.  However, a

considerable number also identify Tohono O'odham or another language spoken at home.

Table 14 shows the languages that are understood, spoken and written by students.29  All

                                                  
27 This data is obtained from the aggregate alumni file and is self-reported.
28 This method has certain limitations in that it includes only alumni.  Similar data for all
enrolled students, including those who do not graduate, may differ slightly.  Data are
presented in rank order.
29 This data only includes alumni for the graduation years 1999-2004 (and does not
include 2005 graduates) because this information was not collected during the 2004/05
school year due to changes in the language policies of the state of Arizona, which now
require all enrollees to fill out a standard “PHLOTE” (primary home language other than
English) form rather than the form previously used by HPLS.
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Table 12

First Languages of HPLS Alumni, 1998/99 to 2004/05

First Language(s) No. %

English only   108   72%

Tohono O’odham and English     36   24%

Tohono O'odham only       3    2%

Samoan and English       1  <1%

Spanish only       1  <1%

Spanish and English       1  <1%

Note.  N=150.

Ha:sañ alumni reported being able to understand English, while many also have the

ability to understand a second language.  The most common other language understood is

Tohono O'odham.  Table 14 also displays alumni ability to speak various languages.  All

alumni from the classes of 1999-2004 are able to speak English, but a considerable

number (15%) also speak Tohono O'odham, and a few also speak Spanish (3%).  The

final area of language proficiency investigated through the enrollment survey is in written

language.  On various enrollment documents over time, this data has been collected in

various ways including "ability to read" and "ability to write."  For Table 14, these

categories are collapsed into one category, "written."
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Table 13

Home Languages of HPLS Alumni, 1998/99 to 2004/05

Home Language(s) No. %

English only   98     65%

Tohono O'odham and English   46     31%

Blackfoot and English     1   < 1%

Navajo and English     1   < 1%

Samoan and English     1   < 1%

Spanish and English     1   < 1%

Spanish only     1   < 1%

Yoeme, English and Spanish     1   < 1%

Note.  N=150.

Finally, students and parents are asked on the enrollment survey "What languages

would you like your student to understand, speak, and write?"  Whether or not they

checked the box marked English, they are assumed to want to learn English and are

included in that count, because students are aware that the primary language of

instruction at the school is English.  This assumption was not made regarding students’

desire to learn the Tohono O'odham language.  Some parents (and alumni) explicitly

stated they did not desire to learn Tohono O’odham, while some simply may have not
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 been aware of the Tohono O’odham language integration component of the school

program during enrollment.  The languages desired by parents (and/or alumni) are shown

in Table 15 by frequency.

Table 14

Language(s) Understood, Spoken, and Written by HPLS Alumni, 1998-99 to 2003-04

Understood Spoken Written

Language(s) No. % No. % No. %

English only   78   66%   98   82%  113   95%

Tohono O'odham and English   33   28%   18   15%     6     0%

Spanish and English    6    5%     3     3%     0     0%

Blackfoot and English    1  <1%     0     0%     0     0%

Samoan and English    1 <1%     0     0%     0     0%

Note. N=119



231

Table 15

Desired Language(s) of HPLS Alumni, 1998/99 to 2004/5

Language(s) No. %

English and Tohono O’odham   82   55%

English, Tohono O’odham and Spanish   41   27%

English only   17   11%

English and Spanish     5     3%

English, Tohono O’odham and Apache     1   <1%

English, Tohono O’odham and Navajo     1   <1%

English, Tohono O’odham and Samoan     1   <1%

English and Yoeme     1   <1%

English, Yoeme and Spanish     1   <1%

Note. N=150.

Achievement Data

Achievement data for HPLS alumni and students as measured by the AIMS

(Arizona Instrument to Measure Standards) test30 are available for the years 2000-2005.

Table 16 presents the percentage of alumni passing the state mandated AIMS test by

graduation year and subtest.  This table is pertinent because it represents the total number

of HPLS graduates who have passed the AIMS test during any one of multiple
                                                  
30 It is acknowledged that reporting achievement data solely through AIMS data does not
provide a comprehensive portrait of learning and experience gained at HPLS, but it can
be used as one benchmark.
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administrations of the AIMS test (currently each student has five chances to take the test),

as opposed to data representing a single test administration.  This data differs from that

used to calculate Annual Yearly Progress31 (AYP) (which considers only 10th grade data),

presenting a broader picture of HPLS alumni achievement than is available through the

AYP determination alone.

Table 16

Percentage of Graduates Passing AIMS, 1999/00 to 2004/05

Year Reading Writing Math

2000   11%     0     0

2001   71%   64%    7%

2002   42%   77%    6%

2003   41%   65%    6%

2004   73%   85%   15%

2005   58%   71%   48%

Tables 17, 18, and 1932 (Arizona Department of Education, 2006a) show a

comparison between the percent passing the AIMS test between the Spring 2004 and

                                                  
31 Annual Yearly Progress (AYP), the federally mandated labeling system, is measured
primarily by 10th grade AIMS scores.  Although HPLS showed marked growth between
grades, it did not, for the first time, make AYP for the 2005 school year based on 10th

grade scores and was placed on federal School Warning Year status. This is discussed at
more length in chapter 7.
32 Data from Tables 17 through 20 was obtained from the Arizona Department of
Education Website using the AIMS Wizard, which is available for public use.
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Spring 2005 test administrations at the state, county and school level by grade level and

subtest.   These two years have been selected because they provide data only for students

who attended HPLS after the new schedule and cohort system were implemented.

Although these data include information on current students as well as alumni, they are

included to help put the achievement data in context.  In the Reading subtest, as shown in

Table 17, the growth in the percentage of students passing the AIMS test was on par with

or above state and county averages with the exception of 12th grade, where HPLS

experienced shrinkage in the percentage of students passing.

Table 17

Comparison of Percent of Students Passing AIMS Reading, 2003/04 to 2004/05

Subgroup/Grade 03/04 04/05 +/- % Points

Arizona 10th   59   71   +12

Pima County10th   55   71   +16

HPLS 10th   27   47   +20

Arizona 11th   33   56   +23

Pima County 11th   33   50   +17

HPLS 11th   26   50   +24

Arizona 12th   26   36   +10

Pima County 12th   28   35     +7

HPLS 12th   33   13    -20
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Table 18 shows the same comparison as Table 17 but in the Writing subtest.  As

in the Reading subtest area, the percentage of HPLS students passing increased between

the Spring 2004 test administration and the Spring 2005 test administration in 10th and

11th grade but showed a decrease in the percentage of students passing the 12th grade

Writing subtest.  The growth in the percentage of HPLS students passing between Spring

2004 and Spring 2005 outpaced state and county averages in 10th and 11th grade and

lagged behind in 12th grade.

Table 18

Comparison of Percent of Students Passing AIMS Writing, 2003/04 to 2004/05

Location/Grade 03/04 04/05 +/- % Points

Arizona 10th   62   71     +9

Pima County10th   59   75   +16

HPLS 10th   31   56   +25

Arizona 11th   40   52     +8

Pima County 11th   38   51   +13

HPLS 11th     8   47   +39

Arizona 12th   37   41     +4

Pima County 12th   36   43     +7

HPLS 12th   14  10      -4
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Table 19 compares growth in the area of mathematics.  In the Mathematics subtest

area, HPLS students showed growth at all three grade levels.  Further, the growth in the

percentage of HPLS students passing the test in all three grades was higher than the

percentage of growth in three grade levels as compared with county averages, and in two

grade levels as compared to the state as a whole.

For comparison purposes, in Table 20, pass rates (by percentage) for the Spring

2004 and Spring 2005 test administration of the AIMS are shown by subtest for various

populations.  The pass rates are for the category HS (includes grades 10, 11 & 12 as well

as Ungraded Secondary).  Table 20 shows a comparison between the percentage of

Table 19

Comparison of Percentage of Students Passing AIMS Math, 2003/04 to 2004/05

Location/Grade 03/04 04/05 +/- % Points

Arizona 10th   39   69   +30

Pima County 10th   34   35      -1

HPLS 10th     6   19   +13

Arizona 11th   19   60   +41

Pima County 11th   17   54   +37

HPLS 11     3   54   +51

Arizona 12th   11   29   +18

Pima County 12th   11   25   +14

HPLS 12th     0   25   +25
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Table 20

Percentage of Students Passing AIMS (2004, 2005) by Subgroup

Math Reading Writing

Subgroup 2004 2005 +/- 2004 2005 +/- 2004 2005 +/-

Arizona (all) 31 63 +32 49 68 +19 54 69 +15

Pima County (all) 28 68 +40 47 64 +17 52 64 +12

Arizona (Indian) 14 44 +30 28 46 +18 40 47   +7

Pima County (Indian) 9 31 +22 26 44 +18 34 42   +8

HPLS 3 32 +29 28 40 +12 23 46 +23

students passing AIMS at HPLS, the state, and the county, as well as breaking out pass

rates for the two test administrations by subtest for Indian33 students at the state and

county level.  Although there is overlap between current students and alumni in the

students represented by this data, it provides an insight into the achievement profile of the

school.  In the area of math, HPLS students are on par with other Pima County (Indian)

students at 32% passing, and below the average pass rates for Arizona, Pima County, and

Arizona (Indian).  However, the increase in the percentage passing is similar to that of

other populations.  In the area of reading, pass rates on AIMS for HPLS students is lower

than all the other populations, and the percentage point growth is 12%.  In the area of

writing, HPLS students are passing AIMS at rates below the state and county averages

but are on par with other Indian students at both the state and county level.  The

                                                  
33 This is the ethnicity label used in the AIMS wizard.
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percentage point growth between the years of 2004 and 2005 was higher for HPLS than

any of the other populations at 23 percentage points gain between the two years.

College Admissions

Data are not complete on HPLS alumni college admissions, enrollment and

completion.  Currently, almost all students complete college admissions applications as

part of College prep classes (for at least the last five years).  Admission notices are sent

directly to students.  Some students report their college admission(s) to the school, and

some do not.  Further, for those admitted, current college enrollment information is only

available on those students who stay in contact with the school.  For those who stay in

contact, the school currently has no formal mechanism for finding out how many alumni,

if any, graduated from a two-year or four-year program.  Data on college admissions for

various HPLS graduating classes is presented as an available indicator of the rates of

college admissions, a primary goal of the school.  Of the 27 survey respondents, 12 have

attended or are currently attending two-year institutions and six have attended or are

currently attending four-year colleges.34  Other data are also available, reported by

teachers of the college prep classes.  For the graduating classes 2002-2005, details on the

number of students admitted to college, and the colleges to which alumni were admitted

are available.  Reliable data is only available for these (2002-2005) graduating classes

and was not tracked previously by the school.  The colleges listed below by graduating

class are those that are regionally accredited four-year Baccalaureate institutions.  It is
                                                  
34 It is not known to what extent, if any, these 27 survey respondents represent the whole
(N=120).
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part of the HPLS mission to help students obtain admission to these institutions.  All

graduating students are eligible for local tribal college and community college admission,

and thus alumni admissions to such programs are not included in this count.  The details

for each class follow.

For the class of 2002 (N=31), 18 alumni (58%) were admitted to eight

universities: Arizona State University; Hampton University; North American Technical

College; Northern Arizona University; San Jose State University; University of

Advancing Technology; University of Arizona; and Western New Mexico University.

For the class of 2003 (N=20), seven alumni (35%) were admitted to four universities:

Eastern Arizona College; Northern Arizona University; University of Arizona; and

Western New Mexico University.

For the class of 2004 (N=33), 24 alumni (73%) were admitted to seven

universities: Arizona State University; Haskell Indian Nations University; Johnson and

Wales University; New Mexico State University; Northern Arizona University;

University of Arizona; and Western New Mexico University.  For the class of 2005

(N=31), 28 alumni (90%) were admitted to 11 universities: Arizona State University;

Hampshire College; Haskell Indian Nations University; Hendricks College; Johnson and

Wales University; Northern Arizona University; St. Olaf’s College; Scottsdale Culinary

Institute; The Evergreen State College; University of Arizona; University of Oklahoma;

Wayne State University; and Western New Mexico University.

Although there is a paucity of information concerning current college enrollment

or completion for alumni, these data suggest that there is a general upward trend in
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college admissions and that the number of colleges to which student’s are admitted is

increasing.   HPLS is currently striving to obtain current enrollment and completion

information for all of its graduates.
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Alumni Perspectives

While the previous information presents HPLS alumni demographics, the

following section examines some of the qualities of the educational experience that elude

numeric description.  This section, presented in several topically organized parts, relies

on interviews with seven alumni and data from twenty-seven respondents to the alumni

survey (N=12035).  In the first section, interviewee “Reasons for Attending” HPLS are

detailed.  Next, in “Hoped to Accomplish,” alumni share what they intended to do while

at HPLS.  Finally, three themes are presented.  The three themes are: (a) “Not Just a

Teacher,” (b) “They Are Actual Teachers,” and (c) “It’s a Ha:sañ Thing.”  As described

in Chapter 3, these themes were derived by coding interview data into categories that

were then also applied to the open ended responses in the alumni survey.  Each theme is

described in more detail in its attendant section.  Survey responses to multiple-choice

items are also reported as percentages throughout the section where applicable.

Throughout this entire section, quoted information from the alumni survey is referenced

as “HPLS Alumni Survey respondent.”  In the case of interview data, a pseudonym is

used to protect participant anonymity.  Additionally, when quoting from interviews,

“AR” is used to identify the researcher (myself).  Any inserted or paraphrased

information is noted with brackets.  This is the case with any personally identifying

information mentioned by interviewees such as names of specific schools, names of

specific HPLS staff members or names of classmates and family members.  Per APA
                                                  
35 Although there are 150 graduates, the survey was conducted prior to the graduation of
the class of 2005.  The survey was made available to 2005 graduates on a walk-in basis.
It is unknown how many were distributed to 2005 alumni.  One was returned.
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style, information omitted from a quoted sentence is noted with three ellipsis points (…)

while information deleted between sentences is noted with four (….).  Demographic data

on survey respondents are included in Table 21.  Table 21 reports alumni activities since

graduation but does not show if alumni are still working or attending college.

Table 21

Demographics of Alumni Survey Respondents

Gender Post-Secondary Activities

Grad year No. Male Female College Work Other

1999 1   0 1 1 1 0

2000 3   0 3 2 3 1

2001 1   1 0 1 1 1

2002 9   3 6 5 9 3

2003 2   0 2 2 1 0

2004 10   1 9 5 6 5

2005 1 1 0 1 0 0

Note. “Other” refers to alumni who selected either “helped family/community” or

provided a write-in response on their activities.  N=27.

Selected demographics of interviewees are provided in Table 22.  Because

interviewees were chosen from the pool of returned surveys, the alumni in Table 22 are

also included in Table 21.  Of the seven alumni interviewees, six reported that they are

attending or have attended college since graduation; at the time of the interview, none
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had graduated from college.  Six of seven reported that they are working or have worked

since graduation.  Six of seven interviewees reported their tribal affiliation as Tohono

O’odham and one reported Tohono O’odham/Gila River.  Four reported their home

language(s) as English and Tohono O’odham; two reported their home language as

English, and one reported their home language as English and Spanish.  All interviewees

are fluent English speakers; four also speak Tohono O’odham (an additional alumnus

reports understanding Tohono O’odham while not a speaker) and two also speak Spanish.

Table 22

Selected Demographics of Alumni Interviewees

Name Gender Class HPLS Previous School Attended

Phillip M 2001 2 Other Off Reservation Public

Christine F 2002 4 Tucson Public

Gina F 2002 4 BIA

Marcie F 2002 2 Reservation Public

Amy F 2004 4 Tucson Public

Rosalie F 2004 4 Reservation Public

Santo M 2005 4 BIA

Note.  The category HPLS refers to the number of years the alumnus attended HPLS.

Reasons for Attending

For most alumni, deciding to attend HPLS required a serious commitment

because the bus ride for the students from either the San Xavier area (45 minutes) or the
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main reservation (at least an hour) was considerable.  Prior to the opening of HPLS, in

recent times, students living in Sells and the surrounding villages had limited access to

educational options.  Arizona leads the nation in the number of charter schools per

capita36, currently reported at 499 schools (National Alliance for Public Charter Schools,

2005).  Although school choice was widely available for most Arizona students when

HPLS opened, it was not available to most Tohono O’odham students living in the

various remote districts of the reservation, where no charter schools exist.  In addition to

HPLS, the Sells area is served by three high schools: (a) a public K-12 school district; (b)

a Bureau of Indian Affairs (B.I.A.) high school about 40 miles further west, serving an

area that overlaps with the public school district service area and with villages on the

Western part of the reservation; and (c) a small Christian school.  Alternately, students

living on the main reservation can apply to an off-reservation B.I.A. boarding school, or

move to Tucson to attend a public, charter, or parochial school that provides

transportation from their home.  Students living in the San Xavier District of the Tohono

O’odham Reservation and students living within Tucson city limits have somewhat more

choices available, including a new parochial high school, but those choices are still

limited to those schools to which transportation is available.

What reasons did alumni have for deciding to travel so far on a daily basis for

their education?  Alumni came to HPLS for a variety of reasons, although most

interviewed stated that their parents were a large factor in the initial decision to attend.

                                                  
36 California has the most actual schools at 592 (National Alliance for Public Charter
Schools, 2005).  Arizona is the second highest in number of actual schools (National
Alliance for Public Charter Schools, 2005).
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Parent rationales for selecting charter schools tend to be based both on factors that “push”

them away from traditional public schools (such as low academic expectations, an

alienating school culture, a lack of safety, or an environment unwelcoming to parents)

and on factors the “pull” them towards charter schools (such as high academic

expectations, a clear value system, and a safe, nurturing environment) (Murphy &

Shiffman, 2002, pp. 82-83).  For Native American parents in particular, school size and

class size are particularly important in selecting a charter school (“pull” factors), while

lack of safety and poor academics tend to push families away from traditional public

schools (Murphy & Shiffman, 2002).

Some HPLS parents brought the school to their child’s attention, while others

“made them go.”  HPLS’s inception created a new type of school choice for Tohono

O’odham parents, changing the modern landscape of schooling for those living on the

main reservation.37  Beyond their parents exercising a new schooling option, students had

their own motivations for choosing the school and subsequently choosing to remain at

                                                  
37 School choice, albeit not in the modern sense of the term, is not a new phenomenon for
the Tohono O’odham.  With relatively close proximity to both Tucson and Phoenix,
parents and students had some choices in the early to mid 1900’s and advocated for
attendance at the school they found most appropriate or convenient to their work or home
location when their hand was not otherwise forced (and sometimes when it was).  As with
other tribes, for the first few decades of the 20th century (the assimilation period), Tohono
O'odham parents often had little agency in choosing schools (or few choices available)
because they were coerced into sending their child to a given school by Indian agents or
their designees.  For a first-hand account see for example (McCarthy & Westover, 1986).
This gave way to a different approach as federal policies shifted and schools were
established locally, broadening on-reservation choices. 1957 school enrollment numbers
by school type are included in Table 1 as described in (Hagan, 1959, p. 229).  The decline
of both the boarding schools and mission schools resulted in more attendance in
reservation public and federal day schools, while ironically reducing the number of
educational options for Tohono O’odham students residing on the reservation.
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HPLS.  Each alumnus interviewed expressed individual motivations for attending.  The

following interview responses represent how various reasons for attending combined to

bring each interviewee to HPLS.

An alumnus states that she wanted to go to school in Tucson and that her mother

was interested in the language component of the school:

GINA: Well first of all, I didn’t want to go to school on the reservation, I didn’t

want to go to high school on the reservation. So that was my first reason, and

pretty much my mom made me go here, I wanted to got to school here in Tucson

and she found the information on Ha:sañ and how it was going to be built and

everything and all the different things it was going to include like the language,

O'odham language classes and stuff and she thought it would be really good for

me to go to, so that is another reason I came, I had no other choice so…(laughter).

Amy, who was residing in Tucson, heard about the school from her grandfather and was

interested in a smaller school.

AMY: …I heard from my step grandpa, he told me about this school, because he

had a sister who worked here.  And I really didn't want to go to a big high school.

Because I wasn't really used to it, and went to school with 50 kids in a class, so, I

came to Ha:sañ and got more information about it, and I really liked the campus

and the way the staff was, they were pretty nice, so…
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Christine, who lives in Tucson, was interested in the school and was excited about

attending because it was new and different, and she thought the staff at the school would

be “pretty open” to new ideas:

CHRISTINE: At the beginning, I wanted to do like computer art and stuff and I

really would like to do stuff like that, still.  There’s just like a lot of things I’m

interested in and school was new, there was nothing, you know, quite concrete yet

with like the school itself.  So the school was pretty open to doing anything and

everything which seemed pretty exciting.  Where as if I were to go to [a Tucson

public high school], everything’s, you know, the same thing, nothing new and

exciting.  No room for, you know, any other ideas.  So it just seemed like it’d be a

better choice for me.

AR: Did your mom have any input about it? Did you take her here, or did she

bring you here?

CHRISTINE: (Laughter) She actually brought me here.  When I was going to

enter the ninth grade and my sister was graduating high school, and she was going

to all the graduate dinners for being Native American and going to the ceremonies

and…You know “you’re Indian; you’re graduating from high school,

congratulation” things.  And my mom was talking with some of the people there

and somebody had given her a pamphlet, a little brochure of the school, and it

said something about like computers this and that, and she’s like, “oh, [Christine]

likes that.”  So she brought it to me and she’s like, “we should check this out.“  So

we came and that’s when I applied.
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Rosalie’s mother was interested in a more challenging educational experience that

focused on school more than socializing.  That was the original reason for her enrollment,

but shortly Rosalie decided that it was a good match for her:

ROSALIE: I came to school here because my mom made me basically.  She didn't

want me to go to [the public high school on the reservation].  It was an innocent

fun time for me, but there was a time when she thought I was doing whatever.

And getting into trouble.  It was pure fun, and laughing.  She didn't want me to

stay down there.  With the friends I had made.  I guess I was having too much fun

for school.  So she sent me here.  After a while, after the first week, I felt I wanted

to be here. It was something that was better than being down there.  Comparing

the two, it was really awesome.  It really makes you stay once you come.  There is

just this feeling you get, when you are just wanting to stay.  So I stayed here after

that…it was more my decision, to keep coming and staying, not whether she

made me come here.  I chose to stay.

Marcie had considered attending her freshman year but had decided against it

because of the distance she would have had to travel.  After realizing that her previous

school did not meet her needs, she decided to enroll at HPLS her Junior year.  She was

hoping for a new experience in a new place that was not “slow” and “boring” when she

enrolled:
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MARCIE: Well, it actually started my freshman year.  [A Ha:sañ employee] was

asking me to come (Laughter).  But I didn’t want to.  I was thinking it was too far,

you know, it’s too scary, it’s too new, it’s, so I stayed with my friends at [a public

school located on the reservation] for two years.  After that I got tired, I got bored,

there was really nothing to do… There were some classes that were fun.  I had

some interesting teachers.  But, overall, it was slow and it was boring and I found

myself letting my grades slip just because I didn’t wanna do the work.  It was,

overall, yeah it was boring, it just held no interest to me.  I wasn’t interested in my

classes…

AR: Okay.  So, what were you thinking? What were your reasons that you wanted

to come here?  How did you think it might be different?

MARCIE: Change of pace, hopefully a faster one.  New place, new experience,

new people.  Different teachers.  I just, I needed something different and so I

finally asked my mother to enroll me, and I ended up here my junior year.

Before attending, Phillip had been living on the reservation but driving himself

daily to an off-reservation public high school.  Phillip was not achieving academically at

the off-reservation high school (noting that work that would have garnered him an A at

his reservation junior high was only C work at his off-reservation high school), was

brushing off his school work, and was becoming tired of the long drive from his

reservation home to a school where he was “not really being noticed.”  Coming from a

junior high school with primarily Native American enrollment to an off-reservation high
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school where he was the minority caused him some “culture shock.”  He explained how

he felt when he started high school at the off-reservation high school:

PHILLIP: …But, it was culture shock and it wasn’t necessarily that I ran into

anybody racist, I don’t think I ever did, it’s just that, kind of observing the

different ways people react to one another.  Something as simple as sharing a

soda, and growing up in [in my village] and going to school, if somebody wants

some of your soda, you give ‘em a can or a cup and they drink from the same cup,

but at [the off-reservation high school] when somebody asks the same, it’s, they

don’t touch; they use a cup of their own or something...

Phillip had heard about HPLS from some of his friends.  He inquired about the school

and decided to transfer to HPLS in his junior year.  His transfer resulted in a daily 30

minute drive in his own car to the HPLS bus stop at the Rent-a-flick in Sells, followed by

the one hour trip from there on the HPLS bus.  To him it was worth it:

PHILLIP: …And I was speaking to one of my friends who had left the year

before for Ha:sañ and asked him about how this school was and he didn’t have a

bad thing to say about it when it came to teachers or other students, and

recommended the school highly and even though it would have been a longer

drive, I opted to come here and try it and try to convince my parents to let me

come here as well and they, the only reason they let me come was because I paid

for my own gas and, you know, I loved the school so much that I spent two years

worth, you know, of gas coming to this school out of my own pocket…A specific
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reason as to why I left and came here?  Academically I have no fault with [an off

reservation high school].  I mean it would’ve been a different picture, different

story if I had come from [a B.I.A. high school located on the reservation] or [a

public school located on the reservation] where I’m sure it would have been very

apparent, you know.  But if I had applied myself in [an off reservation high

school], I would have come out perfectly fine.  So it wasn’t any fault with their

system, but it was just a social thing for me.  I just wanted to get out of my shell,

wanted to do something different.  And, so I came to this school.

For at least one alumnus, family tradition and parental influence combined with

an interest in a school environment that would be more relaxed and afford more personal

freedom.  Santo sums up the flexible and somewhat casual (at least in some regards)

school climate at Ha:sañ:

AR: Why did you decide to come to Ha:sañ?

SANTO: Hmmm.  I can listen to music, my CD player in class.  And my brother

came here, so it was kind of a thing, and my mom was always with the school, so

she wanted me to come here.

Hoped to Accomplish

Just as different factors influenced various alumni to attend the school, alumni

hoped to realize varying particular academic and social goals by attending HPLS.  The

HPLS mission to provide college preparation appealed to several, others just wanted a
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better education, and some were more concerned with social goals.  The following

responses represent what the interviewees hoped to accomplish.  Amy started attending

college immediately after graduation:

AR: What did you hope to accomplish at Ha:sañ?

AMY: Pretty much just to get prepared for college, since it is a preparatory

school.  And pretty much to be more independent in my studies when I go to

college.

AR: How much of this do you think that you accomplished?

AMY: I think I accomplished a lot.  I made it [to college].  And I know more now

since I graduated than I did before.  I learned a lot here.

Santo came to Ha:sañ planning to major in culinary arts at college but has

changed his major to photography now that he is actually attending college.  He echoes

Amy’s hopes, saying he “just wanted to be prepared for college, pretty much…I know it

is a prep school, so I figured I would learn the college stuff, and to be prepared.”

Rosalie indicates that at first she just hoped to graduate, but as time passed her

hopes changed:

ROSALIE: I didn't really have any hope of what I was going to get besides a

diploma. I wasn’t sure how the school worked, and I was used to how it worked

down there at [the public reservation high school], that is what I figured that I

would get, that it would be another school like that, I was hoping to get it out of

the way, and to get a diploma.  But when I came, I had more hopes.  For, well you
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guys sort of put that hope there, I expected new things.  I was looking forward to

the style of the school, and just basically everything.

AR: Before you came, had you thought about going to college?

ROSALIE: Yeah, I wanted to go to college.  I have always been motivated, and

everybody has been motivating me to go.  And education to me was easy at the

time, so, I figured, college is a breeze.

For some alumni interviewed, the interest in academics was more generally

conceived.  Gina hoped to get a “good education” in contrast with her previous

experience where she felt she “did not learn enough”:

AR: So what did you hope to learn or accomplish while you were here? Or,

maybe another way to answer that is, I guess, what did your mom want you to do

while you were here?

GINA: Well I am sure she wanted me, you know, to have a good education and I

think that is what she thought it would be and you know I pretty much expected to

have a good education too. The reason, I guess, why, I think about it now that I

didn't t want to go to school out there was because I kind felt like I didn’t learn

enough. And I wanted to, I don’t know come… I felt like a public school maybe

helped me learn more, kind of catch up on learning… cause I felt like I didn’t

learn that much even though I did do good in school from kindergarten till eighth

grade, I did very well but I felt like I didn’t learn enough.
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Marcie, like Gina, also reflects on her hopes at Ha:sañ in terms of contrasts with

her previous school.  In addition to being concerned with academics, she was also hoping

for a more urban and diverse experience:

AR: …anything in particular that you were hoping you would learn while you

were here?

MARCIE: What I really, yeah, what I wanted was math.  I liked math.  I mean I

liked my class at [the public school located on the reservation] but the teacher

didn’t really have time for us because she was also like assistant principal or

acting principal or something or other and so… it was one of the few classes that I

liked and I wanted something more out of it rather than just, you know, page work

and stuff.  I wanted different labs, higher math, which I got.  A more diverse

English and writing class was also what I wanted.  At [a public school located on

the reservation] it was very generic, very textbook, very, mostly like grammar.  It

wasn’t what I wanted…. I also wanted, I guess also a different cultural

interaction.  Just being here being that it’s placed here in town.  And that’s not so

rural…I was hoping it would be different then [a public school located on the

reservation].  I mean it was.  We had close amenities, we could walk down to the

[local university], we could order in food if we wanted, we could take a class out

to St. Mary’s road or wherever.

For a few of the alumni interviewed, social growth was more important than

academics in terms of what they hoped to accomplish.  Phillip’s hopes for what he would
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accomplish were also more social than academic.  In particular, he liked the idea that the

school was a new experience for students and for teachers.  He wanted something

different that would help expand his social horizons.   At HPLS, Phillip could reinvent

himself:

AR: So, it sounds like your reasons for coming were not academic, necessarily,

that they were more social but, you know, even in the beginning what were you

hoping to learn or accomplish when you came here?

PHILLIP: Knowing that the school was fresh, I guess I wanted to get in on the

ground floor of something new.  Just because I never had that opportunity, I was

interested to see and experience everything here because it would’ve been new, it

was new.  For the teachers and for the students.

AR: Was there anything that you wanted to learn in particular?

PHILLIP: No.  Mainly because, like I said, it was just all social reasons that I

came, it wasn’t anything academic.  I didn’t take into consideration any of the

Ha:sañ specific options, like O’odham, you know.  Learning O’odham.  It was,

academics were nowhere in my mind when I chose to come to this school it was

just, it was all social.  I wanted something different.  I wanted to experience

something different.

AR: When you say social, were you thinking things like there were kids here you

wanted to get to know?  Or were you thinking, like, more diverse activities or

were you wanting to get to know different teachers or what were you thinking

about social life?
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PHILLIP: Well…like I said, I was coming from [the boarding school] to [an off

reservation high school] and going from one world to another.  I was always a

quiet person but when I went to [an off reservation high school] it just intensified

to the point where I didn’t speak to anybody.  I kept to myself and was in a little

tight shell and started gradually coming out of it and by the time I left [an off

reservation high school], I was still a quiet person but I spoke a little more and it

was just that everybody was so used to me being this quiet person that they never

expected any more of me.  And everybody that, I mean, I didn’t know anybody

except for the few students that were in [an off reservation high school] before

who came here.  So, it was the chance to start over, I guess.

Christine reports being very nervous about the social aspects of meeting so many

new people and that her first goal was to concentrate on that.

CHRISTINE: …Well actually, I don’t know if I really hoped to learn like

anything, I mean, I know I was excited and that I was going to learn about like

computers and all this, you know, computer art stuff and I was going to meet lot

of people, cause I didn’t know anybody here.  You know, I just came in knowing

no one and so I just, I think I was more nervous than like thinking about like what

I’m going to learn and…

AR: More socially nervous?

CHRISTINE: Yeah.  More socially nervous of course, cause I didn’t know

anybody.  And I know how cliquish, you know, O'odham can be, you know,
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you’re really so and so, or you’re from this, you did that twenty thousand years

ago, and you know, so I know how weird it can get.  So I just didn’t really want to

like try to offend anybody and just kind of be open, you know.  So that’s, that was

pretty much my goal.

Introduction to Alumni Themes

 Alumni came to the school for a variety of reasons and had different goals in

mind when attending.  Interviews with HPLS alumni bring the day-to-day educational

experience into sharp focus and help illuminate the essence of the educational experience

for alumni who attended HPLS.  Three broad themes stand out in alumni descriptions of

their educational experience.  Each theme represents a constellation of related

experiences reported by alumni.  The first, “Not Just a Teacher,” characterizes the critical

components of student relationships with staff.  The next, “They Are Actual Teachers,”

addresses the alumni perception of the curriculum and instruction at the school.  The final

theme from the alumni data, “It’s a Ha:sañ Thing,” helps illuminate the less tangible

aspects of school climate and culture as they were experienced by students.  As noted in

Chapter 3 and earlier in this chapter, data for this section came primarily from the

interviews with alumni, but some also from the results of the alumni survey.  The coding

categories and associated frequency data forming the basis for each theme are shown in

Appendix P.   These themes are discussed below.
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“Not Just a Teacher”

For many Ha:sañ alumni, relationships with staff were a key component of their

educational experiences.  Specifically, this theme includes 5 related categories: (a) Staff

expressing high expectations of students and confidence in their abilities, (b) Staff

pushing students to succeed, (c) Staff supporting and helping students, (d) Staff

willingness to personally relate to students, and (e) Staff demonstrating unconditional

acknowledgment and acceptance of students.  This theme addresses the ways staff

demonstrated caring for students, the complexities of the caring relationships between

student and staff, and how those relationships affected alumni opinion of and their

feelings about their schooling experience at HPLS.  In several instances, relationships to

HPLS staff came into clearer focus when alumni reflected on their previous experiences

at a different school.  Those reflections are described in their attendant categories.

    High expectations of students and confidence in their abilities.

Staff confidence in students and maintaining high expectations is important in

promoting student achievement.  As Cleary states, “When teachers believe in students’

ability to be successful, they often begin to believe it themselves” (1998, p. 233).  HPLS

alumni expressed that various staff members regularly expressed confidence in their

abilities and expressed high expectations consistent with the school’s mission of college

preparation.  Alumni said that these high expectations and the confidence in their abilities

were shown to them frequently, by various staff members, and across time.
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For example, Gina states that what helped her to get to college and stay in college

was:

GINA: Just encouragement from everybody that told me I could do it. “You can

do it, you don’t need to go to [the local community college], you can go straight

to the [university], you can do it,” and I think that really helped me a lot, that

encouragement from the teachers, and from all my teachers, you know.

Another alumnus agreed “I always had encouragement from all my teachers; they

always encouraged me by telling me that I should go straight to a university instead of a

community college.  They knew I could do it”  (HPLS Alumni Survey respondent).

Rosalie states “They care about what you are doing, and the work, and you, anything

basically.  As a student, and they really want you to learn.”

Several alumni mention specific staff members who had expressed confidence

and high expectations to them.  Amy echoes these sentiments in regards to a specific staff

member stating “[The learning center coordinator] was a really good part of my life,

because if it weren't for her, I probably wouldn't have gone to [a university].  I thought it

was too far, but she was like ‘you can do it, I have trust in you.’  That was a big part of

me going up there.”

This aspect of the educational experience is especially important in light of the

low expectations historically set out for Native American students in a variety  of
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geographic contexts.38  As with other Native American populations, the population served

by HPLS has historically been primarily prepared for various types of manual labor, with

little expectation of them matriculating to college (with regard to the Tohono O’odham

specifically see Trennert Jr., 1988).39  Although one would hope that these low

expectations are part of the past, at least one HPLS alumnus contrasted his experience at

HPLS with that at his previous school noting that expectations for him and other Native

students seemed different than those for non-minority students:

PHILLIP: I think that’s what it is.  The whole credits and, it’s like when I went to

[an off reservation high school], it was really cut and clear.  It was all the non-

Native and the Native students, mainly the white students, were always clear and

concise about the credits they needed and always seemed to be one or two years

ahead in their planning.  Where as all us Native students, most of us minority

students, were just kind of coasting along, you know.  I guess we weren’t really

expected to go anywhere else after high school but to come back and work,

so….Labor jobs I guess, you know.

                                                  
38 For one explanation of the root of these beliefs, see the “Vacuum Ideology,” described
in (Wax, Wax, & Dumont, 1964).  Wax explains that educators, believing that Native
American children are inherently culturally deprived justifies the belief that they cannot
be taught, and that this misconception provides justification for not trying to teach.
39 See for example (Archuleta, Child, & Lomawaima, 2000; Bonnell, 1997; Child, 1995;
Lomawaima, 1994)] for detailed accounts of the federally operated boarding schools’
practice of preparing Native American students exclusively for manual labor.
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    Pushing students to succeed.

Confidence in students' basic abilities leads HPLS teachers to “push” students to

succeed.  Students at HPLS also noted that HPLS staff “pushed” them to succeed, even

when students themselves felt they could not succeed.   Santo notes a certain teacher that

pushed him and others,  “When [a math teacher] was here, she really pushed all of us.”

Phillip explains that a staff member pushed him, even when he felt ambivalent about it:

PHILLIP: …I, as part of my arrogance, I guess, I just always expected to come

out, you know, without any trouble, like I’m responsible for so many gray hairs

on [a Ha:sañ teacher’s] head.  Just ‘cause she was always pushin’ to get my

credits organized and I was just so arrogant about it.  I was like, ah, it don’t

matter, you know, I’ll eventually graduate.  [the Ha:sañ teacher] was so stressed

out.  Yeah.

Several other survey respondents also referred to being “pushed” to succeed either

by an individual staff member, several staff members or all of the staff.  Rosalie tells how

being “pushed” by staff was experienced by her as a form of caring, and explains how

this provided motivation for her when she felt unsure of herself after starting college:

ROSALIE:… There is no reason for me not to do something.  That is what helps

me the most.  I tell [one of my teachers], “ I have to stop school” and she is all

"Why?  Go back to financial aid!”, and she just pushed and pushed and pushed,

and that is what really helped me, because when you care a lot about someone you

keep pushing them and pushing them, and you don't want to see them fall.  I think
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it really helped me there with personal, but that plays out on academic and

everything and community and family, and everything.

    Supporting and helping students.

While alumni felt that HPLS staff demonstrated confidence and high

expectations, and pushed students to achieve their potential, interview and survey

responses suggest that these expectations were accompanied by a variety of behaviors

that were supportive of students.  While alumni attended HPLS, this support was offered

in different ways, and it continued after graduation, assisting in college success.

Amy comments on the specific ways that a teacher helped her to achieve

academically, through patience and persistence:

AMY: …and probably the teachers, the one who helped me really, [my math

teacher], she really was a good teacher, very clear explanations, where I

understand.  And she would go over and over and over with me until I got it.  I

think she and [the learning center coordinator] were my favorite.

Christine notes that staff members were willing to listen to students and “work

with” students when there were challenges interfering with learning:

CHRISTINE: So and, then that’s really a good thing, you know.  If you do

something wrong, you know, there might be a reason and [the staff would] be

willing to hear them out.  Not just… “you did that wrong, you’re gone.”  Unless

it’s like, having drugs on campus which is something somebody shouldn’t do, or
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alcohol.  But, you know, there’s a reason why you didn’t do your homework, it’s

not, you know, you ask “Why? Was there something wrong at home? Did

somebody pass away? Did you just not understand it? Do you want me to help

you read it after school? Do you want me to help you write it?” You know, it’s,

…they work with you rather than just like, “You didn’t do it, you get an F, that’s

it, you failed,” you know.  They work with you.  Which is something that I think,

young adults need to have done to them is to be worked with other adults, you

know.  Cause they need to learn that skill instead of just like, oh, the teacher is a

grown up, kind of thing.  You know?

HPLS staff members were willing to make extra efforts to help students, even

when there were unusual circumstances.  Marcie describes how support and flexibility

helped her to graduate and to have a positive educational experience while pregnant:

AR: Was there anybody in particular in the school or any of your advisors that

you felt like really helped you?

MARCIE: Well, [two Ha:sañ administrators].  Enjoyed my last year.  You guys

helped me sort out my schedule to get all the credits that I needed to finish by

December because I was pregnant with [my baby].  And [two Ha:sañ

administrators], [a Ha:sañ teacher], [my advisor] she was the senior advisor then.

…She was really helpful in letting me…use the college prep time as more of a

study hall to catch up on my work.  She would help me…if I was having

problems she was also there to help me.  I think that year most all of my teachers
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were very accommodating.  It was, probably better than I would have had at [a

public school located on the reservation].

Part of the HPLS mission is to provide college follow-up and support.  Although

to date, no formal program to provide this support is in place, the staff has made sure that

students are aware that they can always come back and ask for help.  It is not unusual for

one or more alumni to visit the campus daily on breaks between classes, to eat lunch or to

spend time at the learning center.  The general consensus is that they are always

welcome.  Gina explains how this helped her to feel supported:

GINA: That is what helped me a lot too knowing that I could come back here too

if I ever needed anything.   [One of my teachers] used to email me and tell me, "If

you need any revising on your papers, if you have any questions, I can meet with

you,” and that’s the thing that helped a lot too.  Although I never did it was a

resource that was there for me.

What is clear from both the interviews and the survey is that support and help

from the staff was very important.  It is clear in alumni descriptions of what was helpful

about HPLS and equally clear in the examples they gave to differentiate HPLS from

previous school experiences.  Amy explains that a lack of help at her previous school

contributed to her failure there:

AMY: I think they were really different.  I went to three middle schools, I went

from [a Tucson public school], then I went to [a different Tucson public school],
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and then to [a third Tucson public school].  And at all these schools, I was failing.

I didn't have much help there.  I was failing…. I was actually passing my classes,

and it was easier, because I had more help here.  So they are different from each

other, yeah.

The small school setting at HPLS allowed for a tremendous amount of

individualized attention, making possible for some alumni more help and support than

was experienced at previously attended larger schools.

    Willingness to personally relate to students.

The alumni perception of being cared for by staff was grounded in their positive

relationships with staff.  All but one interviewee commented on this directly, painting a

clear picture of close relationships that alumni had with staff at HPLS.  The quality of

these relationships contrasts greatly with Tohono O’odham schooling experiences less

than a century earlier at federal boarding schools (Manuel & Neff, 2001), where the

relationship between students and staff was described as “one of respect sprinkled with

fear” (Trennert Jr., 1988, pp.120-121), and friendship between staff and students was

frowned upon.  These relationships also contrast sharply with the described quality of

relationships between staff and students at previous schools attended by alumni.  Gina

states that this was very different from her university classmates’ experience with

teachers in their high schools, and she feels that this is what made HPLS unique:

GINA: …it was more like you had a relationship with your teachers, you know

you knew them, you talked to them, they were your friends.  A lot of my
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[university] friends I went to school with and I used to talk, [and I would talk] to

them about "Oh yeah, we went and did this" You know, the camping trips and the

teachers and how close they were and they were like "God I never even talked to

my teacher," or "I never even…."  And I brought one of my friends here one time

and she is like, "Wow!” you know I gave [a teacher] a hug and everybody a hug

and they know me and were like, "How you been?" and [my friend] was like "that

is really different; you never see that at my school.  You are lucky that you are

able to talk to your teachers like a friend.”  I think that was different about here

than any other school.

Marcie feels similarly, pointing out that this kind of friendship helped to break

down some of the typical power-relationships between students and teachers:

MARCIE: I feel I got like all of what I wanted.  I mean I had teachers that weren’t

also, they weren’t just teachers, you know, you could just sit and talk to them

about anything.  It wasn’t just schoolwork, it was more of a friendship and a

partnership rather than just being a teacher to student relationship.

Rosalie expresses that the teachers’ willingness to have friendships with students

was evidence of their caring attitude:

ROSALIE: …they are more friends, something you can relate to or something

that you can understand.  And the teachers are really nice.  They really care, and

they show it, you can just tell.
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Christine explains how she enjoyed socializing with teachers, both in school and

out of school:

CHRISTINE: …I don’t know, I just like, venturing out and socializing with all

the teachers.  I mean, I know I liked that a lot.  You know?

AR: Uh-hum.

CHRISTINE: I liked, definitely liked that a lot.

AR: You mean like outside of school?

CHRISTINE: Well, yeah.  Outside of school, in school, you know, just chit

chatting, you know, getting to know each other and I think for some reason I had

more in common with the teachers than the students.  Cause the students were,

you know, were drinking, doing stupid stuff and you know, just getting in trouble

and talking about this party and that party when, you know, I’d be talking about

like music or a show that happened at [a local club], or you know, the Street fair,

you know, so and so, that hippie that lives over there who did this and it was

funny, you know.

AR: Yeah.

CHRISTINE: Just stuff like that.  And somehow, I would say, that outside of

school I had became friends with people who know the teachers who work here,

so somehow we’d all end up in the same place.  And like, “I didn’t know you

knew him, like, I didn’t know that,” you know.  It just ended up like that.  And I

don’t know how that helped me, but I know I liked that.  I know that I liked that I
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have these friends that were friends with the teachers who work here and the

teachers who were friends with my friends and you know, all hang out and all this

stuff, you know.

Two alumni state that “nice” teachers are what made HPLS a good school:

AMY: This school is very good, you will get along with the teachers, and they are

very nice.

SANTO:  It is a good school to go to, the teachers are nice…

These types of close relationships vary from HPLS alumni experiences at their

previous schools, and also from alumni experience upon leaving HPLS to attend college.

Phillip reflects on his perception of how HPLS and his previous high school differed:

PHILLIP:  …I always feel comfortable with every teacher, with every staff

member.  And it was just an odd thing for everybody to know my name.  To have

come from [an off reservation high school] and, you know, where just the people

that are like in your little circle know your name.

Gina comments on how her experience at HPLS differed from other schools and

her later college experience:

GINA: The teachers were actually willing to have a relationship with the students.

That was a main thing too.  And you go to a school, and you are in a classroom of

30 students and there is not that time for you to sit there and talk to your teacher
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like whereas here there is 10 or 15 or 20 at the most you know what I mean, and

you have the opportunity to have one on one conversations and you can really get

the help that you need and that was the thing for me when I went to the

[university], I had classes with 500 people in there.  And I didn't even know half

the time I would forget who my professor was.  Because I never had that

conversation with them, or it wasn't, I never wanted to go to the office hours and

speak to them and just sit there and talk; it wasn't like that.

    Demonstrating unconditional acknowledgment and acceptance of students.

Another important component of student’s perceptions of their relationships with

HPLS staff is that they felt unconditionally accepted and acknowledged as individuals.

Student relationships with staff, contrary to experiences at previous schools, were not

based on fitting a certain prototype of the “good student.”  Phillip explains the invisibility

he felt in a larger school setting and the acceptance he felt at HPLS:

AR: Could you talk a little bit more about the teaching staff, like how they were

alike and different?

PHILLIP: Yeah, it’s the advantage of 5,000 students that a teacher has to worry

about as apposed to five, ten, that the teacher would have to worry about here.

Even though by the time I left [an off reservation high school] I was fairly

talkative, and although I had, may have had this certain teacher a couple of

semesters, even though I had been there three years, they’re still like, “what’s

your name again?”  They still, and it wasn’t, I never took it really personally, it’s
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just because, I know they have many people to deal with and I wasn’t, like I said,

a 4.0 student at [an off reservation high school] and wasn’t really outspoken,

speak unless spoken to and never made a noise so it’s not, I’d say I don’t think

there’s any reason to know my name, you know.  I wasn’t a promising student

and I wasn’t a trouble maker, I was just in the background.  Then I come here

where, like I said, you know, I have teachers who don’t have that thousands,

hundreds of students to worry about.  It’s cut down and I hate to give this answer

because it just seems so cliché, it’s like smaller schools, you know, more

attention, but it’s the honest truth because they have time, you know, a chance to

really understand and take in the different personalities that pass through their

classrooms.  I always felt like I was accepted for, you know, my little quirks and I

was always called eccentric going through junior high and middle school,

elementary and high school.

The notion of unconditional caring and acceptance for students by HPLS staff

becomes more clear when alumni compare their HPLS experience to their previous

schooling experiences.  Alumni did not report any instances of “conditional” caring by

staff at HPLS, but some explained how this had been a problem at other schools.  Gina

suggests that at other public schools, teachers didn’t care unless students show they cared

first:

GINA: Because of the fact that in a public school it is more socializing and more

from what I hear the teachers there don’t really care.  A lot of the time, sometimes
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they do but a lot of the times,… I guess you have to be one of the students that

shows that they actually want to do something and then they'll care.

Christine notes that at her previous public school, staying on the teachers “good

side” was dependent on not asking for much, rather than on an authentic caring

relationship:

CHRISTINE: Um… for the most part, I know they’re all definitely different.  I

mean, they’re really different.  Like, I only went to, I went to elementary school at

[a public elementary school in Tucson] and I know I didn’t like being there.  But

somehow I made it through and I knew that I kind of hung out with the teachers…

not, I don’t know about hung out, but I know like, I was on the teacher’s better

side than, you know, most of the students, because I just didn’t really ask for

much.  I didn’t want to ask for much because the way they taught wasn’t that

great and it just didn’t, you know…

Currying a teacher's favor was important to avoiding negative consequences.

Christine noticed that what made this teacher “a good teacher” was her ability to maintain

an orderly classroom, not her relationships with students.

CHRISTINE: Yeah.  And it was really funny because my third grade teacher was

like, you know, the school’s best teacher and that’s cause she was so strict and she

was old, white woman with a ruler, you know, and like it was… lots of make-up,

big earrings and, you know, the reason why she was a good teacher is because she
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could yell really good, and you know, get away with like abusing the students.

And…

AR: Really?

CHRISTINE: Yeah.  It was just really weird.  And like, luckily I didn’t get [any]

rulers thrown at me or anything, anytime.

While the “good teacher” was able to maintain order, his or her “favorite

students” worked independently and did not demand the teacher’s attention.  Christine

continues:

AR: What you really liked about being here was the teachers.  So maybe, tell me

about the teachers at [your previous school].  Because I’m getting that that had

something to do with why you didn’t like it.

CHRISTINE: Yeah, the teachers were really old and strict, of course, like my

third grade teacher, you know –

AR: You just didn’t like her?

CHRISTINE: Yeah.  But, yeah a lot of them were just like really old.

AR: Was it the style of teaching or, what kind of relationships did they have with

students?

CHRISTINE: Well, I guess, the students who did well with packets, were their

favorite students, but…

AR: They could work by themselves?

CHRISTINE: Yeah.  They didn’t need much attention...
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    Section summary.

It is evident from alumni data that the complex caring relationships between

students and staff at HPLS were a major component of alumni schooling experience.

Both in interviews and in the survey data, students consistently commented on the

positive qualities of their relationships with staff.  Alumni felt that the staff believed in

their abilities and expected high levels of achievement.  Alumni expressed that the staff

pushed them to succeed and provided support and assistance in multiple ways to help

them graduate and be admitted to college.  Alumni relationships with staff were a focal

point of their educational experience, and these relationships were key in alumni

perceptions of acceptance and affirmation.

“They are Actual Teachers"

Alumni perceptions of the curriculum, teaching, and programs at the school create

a complex picture, calling into question what it means to be a teacher in the current

educational context, especially under NCLB.  Specifically, this theme includes 5 different

but related categories: (a) Going beyond standards, (b) Inclusion of language and culture,

(c) Qualities of college preparation, (d) Comments on method, and (e) Level of academic

rigor.  While some components of the curriculum and instruction were viewed positively,

shortcomings were also noted.  Students were acutely aware that the content of their

education varied from their previous schools.  They positively perceived the lack of

reliance on textbooks and the inclusion of language, history and culture both in language

class and as it is integrated into the subject areas.  However, although alumni had many
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positive things to say about the college preparation program at HPLS, they also

consistently expressed that they were unprepared for the transition to college and spoke

of particular areas where this was more noticeable.   Other issues relating to pedagogy

and general comments about the overall level of rigor are addressed in this theme as well.

As with the previous theme, a richer picture is sometimes offered by contrasting alumni

experiences at HPLS with their previous schooling experiences.

    Going beyond standards.

HPLS alumni were aware of the unusual curriculum they experienced.  As

discussed earlier, the Arizona state standards are required to be used in all Arizona

charter schools.  The HPLS curriculum, however, moves beyond the standards to include

other foci such as a culturally based, project-centered curriculum.  Alumni reflected

positively on this creative layering of curricular elements.  Alumni noted the difference

between HPLS and the typical textbook driven high school curriculum.  Rosalie

characterizes her understanding of HPLS teachers as “actual teachers” because of their

ability to move beyond the state standards in their teaching:

ROSALIE: They are actual teachers, they not only teach what they should be, for

the standard of Arizona, but they also teach different things, they go beyond it and

they exceed what we would ask of a teacher, they have their personal tastes, and

they intertwine it with their lessons, and they make it more interesting.
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Phillip, like Rosalie, also notes how the freedom afforded to teachers in

developing curriculum resulted in an experience that differed markedly from his previous

school:

PHILLIP: But, I think every teacher, well it seemed like in [an off reservation

high school] it was always by the book, taken from the textbook kind of approach

to teaching, whereas here I think they’ve felt they had the freedom to sort of inject

their own personalities, their own views… I shouldn’t say views or anything, their

own personalities sounds better, ‘cause to say they put their own view in seems

kind of saying they’re trying to influence-

AR: Student opinions?

PHILLIP: Yeah, their opinions, yeah.  Their own personalities…

In addition to moving beyond textbooks, content often differed from the typical

high school curriculum in that there was an overt focus on exposing students to materials

that extended their thinking about the world.  HPLS teachers, striving to make the

curriculum both rigorous and relevant for students, regularly included materials that

expanded students' understanding of various issues affecting them.  Gina explains that

this exposure opened her eyes:

GINA: I think I did learn a good majority of things here that I didn’t learn there

like world wide, like in [my English] class I remember I used to learn a lot of

things in her class that I never even knew of about the world and you know and

like we used to read, I really liked the book “I am Rigoberta Manchu” and that is
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something I never even knew about until I came here and all the different things

that go on in the world, pretty much, you know.

Alumni noted that moving beyond the state standards and textbooks was not

standard practice at their previous schools.  In contrast to the curriculum at HPLS which

relied on extended timeframes for completion of projects with an experiential, relevant

focus, Christine notes that her learning and the instructional pace at her previous school

was driven by “packets.”  This did not allow her the needed to time to think deeply about

her learning:

CHRISTINE: So it’s, you know, I felt I needed time to do this and to think about

that and you know, I don’t know.  I just wasn’t, I think I wasn’t getting like the

standard answers and I wanted to elaborate on this and that and parts and stuff.

But they just wanted to like a quick yes or no type thing.  You know, cause it’s all

packets anyway.

Given the unique population served by HPLS, it is not surprising that the one-

size-fits-all nature of some textbooks at their previous schools did not make sense to them

and did not appropriately address many issues facing them on a day-to-day basis.

Christine also comments about the textbooks at her previous school, emphasizing that

they seemed outdated and irrelevant:
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CHRISTINE: And you know, all the books there weren’t that great.  It was old

information, it didn’t make sense, like, you know, the history books and all, so it

just all was pretty, pretty jumbled up together.  And it was awful.

    Inclusion of language and culture.

Another important component of the educational experience was the inclusion of

Tohono O’odham language, culture and history in the school curriculum.  Historically,

Tohono O’odham language has not been part of the “English only” curriculum in most

schools attended by Tohono O’odham.  The unrelenting focus on “English only” in these

schools has arguably contributed to a massive decrease in the number of fluent Tohono

O’odham speakers over the last century, with language loss accelerating in the last 45

years.40  Generations of Tohono O’odham families have attended schools that overtly

discouraged or prohibited use of Tohono O’odham language (Manuel & Neff, 2001;

Trennert Jr., 1988).  For some alumni who attended reservation public schools in the last

two decades, Tohono O’odham language, history and culture was already part of their

educational experience, albeit in varying ways and to varying degrees.  However, for

most HPLS alumni, Tohono O’odham language, history and culture were not part of their

previous schooling experience.  As in other Indigenous communities, language

preservation and promotion of knowledge of Indigenous history and culture has been a

primary focus of school reform efforts that aim to empower and preserve sovereign,

                                                  
40 This trend is discussed in more detail in Chapter 2.
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Indigenous communities (Buchanan & Fox, 2003; Kahakalau, 2003; Lipka, 1998;

McCarty, 2002; Peshkin, 1997).

Rosalie speaks to the multiple ways the Tohono O’odham language, history and

culture were woven into the curriculum and school program at HPLS, and the ways in

which this empowered her:

ROSALIE: The nutrition and ethnobotany, and O'odham language, that helps my

family, now, because when I think about cooking and I think about my son, it is

like, I don't want him to be a diabetic, because of what I learned.  I didn't want

him to be addicted to drugs, and this and that.  So, I am trying to keep him healthy

from what I learned here.  And that helps me out there, but I want him to know

the culture, and if I hadn't come here, I probably wouldn't have known as much as

I do.  As much as I … that is why I really like [the O’odham language] class,

because, the language was something that I really wanted to know, but I didn't

have nobody to teach me.  And so now I know a little bit,

AR: Is your mom a speaker?

ROSALIE: No, my grandma was, but she passed away, and she was the only one

who spoke…Without Ha:sañ I probably would not have known, some of the

traditions, cultures, songs… Or words, or even morals that I have learned from the

O'odham Himdag here. …And then with storytelling, like I said, helps us learn

what we have forgotten and what we haven't been taught.  Keeps it still alive.

And I think the morning singing helped me.  Because you have to take that time

to appreciate living, everyday. And be thankful that you have everything.  And
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everything just calms when they are doing that.  And with me it is like, quiet and

calm.  And just, I enjoy that and taking that moment and keeping it.  Because it is

like keeping it, really puts you on focus, when that is going on, even if it is not

even our song, there is O'odham and there is Yaqui, and when the Yaquis are

singing, the O'odham are just trying to be, there are some that don't respect it, but

it has that same effect, whether it is that, or if it is a different persons culture.

For Christine, O’odham language instruction was less important because she lives

in Tucson, where Spanish is more prevalent, although she notes that it would have been

more important if she were working with more Tohono O’odham people after high

school:

CHRISTINE: I really, I really don’t know when… and that’s because I’m, I live

here in town and I could see it helping me if I lived on the reservation and I

planned on working in a field where I dealt with other O'odham on a daily

basis…. As for the language, you know, but I live here in town, all I speak is

O'odham and in town it, it makes more sense to learn Spanish than it would

English because there’s more Mexican people here, you know.

Seventeen alumni survey respondents (63%) affirmed the importance of Tohono

O’odham language, history and culture in the school curriculum by responding

affirmatively to the statement “Ha:sañ helped prepare me for college/work/family &

community by developing my knowledge of O’odham language, history and culture.”
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Many alumni noted on their survey that Tohono O’odham language helped them with

work or life in their community after high school.  For example, in regard to how school

helped or didn't help students prepare for work, one survey respondent said that “Ha:sañ

O’odham language class helped me [be]cause people at work were very surprised to

know that my school had that class” (HPLS alumni survey respondent) and another noted

that “All my time in [TO language class] classes helped a lot because most of our clients

were O’odham.”  (HPLS Alumni Survey respondent)   One respondent notes that

beginning to learn Tohono O’odham helped in communicating with elder Tohono

O’odham speakers in the villages “…there are still elders out there that only speak

O’odham and understanding it just a little helps.” (HPLS Alumni Survey respondent)

    Qualities of college preparation.

The atmosphere in college is vastly different than that in most high school and

this difference is amplified for Indigenous students (Boyer, 1997; Pavel, 1999) who are

often not coming to college from a mainstream American home.  Although there are

many aspects of the HPLS program that helped students successfully make the transition

to college, there were several key areas where students did not feel prepared.  The college

prep program at HPLS is broadly conceived.  In the area of college preparation, alumni

commented on specific discipline area courses, their college preparation courses in

particular, and specific policies and expectations inherent in the educational program at

the school.  Most alumni found aspects of the college preparation efforts to be helpful.

Gina notes that the whole setting, with its focus on college preparation was helpful and

differed from her previous experience, stating “I think that is one of the major things, it
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was a different setting, … it was about school and education, college, preparing for

college, classes and stuff like that.”  Amy elaborates on skills she learned in the college

prep courses that helped her prepare for college:

AMY: Like, I guess, I had a class, college prep, I learned a lot from that class,

because I never knew that college was a lot to do, so like, I got ready and I

learned how to do resumes, and that sort of stuff, I never knew how to do essays, I

thought it was just one paragraph, and that was it, and I remember doing 20 pages,

for one of my teachers here, and I learned how to read and write better, and pretty

much, just get prepared for college.  So when I went into college, I wasn't really

scared about what to look forward to, because I already had that experience at

Ha:sañ.

Seventeen of the twenty-seven alumni survey respondents (63%) either have

attended or are currently attending college.  These alumni survey respondents noted

specific courses, program, and supports that had helped them to prepare for college as

part of the survey.  The components of the HPLS program that were viewed as helpful by

survey respondents are noted in Table 23 by rank importance.

As seen in Table 23, survey respondents ranked “encouragement from staff” as

the most helpful component of the college preparation program, and many mentioned in

the open-ended response area individual staff members who had helped them with

something in particular.  This finding overlaps with findings from the previous theme.

The next highest ranked area was “development of academic skills.”  In this, forty-one
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Table 23

Helpful Components of College Preparation at HPLS

Area of Preparation No. %

Encouragement from Staff   15   88%

Development of Academic Skills

     English

     Mathematics

  14

    7

    6

  82%

  41%

  35%

College Prep Curriculum   11   65%

Development of Social Skills     8   47%

O’odham Language History and Culture     5   29%

Development of Study Skills     4   24%

Extra-curricular Activities     4   24%

percent mentioned English skills and thirty-five percent mentioned math.  Also, the

majority also mentioned the College Prep class curriculum in particular as helpful with

their efforts in college.

Because of the alumni interviewee experience with college (6 of 7 interviewed

have or are currently attending), they were able to reflect on how their high school

experience at HPLS affected their college preparedness.  Although most had positive

comments to share about their educational experience at HPLS in relationship to their

college career, many alumni also shared views about where they felt the school could

improve in preparing students for college.  Santo points out that the supportive
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environment at HPLS was very different from college.  Although he had some ideas of

what to expect, he was not prepared for the independence needed to succeed:

AR: Did you feel like you were prepared for college?

SANTO: Partially, I think so, ‘cause college is more independent, and you have to

do everything yourself, but here, well they do that for you, but it is kind of

nullified I think.  I think that is what I am trying to say.  But yeah, it did prepare

me for college and giving me ideas of what to expect.

Alumni also commented on specific areas where they felt challenged moving

from HPLS to college.  Some of their comments were centered on the broadly on the

schools programs and practices while others mention a specific content area more

directly.  At the top of the list of concerns was a need for deadlines.  HPLS functions

without bells and with a flexible block schedule.  Individual courses often include

projects that span the course of several weeks or months, allowing for flexible due dates.

Students mentioned repeatedly that they were not prepared for the non-negotiable

deadlines and time management required to succeed in college.  When asked what HPLS

could have done better to prepare her for college, Rosalie states:

ROSALIE:  Deadlines!  When I started going to the [the local university],

deadlines were deadlines and you couldn't move them. Whereas here, I mean, it is

a good thing that you are flexible and you understand, like with me, but then, still

it was like, maybe you can try and mix it in so that there is an understanding of

how important it is but yet be flexible. Other students were totally prepared in this

area, but I felt left behind in the area.  They would say you had all of this time,
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and I would say I am not used to it.  In my writing classes, it was easier to write

something, and then whenever it is due, I would still be working on it.  And with

[my HPLS college prep teacher], he would say, don't worry about it, I see what

you can do.  But then again, it didn't help me in the end, because I had to go

through that, and those teachers [in college], they don't care!  That was hard.

AR:   So there needs to be a transition there where you can be totally aware of the

reality.  I see that.  You are not the only person who has said that.

ROSALIE:  [Another HPLS student] would say it too.  “What do you have due

tomorrow?”  We talked about it.  “They did not prepare us for this.”  That is what

I thought was lacking.  The deadlines!

Gina also notes the lack of preparation to meet deadlines:

GINA: I think that one of the things was that I was really thought would have

helped was deadlines, setting deadlines and sticking with the deadlines.  Because I

remember s a couple of times, students would say, "Oh well, can I turn this in

tomorrow, I'll have it to you tomorrow… oh okay can I turn this into you on

Monday I didn't have a chance to do it,” because I think that deadline is there and

if you don’t have it you don’t have it. You know that is pretty much the way it is

at the [the university].  And you know time management I think is one of the

things that needs to be taught because that is really important. I talked to a couple

of others… procrastination.  That was a big problem for me personally,

(laughter).  And just pretty much know that you need to do this work and setting
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your priorities, what are you going to do first and later on do what you want but

knowing that it needs to get done by that date because if you don’t have it… then

you don’t have it.  (laughter)

Perceptively, Phillip understands the complex situation regarding enforcement of

deadlines at HPLS.  He explains that many students came from a school that was more

“laid back,” highlighting the challenges that HPLS faced in serving students from many

different schools, where expectations can be lower for Indigenous students.

PHILIP: But, and as far as academically, I said was a big shock to me when all I

could pull off was a C when it seemed like no matter how hard I tried but, I think

a big giant part of that wasn’t that I didn’t know the subjects or didn’t known how

to do it, it’s just I was so used to the laid back, kind of “Turn it in when you get

done” as opposed to in [an off reservation high school] where it’s, “If it’s not in

by now it doesn’t count and it never will count”, you know.  And it wasn’t like

that here at Ha:sañ, that wasn’t necessarily a bad thing.  I guess knowing that

most of the kids if not all of the kids came from that same kind of atmosphere,

you know, it doesn’t matter if you turn it in on the date we tell you to, you know,

as long as you get it in.  Because I think if you were as cut throat as [an off

reservation high school]… You would’ve lost, I guess probably all of your

students, you know…And, the school may have not have survived its first year.
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Also relating to time management, although on a smaller scale, Gina notes that

she would have benefited from learning to do “timed essays,” a mainstay of her college

experience:

GINA: Timed essays, because there I had a class where all of my exams were

timed essays, and you know, each midterm and everything was timed, and you

gotta learn how to put everything in a certain structure to be able to write or just

to know what you are going to write about because you have, what, and hour…50

minute long class to write everything that you need to down.  I think that is the

thing that would have helped too.

Beyond time management issues, alumni note other disciplinary areas that they

felt needed improvement for college preparation and areas where they felt that students in

their college classes were more prepared than they were.  For example Gina relates her

experience in a university freshman English class called “Text in context”:

GINA: I felt like I did yes in a way and in a way no, because I remember when I

felt started I went to the [freshman summer program] program and we got to take

one class, the one class that I went to was a writing class, it was English class and

he talked about all these different styles of writing that I never even heard of like

um, gosh what was it?… “Text in context”, and …different stuff like that that I

never really knew about .  Here it was pretty much just writing.  It wasn't like

“Text in context;” you know, you would go to the book or watch a film and write

about it but go into the meaning of the film, and stuff like that that I felt, oh my
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god I don’t know what this.  I felt, I kind of felt stupid, I did, because my class

mates knew what it was and I was like I didn't; know what that is and I feel like I

am a fast learner and I pretty much got it down, yeah.

Interviewees also mentioned other specific content that they thought they were

lacking once beginning college.  One interviewee mentioned that her genetics class and

government classes did not prepare her for college, while a survey respondent noted that

the school needed to improve because “Science and history [were] not taught to us [the]

American way” (HPLS Alumni Survey respondent).

Math was also a specific discipline in which students felt that they did not

consistently have a positive educational experience.  A state-wide shortage of math

teachers resulting in a high turn-over (one cohort of students experienced four different

math teachers their freshman year) combined with students feeling that math was not an

easy subject for them in the first place resulted in this being flagged by alumni as an area

needing improvement.  Amy explains how her HPLS math classes were not rigorous

enough to prepare her for college:

AMY: Yeah, I am not good at math, and my math class here wasn't like the same

math from college, and so it was really stressful to understand the math.  From

here I went to Geometry/Pre-calc, and I went [to college], and it was way

different.  It was called basic mathematics, and it wasn't, it was a little of what I

had been doing here in high school, but it was still very stressful.  I had a hard

time in math.
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AR: So you feel like you needed math that was more college oriented, or just

more math?

AMY: Just more math.

Rosalie explains that high teacher turnover contributed to repetitious content in math:

ROSALIE:  Things I didn’t get…were probably just the math part.  It was like, I

cannot stress enough, how it was to have gone through all of those teachers, and

to still be taught the same thing over and over, it needs to be definitely improved.

AR:  I am so sorry.

ROSALIE:  We have heard the apologies, but for me, it was like it just didn't help

me.

A few survey respondents also commented on improvements with the HPLS math

program,  “One thing would be math because there are many who have difficulty in that

subject,” (HPLS Alumni Survey respondent).  Another alumnus stated, “There was a time

when my math classes were disorganized, and that set me back” (HPLS Alumni Survey

respondent).  As previously noted, 35% HPLS alumni said that the math program had

helped to prepare them for college, but it was also the most oft cited “difficult class” in

college on the alumni survey, with 41% of survey respondents expressing that it was their

hardest class, another indicator of programmatic shortfalls at HPLS in terms of college

preparation.

Gina sums up what she saw as lacking in regard to college preparation at HPLS:
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GINA: I liked it, I personally did, I did like it, but I think in trying to improve it,

those would be some of the things, like for the college prep courses, and the

writing courses, and also more variety of classes, I know that might probably be

hard, but I think that is something that would help it...

AR: So you would make it a little more challenging in some ways.

GINA: I think that would be a good word.  To make it a little more challenging.

“Here you know this is what you are going to have in college.”  It is a college

prep school and you are prepared for it, and you are being prepared for college,

and it should have some of the you know, things like college does.

    Comments on method.

While the above components primarily reflect concerns and comments on the

content of the educational experience, alumni also noted a few ways in which they felt

the teaching methods employed at the school were unusual and also the way in which

these methods contrasted with those they encountered in their previous schooling

experiences.  Rosalie says that her experience differed from her previous school both in

content and in pedagogy “They were different because over here it is more hands-on, and

at another school, it is straight out of the book.”  

The oft mentioned reliance on textbooks at previous schools has implications

about the efficacy not only of a limited conception of content, but also of a style of

teaching that is briskly paced, “planned and well organized,” and very questionably
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promoted achievement for HPLS alumni at their previous schools.  Christine, when asked

to compare HPLS with her previous school, elaborates:

CHRISTINE: …I think the way they planned their classes, … As soon as you

finish this, you go to that, and you know, there’s like timeframes for everything,

there’s not like a certain amount, like you know, “oh, you can have the rest of the

day to work on this”, you know, “You have 30 minutes to work on that, and after

that fifteen minutes to work on that,” and then you know, “Ten minutes work on

that, then you’re done and then you’re set for the day,” you know.  And I don’t

know, it was just all well planned and organized and it just didn’t seem helpful at

all.

Part of the HPLS mission is to provide individualized instruction, and alumni

reported on this aspect of their experience.  Various interview responses about previous

schools help to explain what individualized instruction meant to HPLS alumni.  For

Rosalie, this entailed being able to get personal attention.  She states that at other schools,

“You don't really understand, and you can't take the teacher's attention and ask for help,

but here, you get that type of attention.”  Santo saw individualized instruction as teaching

each student individually, rather than the typical classroom where the teacher is

addressing the whole class.  He notes, with reference to a positive previous schooling

experience, that at his previous school, “They were like Ha:sañ, they were one-on-one,

instead of just telling everyone what to do.”
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At HPLS, the curriculum is tailored to meet the particular needs of its students,

who receive one-on-one instruction and advising.  Students are not tracked into various

classes by ability.  This results in a unique and individualized program.  Although

sometimes challenging for teachers, this type of program was perceived positively by

HPLS alumni.  Christine comments on what was wrong with her previous school,

addressing the challenges for teachers in meeting needs for students of various abilities,

learning styles, and ethnicities.  She also notes how these differences affected school

climate:

CHRISTINE: I think there’s too many students, too little staff and there’s nothing

individualized…. It’s really, it’s really weird.  And they, I think there’s a reason

why all those kids would, you know, act out and do bad things, you know.  Cause

nobody’s there to pay attention to them, cause they’re not learning…what it is that

they should be learning right and the teacher doesn’t teach it differently when all

people don’t learn the same?

AR: Uh-huh.

CHRISTINE: They [the teachers] don’t recognize that, they think otherwise, [they

are] like “Oh, you know, you didn’t learn this the first time around, it must mean

you need to go to, you know, the slow kids’ class or something.”

AR: Right.

CHRISTINE: And so they’re like, you know, “There’s no more room in that

class, so you’re stuck in my class and there’s no room in that class, so then you

have to sit in the class,”  … and, you know, it’s just really hard.  It’s really hard.
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…. It, it’s just different, I mean, socially and like mentally and emotionally and,

you know, home life and stuff would be different, you know.  I mean, it’s all

different.  And like things are different from like, you know, a Mexican family to

an O'odham family, to a black family, all the traditions are different.  And all

stresses are different and like it’s just all different, and they don’t understand that.

And then every person learns differently.  And they need [to] do that and they

can’t, you know, cater to every student that learns this way, you know, visually, if

they’re, if all they have is packets or, you know, “Read chapter one through two,”

and, you know, “Take the quiz at the end and we’ll check it.”  It just doesn’t

happen like that….

    Level of academic rigor.

Alumni views on content and pedagogy have been addressed in the previous

categories.  This section focuses on general impressions of the academic component of

schooling experience.  Although some HPLS alumni felt that experience was challenging

and beneficial in helping them prepare for college, others felt that it was not rigorous

enough.  This resulted in some alumni feeling less capable than their college classmates

from other schools.  Santo notes that he did not feel as prepared as his peers in college,

but feels that he will catch-up:

AR: I have asked this question to some of the other alumni, when you are in class,

do you feel on par with your peers, or do you feel like they know things that you

don’t know, or do you feel ahead of them in some ways? How do you feel?
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SANTO: Well, right now, I feel like I am below my peers, below my teacher, it is

kind of my fault for the last year, because the last semester of my graduating year,

I was kind of, didn’t do anything really much.

AR: You didn’t apply yourself.

SANTO: Yeah.

AR: So do you feel like you are going to be able to get caught up?

SANTO: Yeah, sure.

Santo completed his interview by stating that HPLS should challenge students more in

general.  Asked what the school could do to improve he said, “Let’s see.  Not too sure,

challenge the students more? Expect more out of them.”

Notwithstanding the suggestions made by alumni in some curricular areas, many

thought their educational experience was more challenging than they would have had at

another school.   Marcie says that HPLS is more rigorous than the schools on the

reservation:

MARCIE: That basically it’s better than any school on the rez.  If you want a

faster pace, a more engaging work load, then this is where you wanna be, this is

where you should be, it’s, I think everyone should be here but it’s, I mean aside

from the time travel and, well just the time travel41is really, it’s just actually

getting here and getting back home, other than that it’s a good school.  It’s like I

said, a lot better than any school on the rez.  It’s more engaging, it’s not just
                                                  
41 She is referring to the bus ride from Sells.
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school it’s a good school to have fun.  And even if they are in school, it’s still it’s

nice to be here. (laughter)  So somewhere to be.

    Section summary.

The theme “They Are Actual Teachers” addresses the perception of the alumni

regarding the nature of curriculum and instruction at HPLS.  Alumni were keenly aware

of HPLS' layered curriculum, using standards as a launching place for various

innovations.  They responded positively to the curriculum and teacher agency in

preparing lessons that move beyond standards and include a component of critical

pedagogy.  Alumni said that the individualized approach to teaching is helpful as well.

Inclusion of Tohono O’odham language, history and culture was also viewed positively

by alumni.  Importantly, they recognized the multiple ways it was integrated into the

school’s program. Many alumni felt that HPLS did a good job of preparing them for

college.  At the same time, alumni noted a need for improvements in the College Prep

classes, in school-wide policies (such as those pertaining to adherence to deadlines) and

in specific disciplinary areas, such as math.  Finally, although HPLS was perceived by

some to be more rigorous than previous schools, several explained ways that the program

could be more challenging.
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“It’s a Ha:sañ Thing”

This theme addresses the qualities of the school as a whole, the school climate,42

and describes how the climate  affected the educational experience for alumni.

Components of the school climate were mentioned by alumni as very important aspects

of their educational experience at HPLS.  This finding is consistent with literature that

shows school climate and culture are integral to the educational experience and ultimately

to student success (Fullan & Hargreaves, 1996; Littky & Grabelle, 2004; National

Association of Secondary School Principals, 2004; Oakes, Hunter Quartz, Ryan, &

Lipton, 2000).  The following five categories are described below: (a) Campus safety, (b)

School size, (c) Sense of community, (d) Social development, and (e) Atmosphere of

acceptance and affirmation.      

    Campus safety.

For many high school students, violence and bullying are an everyday hazard of

attending school (De Voe, Peter, Noonan, Snyder, Baum, & Snyder, 2005).  Local

schools serving the same population as does HPLS have markedly higher rates of

“Incidents requiring the intervention of a law enforcement officer” as reported on the

Arizona School Report Card43.   Data showing “Incidents requiring the intervention of a

law enforcement officer” for HPLS as compared to three other local high schools is

shown in Table 24.  These three schools were chosen for comparison because they are the

                                                  
42 I chose to use the term climate because it implies a focus on the effect for students, but
the term is frequently interchanged with school culture or school environment.  For a
definition see (Association for Supervision and Curriculum Development, 2006).
43 It is noted that this is but one data point that references school safety.
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schools HPLS students would most likely be attending if they did not choose to enroll at

HPLS.

Table 24

Number and Rate of Incidents Requiring Law Enforcement, 2002/03 to 2004/05

02/03 03/04 04/05

School No. Rate No. Rate No. Rate

Baboquivari High School   148   509     77   267     30   100

Cholla High Magnet School     47     28     10       6     31     18

Desert View High School   144     94   137     89   154     99

HPLS      1      7     0      0      1      7

Note.  Rate is calculated per 1000 students to allow for comparison.

While the size of the schools compared undoubtedly contributes to some of the

variation, it does not diminish the fact that there are large differences even in the per-

student number of violent incidents at the schools.  Given these data, it is not surprising

that many alumni mentioned campus safety as a positive aspect of their schooling

experience at HPLS.  In response to any Extreme infractions HPLS uses a form of Zero

Tolerance Policy.44  A copy of the student conduct code is included in Appendix S.  The

                                                  
44 It is noted that Zero Tolerance Policy is used to describe a variety of policies and
punishments in different educational settings.  Zero Tolerance Policy has many
detractors.  For a critical, detailed discussion on the variance in policies and
implementation, see for example (Dunbar Jr. & Villaruel, 2004; Sughrue, 2003; Verdugo,
2002).
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conduct code is made up of three levels of infraction and offenses.  Infractions are

handled as they happen by teachers and administrators.  Serious infractions usually result

in some sort of administrative sanction (such as being assigned to another classroom or

the administrative office or in some cases, a student’s home until a meeting with the

student and parent occurs).  “Extreme” infractions result in immediate referral for

expulsion and removal from the school.  Students and parents are made aware of this

policy during the enrollment process and are required to sign that they have read and

understood this policy.  Students who are expelled using Due Process may petition for

readmission the following year and are typically given conditions they must meet in order

to be readmitted.  Additionally, HPLS does not use in-school or out-of-school suspension

or any type of detention system.  HPLS is a safe school environment that is conducive to

learning in an otherwise relaxed atmosphere.  School safety is a major factor in parents’

decisions to enroll their student from other schools.  Gina's awareness of the relative

absence of fighting at HPLS is seen in this excerpt:

GINA: I would definitely tell them that it would be a good school because the fact

that it is more personal, and you get to know your teachers, and it is not like a

public school where there is tons of students and you are more prone to I guess,

try to fit in with a certain crowd, and it could be like that here too, but I didn't

think that it was that bad, to the fact that there was fighting all of the time, you

know you rarely have fights here,
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Amy explains that she like being able to “walk around campus, knowing that it is

safe.”  She explains that at her previous school “I would get into fights there.  Coming

here, it is like I never got in a fight."  She avers she would tell another student wanting to

attend HPLS that “there are no fights there” and to “try it out.”  Like Amy, Christine

contrasts the safety of HPLS with her previous school's environment — one that required

“monitors” for students but still included a lot of fights.  Many of the fights were gang

related:

CHRISTINE: …I didn’t like it at all, but who likes middle school?  Monitors and

you can’t hang out there and eat your food in the cafeteria and, you know, “so and

so is going to beat up so and so,” you know.  The fights, watching the fights was

kind of fun, but, you know…

AR: Really?  There were a lot of fights?

CHRISTINE: Yeah.  Well like after school and during and who hates who

because they’re bloods….

    School size.

There is a growing body of literature that shows the student benefits of small

schools.45  HPLS alumni commented on the size of the school in a positive manner.   The

small size contributed to students feeling personally known, an effect interrelating with

the complex caring relationships between students and staff previously described.  This is

in contrast to large high schools, where students sometimes felt like “Just a number”:

                                                  
45 The list of references and resources in this area is large and rapidly growing.  For
additional resources and references, see for example (Small Schools Project, 2005). See
also (Darling-Hammond, 2002; Meier, 2002b; Meier, 2004).
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AMY: The class sizes were really good, because it was not 50 students in a class.

There was just a group of 15 was the most, and you get to know each student by

name.  Not just a number or something.

On the downside, smaller schools like HPLS often lack some of the amenities of

their larger counterparts, such as intensive sports programs.  Alumni noticed these trade-

offs, but the positives of small schools outweighed the negatives, at least for some.  Amy

talks about a family member who eventually decided to attend:

AMY: At first he didn't want to come.  He was like, “there is not a lot of people.

They don't have football there.  I don't like the school.”  I was all like just try it; it

is a very good school.  A small school, and not a lot of people there, I can

guarantee you that you will do very good there.

For Phillip, the primary difference between HPLS and his prior school is size, though he

notes the differences in facilities as well.  For him, the more comprehensive facilities at

his previous school did not matter:

PHILLIP:  First is size, I believe it was about 3,000, 5,000 students at [an off

reservation high school] as compared to what is it 100 here?  And also the

structure, the actual, I guess infrastructure of the whole school.  Whereas this

place is once a church retrofitted to be a high school and where I went was

designed from the ground up to be a high school.  ‘Cause I, my freshman year was

spent when the high school was in town and then they moved it to the outskirts

and so, you know, you got your library, gym, cafeteria-
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AR: Football field.

PHILLIP: Classes, football field.  Not that anything, any of that mattered, I was

never into sports.

    Sense of community.

Another aspect of small schools is that they are more easily able to foster a sense

of community.  HPLS alumni felt this sense of community and commented on it

numerous times.  They described the atmosphere at the school in positive terms, stating

they felt an overall sense of connectedness with the other students and staff.  Santo noted

that HPLS “is more, what is the word, more connected than disconnected.”  Several

alumni suggest that this commenced at the beginning of school with the annual camp:

“When we had camp we got to know our classmates and we had to learn to trust each

other” (HPLS Alumni Survey respondent).  Gina elaborates on the effect of getting to

know everyone at the camp:

GINA: I would say that it would be good, because you get to know the teachers,

the camp thing, you get to meet every body and not just one person in your class

and know who they are because they are in your class, but know them because

you were at camp, and you got to do all of the activities together…

Rosalie also feels that the camp set the stage for a sense of connectedness, breaking down

barriers:

ROSALIE: The camp really broke it out.  The camp really took them out of their

setting, and put them somewhere they are not used to.  And then they started
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opening up, because it is a new place, new person, new attitude, then you come

back, and you know every body!  And it is like a community.

Some alumni described the atmosphere in terms of family.  Some students felt a

sense of family while others met actual relatives at school.  Christine describes meeting

relatives at HPLS:

CHRISTINE: And, so I knew that there’d have to be somebody here that I could

socialize with.  But, you know, I found some, I guess, long lost relatives that I,

that I used to hang out with a lot when I was little, but I don’t quite remember.

So, it was really cool finding family here too.  I figured I would, but I just didn’t

know.

Phillip explains how he felt a “sense of family” from the first day he attended and that

this continued beyond graduation:

PHILLIP: Yeah.  It was something that I can’t, couldn’t and I don’t think now,

maybe if I try to put it an exact finger on it but, the first day I was here, I could

feel that sense of family.  It’s just nobody, I mean there was kids that didn’t get

along but it wasn’t as bad as coming from [an off reservation high school].  It

seemed, in the beginning, from the time I started, everybody got along, teachers,

staff also seemed to be fresh and not worn out….  I always felt I could come here

even if I didn’t have a particular reason to….  And I did come here throughout my

time going to [the local community college], just to talk, stop in and talk to one of
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the teachers.  It was just that sense of family that I got so addicted to and so much

enjoy during my two years here.

Amy was a member of the first freshman class to be organized in cohorts.  As part

of the curriculum, students participated in a permaculture class that put students in

control of redesigning parts of the school campus.  Students performed a research project

incorporating permaculture principles, resulting in an overall plan for the campus that

took advantage of the ecological aspects of the setting while making the campus more

student friendly.  As part of this project, the freshman class built an outdoor kitchen and

redesigned the landscape and outside areas.  This resulted in a sense of ownership for

Amy:

AMY: I think that the benches and the watto,46 and the grill, the curtains, it is nice

to see all of that and know that I was part of all of that and that it is still here.

    Social development.

Another component of the school climate is the focus on social development;

HPLS alumni described various ways they felt they had grown socially.  The focus on

leadership and positive school climate helped alumni develop social skills during high

school.

                                                  
46 Watto is the Tohono O’odham word for an outdoor shade structure traditionally built of
mesquite posts and saguaro ribs.
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Seventy-eight percent of HPLS alumni survey respondents responded positively

to the statement, “[Ha:sañ] helped me develop personal/social skills that helped in

college/work/family & community.”  Several alumni commented that the school had

helped them to become more outgoing.  For example, they stated that the school had

helped them to “Work with others socially, and to be more outspoken when necessary”

(HPLS Alumni Survey respondent).  Another explained that the school had “Helped me

overcome my cultural habit of looking away from speakers/listeners.  Helped me

strengthen my own opinions” (HPLS Alumni Survey respondent). One respondent stated

that HPLS “Made me more social and demanding”  (HPLS Alumni Survey respondent).

Alumni stated that the school had helped them with “communication,” “getting

along with others” and “working with others” (HPLS Alumni Survey respondents). One

alumnus noted that “Learning to work with others at the first week camp” (HPLS Alumni

Survey respondent) was a help to them.  Leadership was referred to as well, with one

respondent stating that “Student council gave me some leadership skills”  (HPLS Alumni

Survey respondent), and one noted her efforts to apply leadership training in a work

setting stating, “At work we do some activities and I try my hardest to be involved or to

be the one who does the planning”  (HPLS Alumni Survey respondent).

When asked what the school could have done to help her more, Christine notes

that social and leadership development, in retrospect, were what helped her at the school:

CHRISTINE: You know, I don’t, I don’t… I can’t really think of anything.

Because it, I think the school helped me, I just didn’t realize until after I left and,

and it’s hard to describe what that help was, whether it be like more social or
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grow in a way that I can, you know, relate to other adults.  Or organizing things.

I’m not too sure, I mean, I think I did like a lot of random things in school and out

while I was here with friends or with the staff here or in class.

Rosalie explains that the positive social climate at the school was contagious and

attributes it to helping her grow and to succeed in her job.  For Rosalie, this was critical

to the essence of the school:

ROSALIE: And with work-wise, it is sort of strange, but I have my people skills,

you helped me out with that, because you guys are all nice, and that makes other

people nice, and it catches on, you start learning to talk with people more, and it,

if I hadn't gone here, I probably wouldn't have be the same person I am, and I

would be less confident, and a lot of things would have fallen through.  Coming

here, I can say that it has changed every part of my life. There is every day life

and you say “that's a Ha:sañ thing.”  Yeah, you wake up and you are all happy

and you want to talk to everybody, and you say, “it is a Ha:sañ thing.”  Before, at

the rez school, you can wake up every day and not live throughout the day, and

say “I didn't do anything Ha:sañ-like today.”

    Atmosphere of acceptance and affirmation.

Some students came to HPLS with prior schooling experiences in which they had

either felt “invisible” if they weren’t the prototypical “good” student, or had not

demanded teacher attention in order to be viewed as a “good student.” These comments
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speak to the conditional nature of acceptance at previous schools.  By contrast, HPLS

alumni describe a more unconditional acceptance and affirmation at HPLS.  For several

alumni, it was not one aspect of the school climate that they noted, but the accepting,

affirming atmosphere as a whole.  An alumnus explained that “It wasn’t necessarily a

certain class, it was the continuing support offered without conditions” (HPLS Alumni

Survey respondent).  Another alumnus agreed, stating “All of the love and support made

me feel like I could do ANYTHING!” (HPLS Alumni Survey respondent)  Rosalie

explains how the school as a whole helped her:

ROSALIE:  Where to begin…  coming to school here has really helped me out,

probably, the most in being confident in myself and in my work.  And that had an

effect on everything else, resulting in a good performance at work, and also being

motivated to come to school and to do the work, and it is like when I come, I

know that I have that support.

For many Indigenous students, attending school presents a conflict between the

tribal identity at home and the western values taught in school.  By fostering a climate

that positively affirms student identities through its bicultural mission, HPLS avoids

creating a dynamic in which students feel pressure to deny their Indigenous identities.

Santo connects the school climate to HPLS’ efforts to acknowledge student individuality

or tribal identity.  HPLS acknowledges students from all backgrounds as a foundation for

fostering academic success.  Santo talks about how that differed from his previous on-

reservation school that served primarily Tohono O’odham students:
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AR:  Can you think of any ways that they are different?

SANTO:  Over here, we get different groups, so the school has to try to

acknowledge them I guess, so they have their events and what not, and they didn’t

have that, it was only TO cultural stuff over there at the school on the res.  Here it

is a mixture.

AR: What do you think about that?

SANTO: Hmm, it is interesting, it is nice to see other cultures.

AR: So it adds to the excitement or interest?

SANTO: Yeah.

Because HPLS is a student-centered institution, the school takes responsibility for

student success as opposed to looking at students and families as culprits if students are

having difficulty learning. The school was founded on the idea that the reasons students

had not achieved at high levels were the fault of the previous schools, not the fault of

students and families.  This relocation of responsibility sets the tone for upsetting the

status quo in ways that challenged the educators at HPLS and provided an affirming

atmosphere for students.  When asked to describe the school, Christine focuses on this

difference:

CHRISTINE: That it’s great!  And that it’s like nothing else and that, I think it’s

better than any other charter school because I don’t think that the other charter

schools are as harsh on their staff as, you know, this school.  Meaning that they

don’t, you know, as [an administrator] told me before, that there’s, if a new
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teacher or a teacher would come to [them] saying “they’re not learning”, [the

administrator] would tell them “then we’ll change your lesson plan.”  I mean, I

think they’re hired to, a lot of the staff that would just [say] you know, “they’re

not learning right”, packet people, and I think here it’s uh…  I think you look at

the staff more than the students and that, that’s really good cause that means you

care about the students more than the staff, I think.

When asked to describe the single most memorable thing about attending HPLS,

Rosalie explains that it is not really explicable, capturing the essence of the school

climate as she perceived it:

AR: So, what was the single most memorable thing about attending school here?

ROSLIE: One?  Hmmm.  I don’t know.  I just think back about being here, there

is too many…

AR: O-K, I will give you two (laughing)

ROSALIE: One event?

AR: Something you remember…

ROSALIE: One thing to match with Ha:sañ?

AR: One thing to match.

ROSALIE: It is more like a feeling, it is not like a thing.  It is like the feeling you

have when there is the whole school here, or when it is empty.  It is the same

feeling.  It is like a caring, welcoming feeling.  Just a big hug.  I don’t know.
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    Section summary.

One aspect of the educational experience expressed as centrally important by

HPLS alumni is school climate.  Relative to their experiences at other institutions, alumni

felt physically safe, emotionally secure, and individually regarded in a small campus.

They felt a sense of community at the school, described as a “family” atmosphere that

was positive for them.  This sense of security and community laid the groundwork for

students' gaining confidence and improving social skills.  The overall impression of

alumni is that the school as a whole affirms their identities and abilities in a positive

manner.

Summary and Conclusions

This chapter presented demographic information on the alumni at HPLS and

provided insight into alumni perspectives of the school through: (a) a detailed discussion

on students reasons for attending, (b) a detailed discussion on what students hoped to

accomplish and (c), a presentation of three themes that characterize the educational

experience as derived through alumni data.

 “Not Just a Teacher” explored the various aspects to relationships between

students and staff, highlighting an important part of the educational experience for HPLS

alumni.  “They Are Actual Teachers” showed the strengths and limitations of the

educational program in terms of curriculum and instruction through the eyes of alumni.

“It’s a Ha:sañ Thing” explored the school climate.  As others have found when describing
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the components of a school, the distinction between themes and categories is sometimes

difficult, with categories and themes being admittedly “overlapping and dynamic”

(Tompkins, 1998, p. 49).  Nonetheless, the themes provide coherent views of the things

that were important components of the schooling experience to HPLS alumni.

What comes across most clearly is that HPLS provides a secure, comfortable,

caring and nurturing environment that is viewed positively by alumni.  Alumni share

close caring relationships with staff members, and feel that the school climate is safe and

conducive to learning.  For those attending college however, it would seem that the

environment is possibly too comfortable, and that in retrospect alumni do not feel that the

school necessarily elicits some of the skills and content that are necessary for college

success.

The findings from the alumni data are discussed in relationship to other data about

the school in chapter 7, in which the entirety of the data are discussed through the

theoretical framework for the study, providing conclusions about the educational

experience as a whole.
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CHAPTER 7 — SUMMARY AND CONCLUSIONS

The prior three chapters explored the topical questions of the study and prepared a

foundation for considering the issue questions and central question of this study.  This

chapter begins by discussing findings from previous chapters in light of the theoretical

framework for the study.  In doing so, the issue questions and central question guiding

this study are addressed.  In discussing these questions, the corpus of data from the study

is considered.  Some broader implications of the study are then discussed.  Next the

limitations of the study are discussed.  A reflection on the research process is next

presented, followed by a summary of the entire case study.

The Issue of Empowerment

One of the issue questions guiding this research was “How did or didn’t the

students' experience at the school empower them as individuals and/or as contributors to

their community?”  Cummins' hypothesis (1989; 1992; 2000) concerning empowerment

of minority students in general, and Native American students in particular, provides an

especially appropriate framework for thinking about the educational experience at HPLS.

The HPLS mission explicitly aims to impact the larger communities it serves by

reversing the disempowering patterns in schools “that prevail in the society at large “

through providing an academically rigorous, bicultural curriculum in a community based

setting (Cummins, 1992, p. 4).  Cummins asserts that “minority students are ‘empowered’
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or ‘disabled’ as a direct result of their interactions with educators in the schools” (1989,

p.58).  According to Cummins, there are several essential dimensions to an empowering

educational experience.  These dimensions are: (a) Minority students' language and

culture are incorporated into the school program; (b) Minority community participation is

encouraged as an integral component of children's education; (c) Instruction (pedagogy)

is used to motivate students to use language actively in order to generate their own

knowledge; and (d) Professionals involved in student testing (assessment) become

advocates for minority students by focusing primarily on the ways in which students'

academic difficulties are a function of interactions with and within the school context

rather than locating the problem within the students (Cummins, 1989, p.59; 1992, p. 5).

Cummins holds that each of these dimensions can be analyzed along a continuum, with

"one end reflecting an antiracist orientation and the other reflecting the more traditional

assimilationist (Anglo-conformity) orientation" (1992, p. 5).   This is important, because

Cummins theorizes that the “assimilationist orientation often results in school failure

while an antiracist orientation allows students to develop the ability, confidence, and

motivation that lead to academic success” (1992, p.5)

In all of these dimensions, HPLS is providing an empowering experience for

students, particularly in comparison to other opportunities available to them.  In each

dimension, there are multiple findings that indicate the ways the HPLS program

empowers students to achieve success and feel positive about their identities as
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Indigenous youth.  Each dimension put forth by Cummins is discussed in relationship to

HPLS below.  Examples from the case portrait are provided to support this discussion.47

Incorporation of Language and Culture

Cummins (1989) asserts that the extent to which language and culture are

incorporated into the curriculum is a predictor of academic success for minority students.

This integration is shown to increase both academic success and positive cultural identity.

Cummins asserts that the empowering side of this continuum is an additive approach and

on the other side is a subtractive approach that is disabling to students (1992).  He states

that “educators who see their role as adding a second language and cultural affiliation to

students’ repertoires are likely to empower students more than those who see their role as

replacing or subtracting students’ primary language and cultural in the process of

assimilating them to the dominant culture (Cummins, 1989, p. 60).

Students attending HPLS are, for the most part, not bilingual, although many have

a heritage language spoken at home in addition to English.  However, language

revitalization is of key importance to the community.  This is illustrated in the most

recent Tohono O’odham Nation’s efforts to reform reservation schools (Tohono O'odham

Nation, 2004).  While HPLS does not currently provide the same type of “heritage

language immersion” program being implemented in other Indigenous communities, an

instructional model equated both with improved acquisition of the heritage language and

                                                  
47 To avoid repetition, examples offered are necessarily brief.  For more elaborate
descriptions, the reader is referred to chapters 4-6.
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improved academic achievement (Romero Little & McCarty, 2006), HPLS does much to

incorporate language and culture into the educational experience at various levels.

HPLS students take Tohono O’odham immersion classes for at least two years

and take other classes with an overt cultural focus such as traditional arts, traditional

singing, and basket weaving.  In addition to specific classes in Tohono O’odham and

Native language, history and culture are formally woven into every class, in every

discipline at the school, through inclusion of language and cultural standards that

accompany state standards in each discipline.  Academic events such as the Annual Unity

and Leadership camp, the “Smash Columbus Day” poetry reading, annual storytelling

evenings, academic showcases, and the school’s comprehensive gardening program

provide opportunities for students to integrate heritage language learning with other

academic areas.  Clubs such as traditional singing and basket weaving provide extra-

curricular activities with a cultural focus.  In the dimension regarding incorporation of

language and culture, the HPLS program is clearly additive rather than subtractive vis-à-

vis Cummins' framework (1989).

Community Participation

When students' communities are involved in the educational process, and

especially when they are invested in "running their children's school," parents have a

positive attitude towards education that is communicated to students (Cummins, 1992, p.

6).  In this dimension, Cummins (1989) describes the continuum from collaborative to

exclusive.  In practice, besides encouraging parents to be actively and meaningfully
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involved in the operations of the school, an important component is viewing the parents

as an ally and resource rather than a contributing factor in school failure.  According to

Cummins (1992), in a Native American context, this can and should be viewed more

broadly to include community knowledge in the curriculum.  All of these components on

the collaborative side of the continuum are evident at HPLS.

Community participation is a key facet of the educational experience at HPLS at a

variety of levels.  Parents are formally involved in school governance through governing

board membership, as required by the school’s charter, and through regular parent

meetings, that are open to all parents.  Parent meetings provide opportunity for all parents

to formally make input into key components of the school program.  Parent involvement

in the everyday affairs at the school begins during the enrollment process, wherein they

meet administrators and teachers and receive a personal tour of the campus.  Throughout

each school year, parents attend parent conferences, participate in Individualized Study

Plan meetings, and select ways in which they will volunteer on campus.   Parents and

sponsors also have access to current information about academic progress through real-

time access to the school’s electronic grading system and through bi-weekly grade

reports. To bridge the challenge posed by the distance some parents must travel to get to

the school, conferences, ISP meetings, and parents meetings are held in the reservation

community as well as on the HPLS campus in Tucson.  Parents and community members

are involved in many instructional components of the school as guest speakers and as

participants in academic events.   Additionally, the school actively recruits Tohono

O’odham and other Native American community members to work in all areas of the
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school.  The school’s governing board is comprised entirely of Tohono O’odham tribal

members.  In aggregate, the majority of staff members are also Tohono O’odham (43%)

or Native American (21%), strengthening links to the community and enabling the type

of curricular integration next described.48

Cummins (1992) notes that in Native American communities especially, the

“collective historical experience of the community must be used as the context for all

learning at the school" (p. 7).  At HPLS, Tohono O’odham language, history and culture

are woven into all aspects of the school’s curriculum and are employed to anchor all

learning experiences.

In a more broadly conceived way, HPLS was designed utilizing a community-

based approach that incorporated parent and community input and participation from its

inception.  In this way, the school reflects the needs of the community it serves on a very

foundational and non-superficial level.  Additionally, the school sets forth in its mission

statement an aim to help students become “strong and responsible contributors” to their

community, reinforcing a positive reciprocal approach that links schooling to community.

Further, as a charter school, enrollment at the school is voluntary.  To stay viable, the

school must remain responsive to the particular needs of the community it serves.

                                                  
48 The staff currently (2005-06) consists of 28 members with the following ethnicities:
Tohono O’odham (12 or 43%); Native American (6 or 21%); Caucasian (5 or 18%); Bi-
racial (3 or 11%); Cuban (1 or 4%); Chicano (1 or 4%).  More details are provided in
Table 9.
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Interactive, Experiential Pedagogy

Cummins (1989) describes an empowering pedagogy as interactive/experiential

in contrast with a pedagogy of transmission.  He states that this is reflective of (a) the

extent to which the teacher maintains control over classroom interaction, and; (b) the

extent to which the instruction is experiential and context embedded, motivating learners

to generate their own knowledge.   In contrast with the disabling transmission model,

described also by Paulo Freire as a banking model (Freire, 1997), (Cummins, 1992, p.

64), interactive/experiential pedagogy has the following traits:

• genuine dialogue between student and teacher in both oral and written

modalities

• guidance and facilitation rather than control of student learning by the

teacher

• encouragement of student-student talk in a collaborative learning context

• encouragement of meaningful language use by students rather than

correctness of surface forms

• conscious integration of language use and development with all curricular

content rather than teaching language and other content as isolated

subjects

• a focus on developing higher level cognitive skills rather than factual

recall

• task presentation that generates intrinsic rather than extrinsic motivation.
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The pedagogy at HPLS meets the criteria for empowering pedagogy based on

these criteria.  As illustrated in the alumni interviews, staff/teacher relationships are

positive and do not rely on traditional power hierarchies that impede genuine dialogue

between staff and students.  In addition to other opportunities, students correspond with

teachers about their academic work through formalized reflection that occurs in every

class as part of the portfolio process.  The teaching methods used at HPLS are rarely

teacher centered.  During classroom observations, it was sometimes difficult to find the

teacher quickly in the room, ensconced as he or she was amidst groups of students busily

engaged in various projects.   Most classrooms utilize some form of cooperative learning,

and on all of my classroom visits, students were actively engaged in their learning.

Typically, students enter the classroom and begin working without any request being

made from the teacher.

Both Tohono O’odham and English language are integrated into all subject areas.

All lesson and unit plans include a section to note the “level of academic intensity”

(where the Bloom’s level is designated).  Finally, the project-centered curriculum, based

on relevant (often community based) topics, promotes high levels of motivation for

students.

Assessment and Advocacy

The final component of Cummins’ framework concerns assessment.   On this

continuum, an advocacy-orientation with respect to assessment is more empowering than
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a legitimization-orientation that can be disabling to students.  Cummins explains that

(1989):

Historically…psychological assessment has served to legitimize the educational

disabling of minority students by locating the academic problem within the

student herself.  This has had the effect of screening from critical scrutiny the

subtractive nature of the school program, the exclusionary orientation of teachers

towards minority communities, and the transmission models of teaching that

suppress student’s experience and inhibit them from active participation in

learning (p. 65).

Additionally, Cummins (1989) explains that the assessment dimension is

interrelated with the other dimensions because disabling practices in the areas of

language/cultural incorporation, pedagogy, and community involvement set the stage for

disabling practices in assessment.  Cummins states that an advocacy approach can reverse

the disabling, legitimizing function of reliance on Psycho-educational testing (1989) to

assess students.

In the assessment dimension, HPLS functions in an advocacy role in many

different ways.  Cummins suggests that school psychologists and special education

teachers perform a crucial role in the advocacy process by “scrutinizing critically the

cultural, social, and educational contexts within which the child has developed” (1992, p.

10).  At HPLS, the role of advocate includes each staff member and extends beyond the

Special Education department to an institutional level.
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The school was designed to meet the particular needs of the population it is

designed to serve.  The bicultural, college prep curriculum provides a powerful message

to students.  It tells them that as an institution HPLS respects the duality of the world they

live in and is committed to helping them be successful in both worlds, thus validating

both as important.  Further, the problems faced by students are understood to be the direct

result of disabling prior schooling experiences.  HPLS takes responsibility if students are

not learning.  All students (even those designated as Special Education students) are

expected to succeed and to graduate prepared to enter college.  In order to be successful

at this, HPLS constantly evolves in its programs and practices the better to meet student

needs.  One example of institutional advocacy is the development of the school’s master

schedule of courses.  Each year, advisors review all student transcripts (both incoming

and returning students) to determine, based on student needs, what courses will be

offered.  All hiring, budgeting, and planning for the following year then rely on this data.

Another aspect of school-wide advocacy is evident in the weekly staff meeting, wherein

time is set aside for the entire staff to share information about individual students.  The

focus of this time is for the staff to work together to help each other understand how to

work with individual students and to better understand their circumstances.

In addition to institutional advocacy of a more general nature, there are also

specific practices related to assessment that are empowering for students.  As part of its

charter, the school utilizes multiple indicators of student success.  This is especially

important because as a charter school, the school’s success is in large part evaluated on

the basis of its standardized test scores.   AIMS test scores and the related school labeling
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process (Arizona Learns at the state level and Annual Yearly Progress at the federal

level) are a critical determining factor for charter renewal.  Even so, HPLS has

maintained its commitment to broad-based assessments and is currently considering

graduation by portfolio.  Classroom teachers create performance-based assessments,

which promote deep understanding rather than simple transmission and validate the

bicultural/bilingual aspects of the curriculum.  Portfolios are created in every class,

culminating in a student-created senior portfolio that highlights a student’s

accomplishments across time.  Academic events regularly provide additional

opportunities for students to demonstrate academic achievement and cultural/linguistic

knowledge.  The focus of all of these assessments is on allowing students to demonstrate

competence in all aspects of the school’s mission.

With specific regard to the AIMS test, staff at HPLS advocate for students by

helping them feel comfortable with the testing process and communicating clearly to

students and parents that it is an important indicator, but that it is just one indicator of

their success.  Before AIMS testing, the staff talk to every student about the test, letting

them know that it is important, and that they need to come to school and take it seriously

for the school to stay open.  But this message is couched in a caring manner, with staff

also telling students that the test is biased, that it is a state and federal requirement, and

that it doesn’t measure them as a person or capture the many unique skills and talents that

every student has.  The testing day is like a party, albeit not a very fun one.  Since AIMS

is not a timed test, students get snacks, breaks all day (in line with testing regulations),

and a special catered lunch, but they are encouraged not to leave the room until a



320

specified time.  Students are instructed to continue working on the test for the whole day.

During breaks, the test administrators give pep talks.

Section Summary

When viewed in light of Cummins’ framework, it is clear that the educational

experience is empowering for HPLS students in all of the dimensions he posits.  Multiple

indicators were available to support the assertion that the educational experience is

empowering.  This said, even schools that are empowering can be viewed on a continuum

in terms of the extent to which empowering practices are implemented.  HPLS is far

along the continuum toward empowering, but it could be moved further by continued

growth in the area of incorporation of language and culture, increased collaboration with

parents and with the larger tribal community, and further efforts in the area of developing

and utilizing alternative assessments.

Additive vs. Subtractive Schooling

The second issue question guiding this study was “What elements of this

experience are either additive or subtractive for students?” The theoretical lens for

thinking about this question is Valenzuela’s (1999) conception of subtractive and additive

schooling.

In Subtractive Schooling Valenzuela (1999) describes the complex

interrelationship between the school program and authentic caring.  According to
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Valenzuela schools subtract from Mexican-American youth in two important ways.  First,

schools “dismiss the definition of education grounded in Mexican culture, in which the

term educaciòn assumes that an individual student’s progress is lodged in the caring

relationship developed between teacher and student.” (Valenzuela, 2001, p. 1)

Subtractive schooling also divests Mexican-American youth of their language and culture

through assimilationist practices that uncritically transmit only the dominant culture's

customs and language, consequently subtracting the very strengths that students bring

with them to school.

Valenzuela (1999) explores an idea of additive schooling in the epilogue to her

research, forming a tentative basis for an additive framework.  An additive framework for

Mexican American youth might include:

• Equalizing opportunities through a bicultural schooling process that

respects student’s identities and does not ask them to choose between

being Mexican and being American.

• Including student’s language coupled with employing culturally relevant

pedagogy.

• Acknowledging the non-neutrality of knowledge, and overtly recognizing

that the knowledge typically taught in schools is both dominant and

exclusionary.

• Focusing on maintenance of the community, "including home-school

relationships, even if this means that the discourse gets politicized"

(Valenzuela, 1999, p. 270).
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Valenzuela (1999) emphasizes that additive schooling and authentic caring may

be synonymous.  When the above components are included, the additive nature of the

schooling experience sets the stage for an authentic, caring pedagogy.  Valenzuela

explains: “Because both concepts convey a profound respect and love of community as

well as an enhanced awareness of Mexican Americans’ historic struggle for equal

educational opportunity, each unfolds naturally into the other” (1999, pp. 270-271).

Although her findings draw from a study with Mexican-American youth,

Valenzuela (1999) notes that:

…The concept of subtractive schooling is applicable to the experiences of other

U.S. minority youth like African Americans, American Indians, and Puerto

Ricans, especially if they come from segregated, low-income, urban communities.

They too, must deal with the derogation of their cultures and histories.  Their

name and identities also get altered in the process of schooling, and the richness

and complexity of their linguistic repertoires are also devalued and construed as

barriers to overcome.  Biculturalism or bidialectism is typically not presented to

them as an option.  (p. 266).

Valenzuela puts forth a powerful framework for thinking about the schooling

experience as it affects minority youth in the United States. Valenzuela (personal

communication, April 11, 2005) suggests the following components might provide an

additive framework leading to authentic-caring pedagogy in a Native American setting:
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(a) Privileging bilingual/biculturalism; (b) Culturally relevant pedagogy; (c) Politically

aware, authentic caring that is unconditional and based on relationships.

The data indicates that the school program at HPLS is indeed additive rather than

subtractive.  HPLS clearly privileges bilingual/biculturalism in its mission and in its

implementation of the school program.  As discussed previously in light of Cummins’

work, the program at HPLS does not subtract the linguistic and cultural resources that

students bring with them to school.  To the contrary, there is evidence on many different

levels that student’s language and culture are considered assets; they are included in all

aspects of the school program.  This results in a culturally relevant pedagogy, as these

assets are also an overt focus of the curriculum and programs.  Crucially, alumni

expressed the multiple ways in which they felt unconditionally cared for and accepted by

the staff and in the school setting as a whole.  Together, these findings indicate the

presence of an authentic-caring pedagogy at HPLS.  The school program includes

additive components, and students view this positively as a form of caring.  Students are

unconditionally accepted as individuals.   One founder describes the way the authentic

caring and additive education are reciprocally enacted at HPLS:

I am always tempted to describe Ha:sañ in terms of the categories of curriculum

and school culture; however, what makes Ha:sañ unique is the amplification that

occurs in concert between the curriculum and school culture.  My gut reaction is

that Ha:sañ is unique because we LOVE OUR KIDS – I mean really passionately

care about their experience and who they are and what they want.  Certainly not

all the adults that have passed through Ha:sañ feel this way, but a critical mass



324

definitely does.  I think this perspective is the foundation that fuels a sense of

urgency to develop and grow all the other unique features of Ha:sañ.  Because the

school was decidedly started for the kids, out of such love, the curriculum,

management and therefore culture is all focused on our best efforts to give the

students what they need.  Out of this we have developed many unique features -

activities and practices that draw students together and strengthen their positive

identity as tribal members.  (Interview with Kateri, HPLS co-founder)

Findings from this case study support Valenzuela’s notion that additive education

may indeed be synonymous with authentic caring.   The portrait of the school describes

the program, but the alumni perspectives bring the portrait to life by detailing the

important facets of their relationships with staff and positive school climate.

The Educational Experience

The central research question for this study was “How might we characterize the

educational experience at HPLS?”  There is no simple answer to this question, but there

are observations that can be made as a result of this case study.   Although much

controversy surrounded the opening of the school, HPLS was founded based on the

expressed needs of the community it serves.  HPLS provides an educational choice for

students that can be characterized as empowering.   As an Arizona charter school, HPLS

is required to base its program on Arizona state standards.  HPLS utilizes state standards
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but creates an additive educational program for students by incorporating Tohono

O’odham language and Indigenous knowledge, history and culture into all facets of the

educational program.  The culturally appropriate curriculum, combined with genuine

caring for the students, creates a positive school climate that is perceived as such by

alumni.  HPLS is an evolving organization that continues to be responsive to the needs of

the community.  It is also clear from the alumni perspective, that HPLS differs markedly

from other schooling options available to the students it serves.  

Although the purpose of this case study was not to evaluate the effectiveness of

the school program, some additional observations can be made.  HPLS maintains a full

enrollment, indicating high levels of parent satisfaction with the school.  Another

indicator of parent satisfaction is that HPLS has been ranked in the Top 4049 Arizona

Charter Schools in the last two Arizona State Board for Charter Schools parent surveys

(Solmon, 2003).  HPLS students are increasingly being admitted to college.  Graduation

rates have improved from 56% in 2002 to 78% in 2004 (Arizona Department of

Education, 2005c).  While graduation rates have increased, dropout rates have decreased.

In 200350, HPLS had a dropout rate of 8.6%, as compared to the overall state average of

8.5% for all students and 15.3% for Native Americans (Owin, 2003).  Perhaps most

importantly, HPLS received the highest average ranking of any school serving Tohono

O’odham youth (both on and off the reservation) and was the only school included in the

category of “Strengths of the current Tohono O’odham educational system” in the

Comprehensive Education Study performed by the Tohono O’odham Nation (Tohono
                                                  
49 In the “Grand ranking” for 2001, it was ranked 16th.  In 2002, it was ranked 17th.
50 This is the most recent data available.
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O'odham Community College, 2004a).  Finally, HPLS students are achieving as well or

better than their peers at other schools as measured by AIMS.  By many indicators, the

educational experience at offered by HPLS could be characterized as successful.

Juxtaposed with these indicators of success is HPLS’ federal label as mandated by

NCLB.  The federal government’s involvement in and effects on Indigenous education is

an on-going concern.  This is perhaps especially true at Indigenous-serving charter

schools, because of the tension between autonomy and accountability that is key to

charter school reform.  During the course of this study, HPLS went from Making Annual

Yearly Progress51 (AYP) to Not Making AYP.  AYP is a designation of school status

outlined in NCLB.  This has placed the school in School Warning Year Status, just one

year shy of being put on School Improvement Status.  AYP is based mainly on reaching

target proficiency rates in 10th grade Reading and Math AIMS subtests.  The primary

reason HPLS did not make AYP is that it did now show enough gain in the 10th grade

Math subtest (target was 25% passing; 19% passed).  A secondary reason is that the

minimum group size for Safe Harbor52 requirements changed in the Summer of 2005

(after the test administration in the Spring of 2005) from 30 to 40, making HPLS

ineligible for Safe Harbor because only 36 10th grade students were tested in Spring 2005.

Although HPLS did not make AYP, it is still designated as Maintaining Adequate

Performance under Arizona’s own system of labeling schools, AZ Learns, which is based
                                                  
51 To make AYP, a school must achieve a 95% participation rate on AIMS, reach state
determined targets for either proficiency or reducing non-proficiency, and, at the high
school level, attain state determined graduation rate targets.
52 Safe Harbor allows schools and districts that do not reach their “proficiency target” but
reduce non-proficiency (by at least 10%) in groups of at least 40 and meet either the
attendance indicator or graduation indicator to still make AYP.
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on achievement data from 10th, 11th, and 12th graders, showing growth between grades.

However, the federal AYP designation requires immediate action on the part of the

school in order to remain in legal compliance and remain open.

The impact of this label should not be underestimated in terms of the potential

deleterious effects on the school's unique program and ultimate viability.  Thus far, being

in School Warning Year Status has required the school to create an Arizona School

Improvement Plan (ASIP) based on a state-prescribed needs assessment that describes

how the school plans to increase student reading and math test scores.  As part of the

School Improvement process, HPLS has already had to make programmatic changes.  For

example, in the 2005 school year 103 minutes of math per week (in the form of a Math

lab course) was added to each 9th and 10th grader’s schedule.  This replaced a course

titled, “Academic Support” where students complete projects from any of their classes

with the aid of a teacher.  AIMS tutoring now takes place after school and on Fridays for

all students who did not pass one or more portions of AIMS on the previous test

administration (the majority of students are in this category).  This additional tutoring

time replaces other after school and Friday activities (including clubs, sports, field trips,

and tutoring for coursework) for these students.  This places stress on students and is

slowly narrowing the scope of their education by leaving little extra time for engaging

with the culturally relevant curriculum utilized in their classes.

 School Warning Year Status has caused additional stress for teachers and

administrators.  Friday tutoring makes it nearly impossible to bring the entire staff

together for professional development because at any time several teachers are busy
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tutoring (the tutors must be highly qualified).  Additionally, two Friday professional

development sessions were consumed in creating the ASIP (the entire staff and several

governing board members were present for these sessions).  Ironically, all of this takes

away from group curriculum-writing sessions and other professional development

opportunities that give teachers opportunities to plan cooperatively and improve the

curriculum. It also adds extra responsibilities to teachers' already-busy schedules and has

created a state of constant urgency about the test that decreases resources, motivation and

ability to carry forward project-based, experiential learning experiences, a cornerstone of

the HPLS program:

I understand the type of pressure that AIMS puts on the school.  It is put on every

school I have noticed how teachers, and I even heard it verbalized at the

beginning of the year, at a faculty meeting, that we wanted to steer away from

daylong field trips because it would cut into time that the kids would have to get

ready for AIMS….  That kind of stuff, with all-day field trips, is a really good

thing.  So I think that field trip kind of things, and I don’t know if teachers

stopped doing them because of the AIMS stuff, someone talked to me the other

day about the teachers and they said that they were going to spend most of the

semester preparing the kids for AIM and not do anything else.  (Interview with

Julius, HPLS teacher)

Teacher stress and burn-out from the pressure of AIMS contributes to high
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teacher turnover, creating a situation where the school is less capable of helping the

students than it otherwise could be.  Training teachers to implement the unique

curriculum at HPLS is time consuming and resource intensive.  Additionally, students

feel rejected rather than cared for when teachers leave, further undermining efforts at

HPLS:

What else I am trying to say is that I have been here for a while, and that there is a

lot of teacher turnover, and maybe that is something that just happens, but I think

that you can help the students more if there is more continuity. [Four particular

teachers] stayed for a while, but there has been a lot of turn over in other aspects,

particularly in math, and I think that the math teachers feel incredible amounts of

pressure to get the kids up to level, because that is the lowest, as far as AIMS is

concerned, that is the lowest thing.  How do you balance meeting those

requirements with…the teachers? …I think that’s related to the amount of

pressure they are feeling to get kids up to a certain level.  And if the class isn't

fun, it is because the teachers are burnt.  I think that teachers as a whole get burnt

out, and they leave the field and they teach for a little while and then they get out

of it.  And maybe, you know, some of it has to do with the accountability stuff,

and with pay.  If we could try and keep teachers on more…  And then, I have

heard the students staying, “How come so and so left, why couldn't they hang

with us?”  And I am not saying they have to stay here 10 years; if they could stay

at least 4 so that they get to see a graduating class all of the way through.  That is
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probably a good thing for the kids.  And maybe there is something the school can

do about that.  (Interview with Julius, HPLS teacher)

A large number of students come to HPLS many years behind in achievement,

and implementing the school program as outlined in the charter is resource intensive.

Few additional funds are provided to the school in order to implement its school

improvement plan, and some have significant strings attached.53  The accountability

system (including the AIMS test and the NCLB labeling system) drains much-needed

resources from HPLS and makes it more challenging for the school to carry out its

mission of helping students to be successful.  McCarty (2002) explains how this vicious

cycle has the effect of maintaining the disadvantages that students already face rather

than improving circumstances as promised with NCLB:

Buried in the rhetoric is the fact that standardized testing is not accompanied by a

parallel commitment to standardize the economic and social investment in

children subjected to the tests. Clearly the tests are discriminatory in their

English-only content and devaluation of the social and cultural capital Indigenous

and other minoritized youth bring to school.  A more fundamental injustice is a

system that bestows educational resources on the privileged, rewards their cultural

capital (Bourdieu & Passeron, 1990), and then sanctifies their consequent

advantage with standardized tests.  There is nothing neutral or impartial about this

                                                  
53 $10,000 is provided to implement the school improvement process during the Warning
Year Status.  Generous funds are available for AIMS tutoring, but they are not paid
unless students show improvement based on a learning contract they make with the tutor.
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process.  It reifies existing racialized and class-based social structures, and

ensures that the gap between those with and without access to opportunities,

resources, and power will continue to grow. (p. 198)

Other subtle but potentially substantive changes have occurred at the school as a

result of its being on School Warning Year Status. Prior to failing to make AYP, HPLS

consistently utilized a proactive approach to organizational planning that was based

solely on the needs of the students and the communities it serves.  Priorities were decided

upon through a deliberative process.  The school implemented changes in its own way,

collaboratively with members of the school community.  To a great extent, this appears to

still be true.  However, as external pressure grows, the school has no choice but to react,

as it has this year, in order to improve its school label.  Mounting external pressure moves

control over the school away from the community it serves.  McCarty (2002) clarifies

how this undermines Indigenous community efforts towards self-determination:

Standards and accountability are a national obsession that strike at the heart of

Indigenous self-determination and minoritized community control.  The very

existence of Indigenous community schools depends on their compliance with

standards that not only devalue Indigenous knowledge, but jeopardize children’s

life chances by threatening to deny them a high school degree.  That children are

subjected to these pressures in preschool is among the more perverse

manifestations of a national education system that, while masquerading as an
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equalizing force, in fact begins to stratify and segregate the moment children enter

school. (p. 198)

As a charter school, HPLS is especially vulnerable to the punitive effects of

NCLB.  Its very existence is at stake.  While a traditional public school remains open

during the School Improvement Process, it remains to be seen how the Arizona State

Board of Education will ultimately respond with regard to charter schools that are

designated as Failing.  Currently, achievement as measured by Arizona Learns and

Annual Yearly Progress are one component of the charter school five-year monitoring

and renewal process.  By statute, a charter school can be closed for not complying with

the contract it signed with its sponsor when the charter was granted.  In many cases these

contracts contain specific achievement targets for students.  Despite all of the positive

aspects of the educational experience at HPLS, this single indicator of accountability

threatens to slowly dismantle the innovative program at HPLS or, worse, result in the

school closing.  In addition to all of the other characteristics that are true about the

school, the current accountability system also makes HPLS fragile.

While all of this is unsettling, there is hope.  HPLS has historically overcome

many challenges. When the school labeling system was started, many in the school

community anticipated the potentially negative effects.  Long before the school failed to

make AYP, planning began for a middle school.  As a proactive initiative, the middle

school was planned to help increase achievement and attainment of charter goals.  It is

hoped by many that additional years with students will offset the potentially negative
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effects of NCLB on the school program, allowing it to continue its multi-faceted

approach.  Another proactive move has been refinement of the alternative assessments

created at the school level, especially in the area of portfolios.  Some states are

authorizing the use of performance assessments instead of high-stakes testing.   Should

HPLS be given the opportunity to do so, it is poised for this.

There is evidence that the HPLS staff is continuing to strive for excellence in

ways that align with the charter goals, even in light of School Warning Year Status.

Many staff remain committed to the school’s vision, and feel certain that achievement (in

its many definitions) will suffer if the school’s charter goals are not pursued.  The school

is trying to expand its gardening program by leasing a large flood plain area (along the

Santa Cruz river) from Pima County.  With additional garden space, the school hopes to

increase interdisciplinary integration, to increase opportunities for relevant bicultural

experiences, and to create new community alliances.  HPLS also became involved with a

mentoring program with the local university in the 2005-06 school year.  This program

initiated a formal mentoring process between Native American university students and

college-bound HPLS students with hopes of easing the transition to college and

promoting college completion for HPLS alumni.   These examples show the resilience of

the school, even in light of serious external challenges.

Section Summary and Conclusions

This section summarized the characteristics of the educational experience at

HPLS.   The corpus of data was considered in characterizing the school through the
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lenses provided by Cummins regarding empowering education and Valenzuela in regard

to caring and additive schooling.  HPLS serves Indigenous youth with an empowering,

authentic-caring pedagogy.  There are multiple indicators that the school is attaining

success.  However, HPLS is made vulnerable because of NCLB.  The school’s potential

for reaching its broader goals is challenged by the accountability policies of NCLB.

Broader Implications for Socially Just Schooling

There are many open questions related to charter schools in the current theoretical

and empirical research.  One is whether charter schools can ultimately result in providing

more socially just schooling.  Some charter school advocates believe charter schools do

have the potential to reform an educational system that has historically been inequitable

for minority populations (Kolderie, 1995; Nathan, 1996; Schorr, 2000; S. Smith, 1998).

Counted among this group are those seeking equity and quality through ethnically

focused charter schools.  As more Indigenous and minoritized communities look to

charter schools as a method of school reform for their communities, there are important

issues from this case that should be considered.

Knight Abowitz (2001) suggests that charter schools might promote social justice

through “creating multiple educational publics that can set the stage for transformative

economic redistribution and cultural recognition as ways of addressing oppression and

exclusion” (p. 1).  In order for this to happen, charter legislation must allow for (a)

transformative rather than affirmative economic redistribution of resources flowing into
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schools and (b) promote transformative rather than affirmative cultural recognition which

operates from an essentialist view of multiculturalism.

Knight-Abowitz (2001) defines transformative solutions as those that are “aimed

at correcting inequitable outcomes precisely by restructuring the underlying generative

frameworks” (p. 8). This contrasts with affirmative solutions that aim to correct

“inequitable outcomes of social arrangements without disturbing the underlying

framework that generates them.”  She notes rightly that the specifics of charter legislation

in key areas figure prominently in determining this potential.  Each of these is discussed

more below with particular attention to Arizona.

Through this framework, legislation that promotes transformative redistribution of

resources would be one component of promoting social justice.  Arizona charter law does

not promote transformative redistribution of resources.  Arizona charter law does not

disturb the “underlying generative framework” in the area of funding.  To the contrary,

Arizona charter school students receive on average less per-pupil funding than those

attending regular District schools (Arizona Department of Education).  But minority

students represent a considerable portion of Arizona’s charter school students

(comprising 46% of charter school enrollment and 52% of District enrollment) (Arizona

Department of Education, 2005a).  This means that many minority students are attending

charter schools that receive less resources than do District schools.  Also, unlike their

traditional public school counterparts, Arizona charter schools can have funds withheld

by the state for any breaches of contract or late mandatory reports.  Additionally, charter

schools do not have the ability to leverage local tax revenues for capital projects
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including facilities.  This means that all facility and capital expenses must be paid from

the per pupil generated state equalization funds, further reducing monies available.

Finally, transportation is funded at less than $200 per pupil per year for charter schools as

opposed to a per-mile actual cost rate paid to traditional school districts.  For all of these

reasons, Arizona charter legislation does not promote transformative redistribution in

regard to funding.

According to Knight-Abowitz (2001), another important component of socially

just charter schools is whether they allow for transformative, cultural recognition for

students as opposed to an affirmative framework that is based in an essentialist view of

multiculturalism.  HPLS provides one example of this being possible.  HPLS not only

includes language and culture in the curriculum but it embodies other community values

such as a commitment to college preparation.  However, as evidenced by the HPLS

experience with NCLB, the legislative focus on a narrowly conceived model of

accountability can potentially undermine a school’s ability to serve its community’s

needs by placing external pressures on a school’s program that conflict with other

innovations occurring.  This is especially true when a community aspires to do more than

raise achievement on standardized tests.  Although for most communities this type of

academic achievement is important, as seen at HPLS there can also be other important

goals.

Knight-Abowitz’s (2001) framework suggests that charter schools might promote

social justice if they can promote transformative solutions.  Based on this framework, at

least in Arizona, charter schools will not likely accomplish this goal because (a)
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chartering legislation does not promote transformative economic redistribution and (b)

mandatory participation in the federal accountability system (NCLB) limits the ability of

charters schools to attend to other important commitments (transformative cultural

recognition).  For this to change, substantive structural changes in the legislation

determining charter school funding and accountability systems would have to occur.

Beyond Knight-Abowitz’s framework (2001), the HPLS case highlights other

important lessons about NCLB, with particular relevance for charter schools designed to

promote social justice and educational equity for underserved communities.  These

lessons are of urgent importance because many Indigenous (and other minoritized)

communities are currently turning to charter schools as a way around or a way to exit the

federal, public, or parochial schools that have historically failed their students and

communities. 54  There is a voluminous and growing body of literature that details the

ways NCLB is failing the students that most need improved options, in all types of

schools (see for example Meier, 2002a; Meier, Kohn, Darling-Hammond, Sizer, &

Wood, 2004; Valenzuela, 2005).  The following discussion outlines why charter schools,

particularly those serving high-need populations are not immune from the punitive effects

of NCLB, and may indeed by even more vulnerable to its effects.

                                                  
54 In line with the focus of this study, this discussion focuses on Indigenous-serving
charter schools.  It is acknowledged, as discussed earlier in chapter 2, that some African-
American, Latino/a, and other minoritized communities have also turned to charter
schools.
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Charter schools are premised on a market-based, autonomy for accountability55

trade-off in which autonomy is granted in the areas of governance, administration, and

pedagogy in exchange for accountability for increased student achievement (Nathan,

1996).   Clearly, the local control and programmatic autonomy promised in various

charter school laws nationally has great appeal for many underserved communities.

Indigenous communities are understandably eager for long overdue local control of

schools and educational programs; HPLS is but one of many examples of such schools.

There are few limits to the innovations in governance structures (allowing for local or

Tribal control) and educational programs (allowing for programs designed to meet

community priorities) that can be devised under the umbrella of chartering legislation.

Autonomy to enact a particular educational vision is what draws many Indigenous

communities to charter schools.  But autonomy is only one part of the charter school

premise.  It is balanced by the idea of accountability.

The problem is with the issue of accountability as it has evolved under NCLB.  As

long as the accountability portion of varying charter school laws are at their core

beholden to federal policies that mandate the labeling of schools based on gains on

standardized tests, charter school autonomy is an illusion.  Regarding this arrangement,

Opfer (2001) states:

Yet the pairing of charter schools with accountability obscures the disciplinary

nature inherent in this arrangement.  Primarily, the pairing of accountability with

                                                  
55 The term accountability in the charter school literature also includes varying, evolving
definitions.  See for example: (Anderson, Finnigan, Price, Adelman, Cotton, & Donelly,
2003; Garn & Cobb, 2001)
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charter schools hides the conformity required in the curriculum to meet testing

demands while implying that schools are free to teach as they see fit. (p. 209)

NCLB provides a mandate for labeling and placing sanctions on all publicly

funded schools (including all charter schools), based on a formula for measuring

Adequate Yearly Progress.  In essence, although Indigenous-serving charter schools are

able to implement a variety of innovative educational programs (including foci such as

heritage language programs, culturally relevant curriculum, and other pivotal community

concerns), the bottom line is that charter schools are still accountable to federal NCLB

and individual state regulations which are primarily based on standardized test scores in

reading and math.  In addition to measuring progress in these academic areas, progress is

to be made on a federally determined timeline.  This means that no matter what

innovative programs are implemented, if test scores do not improve the prescribed

amount within externally controlled timelines, these charter schools will be deemed as

not making AYP.  Per federal law, schools that continue to fail to make AYP face

sanctions that escalate over time (starting with a School Improvement Plan in year 1, up

to state-led implementation of Restructuring in year 6 (Arizona Department of Education,

2005b)).  Especially for Indigenous communities, this form of external control is not

different from previous policies and legislation providing for federal or state control of

Indigenous schools (and may be arguably worse depending on how charter authorizers in

various states choose to handle schools who do not make AYP).
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The HPLS case shows the potential of the autonomy afforded through charter

school legislation.  When the HPLS charter was written, NCLB did not yet exist and the

founders were able to create goals and objectives that included multiple foci of

importance to the community as described in chapter 5.  This autonomy has resulted in a

program that has broad, clear positive outcomes for students as described in chapter 6 and

earlier in this chapter.  However, the HPLS case also clearly illustrates how innovative

programs can be undermined by charter school accountability as implemented through

NCLB.  The HPLS case illustrates the immediate impact of a punitive accountability

system.  In a single year of failing to make Annual Yearly Progress, the following effects

can be seen: (a) The curriculum has been affected, with a decided narrowing of what

students have time to learn, including a necessary diverting of focus away from project-

based learning that incorporates O’odham, language, history and culture and towards

remediation in math and reading; (b) Diversion of resources (time, money) away from the

broader charter goals and towards activities that will improve math and reading scores,

and (c) Perhaps most importantly, a decrease in local control of the educational program

resulting from required school improvement planning activities that dictate a school-wide

focus on remediation in the areas of reading and math.  When viewed in light of

educational research which shows the way inclusion of heritage language instruction and

culturally relevant pedagogy contributes to overall achievement for Indigenous students

(Deyhle & Swisher, 1997; Romero Little & McCarty, 2006; Swisher & Tippeconnic III,

1999), it becomes clear that the changes in the educational program caused by the federal
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accountability system as implemented through NCLB could possibly result in the exact

opposite of their intended effect in terms of student achievement at HPLS.

In light of all of this, what can be done to promote charter school potential to offer

improved educational options for Indigenous students?  Clearly the conundrum revolves

around federal and state policies governing accountability, specifically those that address

the ways accountability is measured, enforced, and defined — specifically in a charter

school setting but arguably in all schools.  A revision of accountability policies with

consideration of all of these areas is crucial if charter schools are to be a viable reform

option for Indigenous communities.  Changes in policy, including conceptions of

accountability compatible with the autonomy required to create appropriate educational

options for Indigenous students, will need to be undertaken.  Such changes would serve

to mitigate the deleterious effects of accountability as implemented through NCLB (for

all school, not just charters) while preserving the potential of charter school autonomy

and innovation to promote meaningful reform.

Granted, this is only a beginning in thinking about charter schools in relationship

to social justice, but it provides a starting point for thinking about the long term

consequences of current policy and legislation.  This is especially important for

Indigenous and other minoritized communities in which the attainment of more socially

just schooling, in its numerous definitions, is of great importance.
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Limitations of the Study

One limitation of the study is related to the selection of participants. The

participants in the founder, teacher, and alumni groups were limited to those who agreed

to participate either after a presentation (in the case of staff and founders) or though

expressing their desire on the school-based alumni survey.  In each category this posed

some limitations on the sampling of participants.  Although all available founders were

contacted about the study and invited to participate, some are no longer in contact with

the school.  Staff members attended a presentation and were asked to note whether they

wanted to participate afterwards.  Not all staff members were present, those who were not

present received an informational packet or a personal presentation and a response form

on which to note if they wanted to participate.  Perhaps the largest limitation was in the

sampling of alumni.  While demographic data were available for all alumni, survey data

was only available for a limited number (27).  It is unknown to what extent the survey

respondents represent the perspectives of the alumni of the school as a whole.  The

administrators and staff at the school attributed the low survey return rate with: (a) lack

of current contact information (surveys returned undelivered), (b) the length of the

survey, and (c) alumni reluctance to respond if they hadn’t attended college.

Additionally, alumni interviewee participants were selected only from those survey

respondents who expressed an interest in being interviewed (14 of 27).   It is possible that

alumni who had not attended college (after attending a college-prep school) perhaps felt
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sensitive about disclosing their post-secondary experiences.  Although this study presents

multiple perspectives, it is not known if these perspectives represent the whole school

community.

 The selection of alumni as participants to represent a student perspective is

another limitation of this study. This is limited in two ways.  First, alumni are not current

students and therefore certain elements of the schooling experience or school program

may have changed.  Secondly, the educational experience may be viewed differently in

retrospect than it was contemporaneously.  Additionally, the focus on alumni (who have

all graduated) may provide a very different perspective than what could be obtained from

those who never graduated, have dropped out, or have been expelled from the school.

Another limitation of the study has to do with the scope and design of the study.

In order to make the case study manageable, I could only deeply focus on a few things.

One focus was providing ample description of the school program so that an interested

party could understand the practices and program at HPLS.  Another was to highlight the

alumni perspective on the school.  Yet a school is many different things, on both tangible

and intangible levels.  HPLS has leaned on its mission in most of its decisions about

programs and practices, and this provided a structure for providing description that yields

an accurate picture of what goes on there everyday.  Providing information about so

many components of the school program made it impossible to describe completely any

of the individual components.  It was also impossible to describe how any particular

component has evolved, an equally important part of HPLS as an institution.  Some of the

most interesting lessons about the process of school reform undoubtedly live not in a
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static description but in the details of how a school has evolved in different areas.  There

is more to be learned by a more careful look at such components, both by including more

detail in each and by exploring them longitudinally.

Reflections on the Research Process

As previously discussed, I have a great deal of familiarity with the case site.

Initially, I hesitated to undertake the case study of HPLS as a dissertation project and

instead initially designed a study that surveyed indigenous charter schools across the

country.  Yet as Stake (1995) points out:

It is not unusual for the choice of case to be no ‘choice’ at all.  Sometimes, we

are given (theta), even obligated to take it as the object to study. …we are

interested in it, not because by studying it we learn about other cases, or about

some general problem, but because we need to learn about that particular case.

We have an intrinsic interest in the case, and we may call our work intrinsic case

study. (p. 3)

Conversations about my research with members of the school community, other

researchers, and committee members helped me to decide that not only did  I want to

better understand HPLS through exploring different perspectives on the school, but that

study of this single unique case makes a useful contribution both to the charter school

reform literature and to the community the school serves.  Many close to the case site

expressed an interest in documenting the school start-up and school program while it is
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still possible to do so and as a tool for reflecting on the future of the school.  My intrinsic

interest in this case, combined with a commitment to help the school by conducting this

research, kept me dedicated to this project while transcribing for hours, sifting through

mountains of documents, and encountering the sometimes enlightening and sometimes

challenging epiphanies that resulted.

Several times throughout the research process I found myself thinking that a less

intrinsically interesting project would have been easier to complete.  While it may be true

that a different study would have been easier in some ways, I learned much about

qualitative research (although I am very aware that there is so much more to know) by

choosing this case.  Qualitative research is fraught with both methodological ambiguity

and ethical dilemmas, and often both at the same time.  I learned to think critically about

my methodological decisions as the study progressed and to trust myself even though

there was no formula upon which to fall back.

Importantly, undertaking this study in a setting filled with people about whom I

care deeply taught me more about ethical research than I believe I would have gained in a

different setting, an amazing opportunity for think about what ethical means in the field.

Due to my ongoing professional relationship with the school and members of the school

community, my sense of obligation to participants was enormous.  This obligation led me

to treat my data and all participants with great care and regard.  This concern resulted in

careful transcription, diligent sharing of transcriptions with all participants, making

chapters available to participants to see their words in-situ, and broad member checking

to see if I had gotten it right.
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More practically, it sometimes meant turning off the recorder and making time to

counsel and commiserate.  It also meant understanding that telling people in the school

community that I was researching did not prohibit them from wanting me to temporarily

stop researching so that they could talk to me as a principal, a co-founder, or a colleague

about something occurring at the school.  Changing “hats” (sometimes several times in

the course of a few hours) posed regular dilemmas about what to include and not include

in the case record.  During one classroom observation, for example, I was sequestered by

a group of students who wanted administrator advice about planning a community

concert.  Although their conversation was fascinating, and general perceptions of the

events of that class period were recorded, the students were not consented participants,

and the details of the interaction while advising them was necessarily left out of the case

record.  The decisions I made in this area are detailed in Chapter 3, but suffice it to say

that my deep respect and care for the people involved with the case pushed me regularly

think on my feet during fieldwork and write-up.  I was obliged to think not only about

capturing the essence of the case but also about the long-term ramifications of my choices

in a community that I care deeply about, especially because it is a tribal community in

which I am a guest.

Several times I found myself feeling exposed or worried that I was exposing

someone or something that should potentially remain invisible.  I think the reason that I

felt this way was my dual role at HPLS as professional and researcher.  For most

researchers, their research can be critiqued, but they are not personally responsible for the

data they encounter.  Readers of this case study will undoubtedly make judgments both
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about this research and about my work in the HPLS project.  I learned in the process of

this study to heed that feeling of exposure, to review the methodological processes and

steps that had been taken, to make any methodological adjustments needed, and to realize

that the feeling of exposure was a sign that I had reached an adequate or particularly

illuminating level of description — even if it sometimes felt uncomfortable.  I suspect

that others in the HPLS community may feel similarly when reading.  I have tried to

describe the school as accurately as possible, from multiple perspectives, using multiple

data sources.  Even so, I am responsible for all choices related to determining what to

include and weaving these strands together. Any shortcomings, misinterpretations, or

errors in logic or judgment are solely my responsibility.

In addition to learning much about research, this process helped me to learn about

the case itself.  My previous engrossment with the case site disallowed time for extended

reflection about the programs, practices, and individual experiences occurring at the

school.  Considering my involvement and investment in HPLS, thinking deeply about the

school was both joyous and challenging.

I am particularly grateful for the insights shared by the alumni. With each

alumnus interview, I was enlightened and deeply moved by their words.  Their

perceptiveness about the complexities of the educational experience (both at HPLS and

more broadly) provided much for me to ponder.  To understand what it means to truly

care for Indigenous young people in an educational setting, we need look no further than

their voices.  They can tell us everything we need to know if only we have the courage to

really listen. All participants shared generously of their time and helped me to understand
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the case in new and unique ways.  Limited time and resources prevented more interviews

from occurring.  I genuinely wish I could have spoken with each and every alumnus, staff

member, and founder from the school.

This study has helped me learn not only about research but to think about my

professional practice as an educator as it relates to my work at HPLS.  It is my hope that

this case study will provide fodder for extending other people’s thinking about important

questions in education.  One pressing concern is thinking about how we might shape the

charter school movement towards emancipatory ends.  More importantly, I hope that

others will also continue to think about how we might best go about serving the

educational needs of Tohono O’odham and other Indigenous youth.  The case study of

HPLS provides but one example and hopes to contribute to these important

conversations.

Suggestions for Further Study

Although there is much that can be learned from the case presented in this

research, there are also many questions remaining.  This study leads to suggestions for

further research about the case site as well as topics more broadly conceived.

As a case study of the “educational experience” at HPLS, the scope of what was

explored in this study was general in nature.  But there are many particulars in this case

which may be important to know.  Some aspects of the school’s curriculum, program and

practices bear further investigation.  One example of something that may be of great
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interest and utility is the way language, history and culture are taught at the school.  Not

only have the language classes themselves evolved, but the integration of language,

history and culture into various subject matters has also evolved.  Especially in light of

current research that elaborates on the way heritage-language immersion can enhance

overall achievement levels (Romero Little & McCarty, 2006), the particular methods of

integrating heritage language at the school are a topic worthy of further research.  There

is no data illustrating the language proficiency of HPLS students on any type of

standardized test of Tohono O’odham language, and, for example these data could be

considered in relationship to overall achievement.  Another example of something to

explore in more depth is the pedagogy used at the school.  Alumni made few comments

about it.  Why?  How is it substantively different and like that at other schools?

There are also other perspectives at HPLS that could be taken into account.

Several were explored in this work, yet this would be an entirely different study if the

focus had been on teachers, parents, or current students rather than upon alumni.  What

motivates and enables HPLS teachers to initiate the types of positive, caring relationships

with students that alumni responded to so well?  As this is a key finding of this study, it

bears further consideration and exploration at HPLS.   Portraits of particularly effective

teachers might serve to illustrate and explain what makes them successful in teaching and

relating to students in an authentically caring manner.  This information could help

educators make a broader contribution to Tohono O’odham and other Native students.

Interviews with parents and community member could further understanding of the

schooling experience.  How does HPLS compare to other charter schools in terms of
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parent motivations for sending their students to school?  What lessons for educators,

school reformers, and Indigenous communities reside within those viewpoints?

Beyond the case site, other areas of research are needed.  Importantly, there is

much to be learned about additive education, and the implications of such research for

Indigenous students are urgent.  This case provides one example of a school experience

that is additive.  It describes both the programmatic components that helped alumni to

feel cared about, and the practices at previous schools that the alumni rejected.  At the

heart of this concept is the reciprocal relationship between the school program, staff, and

students.  But what else can we learn about authentic caring from students and alumni?

What practices in teacher preparation prepare educators for initiating these types of

important relationships and implementing additive programs?  What do additive

programs look like in various contexts and or with various populations? How can

administrators, teachers and communities balance the necessary programmatic

components of additive education with current federal policy (namely NCLB) in every

school setting?

Because charter schools are being embraced by many Indigenous and minoritized

communities, there are also broader policy and legislative concerns.  What types of

changes to policies and legislation are needed to promote socially just charter schools,

especially in Indigenous communities?  How can tribes and other communities be

involved in helping to inform these policies and laws based on the needs of their

communities?
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Summary

This case study presents a portrait and exploration of the educational experience

occurring at one indigenous serving urban charter school.  Chapter 2 provided a

conceptual framework for locating the case site within the broader context of the

communities that the school serves, as well as introducing the theoretical framework for

the study.  Additionally, the literature most closely framing the study was reviewed.

Chapter 3 detailed the methodology used in this study and explained the rationale for

using case study method for this research.  Chapter 4 outlined the start-up history of the

case site based on interviews with founders.  Chapter 5 presented a description of the

mission, goals, and objectives of HPLS.  As well, it provided a detailed portrait of HPLS’

curriculum, instruction, and program.  Together, chapters 4 and 5 attended to the topical

research questions.  Chapter 6 focused on the school’s alumni, providing both

demographic information on alumni and themes derived from the alumni data that

characterized the alumni educational experience at HPLS.  Together, chapters 4, 5 and 6

created a foundation for thinking about the issue and central questions of the study.  This

final chapter characterizes the educational experience occurring at HPLS through the

theoretical framework of the study.  In doing so, the corpus of the data has been

considered.  Broader implications for policy and legislation in terms of the potential of

charter schools to promote socially just schooling are also considered.  Finally, the

limitations of the study, reflections on the research process, and suggested areas for

further research are discussed.
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APPENDIX A—SITE PERMISSION LETTER
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APPENDIX B—HUMAN SUBJECTS APPROVAL LETTER
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APPENDIX C —RESEARCH DESIGN OVERVIEW
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Overview of Research Design (by question type)

Sources for Question Taxonomy (Creswell, 1998; Stake, 1995)
Sources for Analysis Methods (Creswell, 1998; Merriam, 1998; Stake; 1995)

Topical Question 1 (T.1):  What is the history and broadly conceptualized context of the
school? Why was it created?

Topical Question 2 (T.2): What are the mission, goals and objectives of the school?

Data to be collected
at HPLS

Who/what will be
sampled within the
case?

Overview of
Analysis
Methods

Trustworthiness
& Dependability

T.1 a) Documents, b)
open-ended
interviews, c)
reference data.

a) Charter contract,
mission statement,
newspaper articles,
journals and
magazine articles,
minutes of various
public meetings b)
2-3 founders will be
interviewed, c)
Various, including
GIS data, U.S.
Census data, Tribal
data and statistics.

A descriptive
narrative will be
created that
incorporates
multiple viewpoints
and situates the
school in its various
contexts.

I was part of the
founding team.  I
will be augmenting
and verifying my
account of the
history of the school
with accounts of the
other founders
though interviews
and through review
of various
documents.

T.2 a) Documents, b)
open-ended
interviews.

a) Charter
document, b) 2-3
founders will be
interviewed.

Review and analysis
of charter
documents.
Mission, goals and
objectives will be
presented using
narrative and visual
displays of
information.  This
data will be
enriched with
perspectives of
founders.

The data directly
answers the
question.  Direct
quotations from
primary documents
and interviews will
be used.
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Topical Question 3 (T.3): What are the components of the curriculum and instructional
practices at HPLS?

Topical Question 4 (T.4): What are the components of the school program including
school structure, support services, community involvement, and extracurricular
activities?

Data to be
collected at HPLS

Who/what will be
sampled within the
case?

Overview of
Analysis
Methods

Trustworthiness
& Dependability

T.3 a) Documents, b)
open-ended
interviews, c)
observations in
HPLS classrooms
and various public
HPLS functions.

a) School's charter,
mission and goals,
curricular
documents and
artifacts from
different years and
courses, other public
documents, b) 6-8
alumni will be
interviewed; 3-4
faculty will be
interviewed, c)
observations will be
chosen purposively
to (dis)confirm data
derived from other
sources.

Curriculum and
instructional
practices will be
described using
narrative and visual
displays of
information.

b) and c) will be
used to verify and
enrich the
description of the
written curriculum
and instructional
practices that are
part of the school's
charter (a).

T.4 a) Documents, b)
open-ended
interviews, c)
observations in
HPLS classrooms
and various public
HPLS functions.

a) School's charter,
mission and goals,
artifacts including
school calendars,
schedules,
newsletters, and
other public
documents, b) 6-8
alumni will be
interviewed; 3-4
faculty will be
interviewed, c)
observations will be
chosen purposively
to (dis)confirm data
derived from other
sources.

The school program
structure, support
services community
involvement and
extracurricular
activities will be
described using
narrative and visual
displays of
information.

b) and c) will be
used to verify and
enrich the
description of the
components of the
school program that
are part of the
school's charter (a).
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Issue Question 1 (I.1): What elements of this experience are either "additive" or
"subtractive" for students?

Issue Question 2 (I.2): How did or didn't the students' experience at the school empower
them as individuals and/or as contributors to their community?

Data to be collected
at HPLS

Who/what will be
sampled within the
case?

Overview of
Analysis
Methods

Trustworthiness
& Dependability

I.1 &
I.2

a) Aggregated
alumni data, b)
open-ended
interviews.

a) Aggregated
alumni data for 130
alumni will be
reviewed, b) 6-8
alumni will be
interviewed; 3-4
faculty will be
interviewed.

Preliminary
categories will be
derived from the
literature.  These
will be refined
through early
review of the data.
The interview data
will be coded
categorically, and
additional data will
be collected and
coded. Charts will
illustrate frequency
and codes. Direct
interpretation will
also be made.

 a) Aggregated data
will be presented in
the case description,
b) Interviews
transcripts will be
reviewed by the
alumni for accuracy,
c) Member checks
will occur.
Corrections will be
made when needed,
d) These findings
will be triangulated
with documents,
observations, and
faculty and founder
interviews.
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Central Question (C.1): How might we characterize the schooling experience occurring
at HPLS?

Data to be collected
at HPLS

Who/what will be
sampled within the
case

Overview of
Analysis
Methods

Trustworthiness &
Dependability

C.1 All data, same as
topical and issue
questions.

Same as topical and
issue questions.

Level 1: The
descriptive level of
analysis will be
addressed in the
case portrait.   Level
2: Themes and
patterns will be
discovered as part
of the issue
exploration.  Level
3: Themes derived
from topical and
issue analysis will
be reviewed.  These
patterns will be
synthesized with
relevant literature to
arrive at assertions
that inform a deeper
understanding of the
case.

Trustworthiness for
Level 1 & 2
Analysis is
addressed within
each of those areas.
Additionally,
several people who
are familiar with the
case will participate
in member checking
the overall
description.
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APPENDIX D—INTERVIEW PROTOCOL FOR ALUMNI

Open-Ended Interview Protocol for Alumni

Participant #: ______________

Date of Interview: __________

Protocol
1.  Begin interview by reviewing the informed consent and seeking permission for the
interview.  Informed consent attached __________

2.  Collect current contact information so that follow up interviews and member check
can occur.  Demographic Sheet attached __________

3.  Sample Open-Ended Interview Questions

I want to talk about what you have been doing since you graduated from high school.  I
know that you have been (working, going to school, other).  Tell me about that.

Think back to when you decided to attend Ha:sañ, what reasons did you have for
attending?

What did you hope to learn or accomplish while you were at Ha:sañ?

How much of this did you learn or accomplish?  Is there anything you feel that you didn’t
have the opportunity to learn?

What experiences, people, events, programs, projects, during your education (at Ha:sañ,
other or after?) helped you with what you are doing now?’

What else could the school have done to help you more?
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Think about the schools that you attended before you attended Ha:sañ.  If you compare
them with Ha:sañ, can you tell me some ways they were alike?  Some ways they were/are
different?

What was the single most memorable thing about attending Ha:sañ?

How would you describe the school to someone else who was considering attending
Ha:sañ?

4.  Thank the participant for their time and let them know that they will be contacted in
order to review and correct the interview and to see if there is anything that they would
like to add.

Notes:
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APPENDIX E—INTERVIEW PROTOCOL FOR FACULTY AND STAFF

Open-Ended Interview Protocol for Faculty and Staff

Participant #: ______________

Date of Interview: __________

Protocol
1.  Begin interview by reviewing the informed consent and seeking permission for the
interview.  Informed consent attached __________

2.  Collect current contact information so that follow up interviews and member check
can occur.  Demographic Sheet attached __________

3.  Sample Open-Ended Interview Questions

This interview is going to be about your work as (teacher, administrator, or support staff)
in general and at Ha:sañ specifically.

Tell me about your teaching, administration, or support staff career, how long have you
been a teacher, administrator, or support staff member?  What areas and grades have you
worked with?

What student population did you work with before working at Ha:sañ?

What grades and subject areas do you work with at Ha:sañ?

Think back to when you decided to apply to work at Ha:sañ, what reasons did you have
for applying?

What goals are you currently working towards with your work?

In what ways do you think you are successful as a (teacher, administrator or support staff
at Ha:sañ)?
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What are some of the challenges that you face in your work?

What experiences, people, events, programs, projects do you think are helping Ha:sañ
students?  Why do you think is the case?

What else could the school have do to help students more?

In what ways do you think that Ha:sañ is alike and different from other schools you have
worked at or attended?

How would you describe the school to someone else who was considering working at
Ha:sañ?

(There may be other questions formulated based on alumni interviews, designed to
triangulate and explore findings)

4.  Thank the participant for their time and let them know that they will be contacted in
order to review and correct the interview, and to see if there is anything that they would
like to add.

Notes:
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APPENDIX F—INTERVIEW PROTOCOL FOR FOUNDERS

Open-Ended Interview Protocol for Founders

Name______________

Date of Interview __________

Protocol
1.  Begin interview by reviewing the informed consent and seeking permission for the
interview.  Informed consent attached __________

2.  Collect current contact information so that follow up interviews and member check
can occur.  Demographic Sheet attached __________

3.  Sample Open-Ended Interview Questions

I want to talk about your experiences in helping to start this school. Talk about how you
came to be involved with Ha:sañ.

Think back to when you decided to help with Ha:sañ, what reasons did you have for
helping to start this school?

What did you hope that Ha:sañ would accomplish?

To what extent do you think that has happened?  How do you know that, or what is your
response based on?

What are some challenges that the school faces?  What makes you think that?

What do you think makes Ha:sañ unique as compared to other schools.

What do you hope will be the future of Ha:sañ?  What do you see it accomplishing?  How
do you see it evolving in the future?
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4.  Thank the participant for their time and let them know that they will be contacted in
order to review and correct the interview, and to see if there is anything that they would
like to add.

Notes:
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APPENDIX G—INFORMED CONSENT FORM FOR ALUMNI
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APPENDIX H—INFORMED CONSENT FORM FOR FACULTY AND STAFF
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APPENDIX I—INFORMED CONSENT FORM FOR FOUNDERS
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APPENDIX J—DEMOGRAPHIC INFORMATION SHEET

Participant Demographic Information Sheet

Name: ____________________

Participant Number Assigned: __________
Pseudonym Assigned: ____________________

Gender: _____ Male _____ Female

Category:
_____ Alumni    _____ Teacher/Administrator/Support Staff     _____ Founder

Age: _____ 19-25     _____ 26-32      _____ 33-39 _____ 40-46
         _____ 47-52     _____ 53-59      _____ 60 and above

Contact information:
Email: ____________________ Phone: ____________________
Address: ________________________________________________________
Preferred Contact Method: ____________________

Alumni:
Year of graduation: __________ Years attended Ha:sañ: __________

Teachers/administrators/support staff:
Years working at Ha:sañ: __________ Area of teaching/work: __________

Current activities:
_____ Work.  If so, where?  ____________________
_____ Student.  If so, where?  ____________________
Expected graduation date: __________
_____ Other.  What?  ____________________

Language information English Tohono
O'odham

Yoeme Spanish Other

1st Language spoken
Language(s) spoken in the
home
Language(s) understood
Language(s)spoken
Language(s) written
Language(s) read
Languages you wish to learn

Date of interview: __________
Date of review of interview transcript: __________
Date of follow-up interview: __________

Notes:
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APPENDIX K—OBSERVATION GUIDE

Observation Guide Page _____ of _____
Location:
Time:
Date:
Observer:

Description of activity
observed:

Purpose/Focus:

Times: Descriptive Notes: Reflection/Comments

Adapted from Merriam (1998, p. 106) and Creswell (1998, p. 129)
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APPENDIX L—CONTACT SUMMARY FORM

Contact Summary Form

Site: ____________________

Page _____ of _____

Type of contact:
_____ Formal Interview with Participant #: __________ Date: __________
_____ Follow-up interview with Participant #: __________ Date: __________
_____ Informal discussion with ______________________ Date: __________

Pick out the most salient points in the contact/interview.  Number in order on this sheet
and note page number or tape location on which print/quote appears.  Number points in
text of write up.  Invent themes and descriptors where no existing ones apply and asterisk
those.

1.  What were the main issues/themes that struck you in this contact?

2.  Summarize the information you got or failed to get on each of the target questions:

3.  Anything else that struck you as salient, interesting, or illuminating in this contact?
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Note specific areas for above in the chart below:
Page/Tape# Salient Points Issues/Themes

4.  What new (or remaining) target questions do you have in considering the next contact
with this site?

Adapted from Miles and Huberman (1994).



382

APPENDIX M—OBSERVATION SUMMARY FORM

Observation Summary Form
Site:
Page: _____ of _____
Type of observation:

Observation of ____________________ Date: __________

1.  Pick out the most salient points in the observation.  Number in order on this sheet and
note page number on which print appears in observation notes.  Note theme or aspect
associated with each salient point.  Invent themes where no existing ones apply and
asterisk those.

Page Salient Points Themes/Aspects

Adapted from Miles and Huberman, (1994, p. 53).
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APPENDIX N—DOCUMENT SUMMARY FORM

Document Summary Form
Site: __________
Date received or picked up: __________
Date: __________

Name or description of document:

Type of document
_____ Public record _____ Personal documents _____ Physical materials/artifacts
_____ Researcher generated document _____ Other ____________________

Event or contact with which document is associated:

Significance or importance of document:

Brief summary of contents:

Evaluative concerns
What is the history of document? ____________________________________________
How was it retrieved? _____________________________________________________
Is it complete, as originally constructed? _______________________________________
Under what circumstances was it produced? ____________________________________
Who was/is the author? ____________________________________________________
For whom was the document produced? _______________________________________
_____ Primary _____ Secondary
Bias? ___________________________________________________________________
To what extent was the writer likely to tell the truth? _____________________________
What other documents or data could shed additional light on the same event, story,
project, program, context?
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Document Summary Form, cont'd
1.  Pick out the most salient points in the document.  Number in order on this sheet and
note page number on which print appears in document.  Note theme or aspect associated
with each salient point.  Invent themes or descriptors where no existing ones apply and
asterisk those.

Page Salient Points Themes/Aspects

Entire form adapted from Miles & Huberman (1994, p. 55) and Merriam (1998, pp. 113
& 122).
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APPENDIX O—MASTER LIST OF CASE DATA
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Master List of Case Data

Interview Master List
Participant
Pseudonym

P # Date
Completed

Transcription
Completed

Transcript
Reviewed

Summary
Complete

Notes:

Alumni

Staff

Founders

Observations Master List
Observations
(Description)

Date Field Notes Typed Summary
Complete

Notes:

Document Master List
Documents
(By Category)

Rc'd Document
Date

Type Summary
Complete

Notes:

School Description Docs

Curriculum Samples

Programs

Events

Student Writing

Newspaper, Journal,
Magazine (date order)

Reports/Official docs
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APPENDIX P—FREQUENCY DATA FOR ALUMNI CODING

Categories Code Frequency
Staff
Staff Confidence & Expectations   SC.E 4 interview responses

6 survey responses
Staff Lack of Confidence &
Expectation

 -SC.E 1 interview responses (PSD)

Relationships with Staff   SR 9 interview responses
2 survey responses

Staff Pushing/Caring   SP.C 3 interview responses
5 survey responses

Staff Support/Help   SS.H 7 interview responses
12 survey responses

Staff Acknowledgement/Acceptance   SA.A 2 interview responses
Staff Conditional Caring  -SA.A 4 interview responses (PSD)
Content/Instruction
Individualized
(integrated into methods section)

  I 2 interview responses

Not individualized
(integrated into methods section)

 -I 4 interview responses (PSD)

Beyond Standards   BS 5 interview responses
1 Survey responses

Not Beyond Standards  -BS 2 interview responses (PSD)
More Challenging   AR 2 interview responses
More Challenge Needed  -AR 2 interview responses

1 interview responses (PSD)
College Prep   CP 4 interview responses

5 survey responses
College Prep Concerns - CP 13 interview responses

5 survey responses
Language/Culture   LC 5 Interview responses

12 survey responses
Other Positive
(no pattern)

  OP 5 interview responses
1 survey respondent

Math Negative
(included in college prep section)

 -M 2 interview responses
2 survey responses

General negative
(no pattern)

 -G 2 interview responses
5 survey responses
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APPENDIX P—FREQUENCY DATA FOR ALUMNI CODING Continued

School Atmosphere Code Frequency
Safety   S 5 interview responses
Small   SL 7 interview responses

1 survey respondent
Sense of Community   SC 8 interview responses

1 survey response
Accepting Affirming Atmosphere   AA 10 interview responses

4 survey responses
Social Development   SD 2 interview responses

16 survey responses
Negative Mlls Climate  -CMlls 1 interview response (PSD)

Notes. PSD= comments made about the differences at a previous school.
N for survey is 27
N for interviews is 7
Above is a duplicated count, more than one occurrence is possible per interview or
survey.
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APPENDIX Q—DETAILED COURSE DESCRIPTIONS
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Ha:sañ Course Offerings

The courses in this list have been offered by Ha:sañ. If a transcript contains a course that
is not on this list, it is a transfer course from another institution. The disciplines are listed
alphabetically. Within disciplines, courses are listed as current offerings followed by
courses previously, but not currently, taught.

ENGLISH
Students will complete a minimum of 4 units of English.
Current Courses: Freshmen Composition, Sophomore Composition, Junior Literature,
and Senior Literature, Humanities – Writing Emphasis, Independent Study English
Previous Course: English 1, 2, Creative Writing 1, 2, English 3/4, Friday English

Current English Courses:
Freshmen Composition (equivalent to English 1 and Creative Writing 1)
Pre-requisites: none
This course prepares students with the reading and writing skills necessary to achieve
secondary school success. Strong emphasis is placed on utilizing reading strategies and
the writing process. Students read a variety of literary pieces including short stories,
narratives, articles, and poetry. Classic and contemporary world literature is studied, in
addition to a particular focus on O’odham and Native American works. All literature
serves as a starting point for discussions; they also serve as models for writing. Students
will write in a variety of genres: essays, memoirs, poetry, articles, book reviews,
research, and short stories.

Sophomore Composition (equivalent to English 2 and Creative Writing 2)
Pre-requisites: 1 credit of high school English
In this course, focus continues to be on developing outstanding reading and writing skills.
Students read and analyze writing from a variety of authors. Classic and contemporary
world literature is studied. In addition to a particular focus on O’odham and Native
works. Students learn how to write a well-organized essay. Emphasis is placed on
presentation of student work.

Junior Literature (equivalent to Creative Writing 1/2, English 3/4)
Pre-requisites: Sophomore composition or teacher recommendation
This course introduces students to academic level writing and reading skills. A strong
emphasis is placed on mastering the writing process. Basic skills are reinforced.
Literature selections from a variety of genres and authors are read, discussed, and
analyzed. This course is on a two year cycle, alternating between a focus on Native
American, particularly O'odham, literature and world literature. Through the study of
fictional accounts, primary and secondary text, personal interviews, film, children’s
literature and other genres, students examine the effects of colonization on indigenous
people. Topics of study include: the Columbus story and first encounters, colonization at
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home and abroad, indigenous education (with an emphasis on boarding schools), and
deconstructing stereotypes of indigenous people (as well as others) in the media.

Senior Literature (equivalent to English 3/4)
Pre-requisites: Junior Literature or teacher recommendation
The focus of this course is to develop university level reading and writing skills. Native
American stories reflect the relationship Native people have with the world around them.
Such stories stand in contrast to mainstream literature, which is usually characterized by
such elements as heroes, clear-cut villains, and a linear plot structure. The Native literary
paradigm provides a model that is more cyclical, metaphysical, and, perhaps, natural.
Students will reflect and analyze writing from a variety of genres. Students also write an
assortment of essays, ranging from the descriptive and persuasive to creative a cohesive
research document. Through seminar discussions, writing workshops, and journaling,
students become increasingly self-directed, articulate, and confident. Students learn how
to write well-organized essays. Emphasis is placed on high quality finished work in terms
of organization, content, and presentation. Literature selections from a variety of genres
and authors will be read, discussed, and analyzed. This course is on a two year cycle,
alternating between a focus on Native American literature and world literature.

Humanities – Writing Emphasis
Suggested Pre-requisites: Sophomore Composition
This course focuses on universal themes, particularly, the apparent need for humans to
create and express themselves in their search to understand who they are and the world
they live in. Students examine primarily literature, but other expressions of creativity,
such as art, music, and film are discussed as well. This course further expands and refines
students’ writing skills, in particular, their ability to compose well-developed and
thought-provoking analyses of literature. The other goal of this course is to cultivate the
students’ ability to engage in class discussions, which helps prepare them to succeed in a
college classroom setting. Topics of study include: expressions of utopia (and dystopia)
in literature (including the novel We by Yevgeny Zamyatin), film, and in the real world;
symphonic and orchestral music, and the role of the composer and the role of music in
our lives; various cross-cultural myths, legends, and stories based on common themes; an
introduction to Shakespeare, his life, times and work (they will read Macbeth as well as
some of his sonnets), and the role of the theatre then and now.

IS English (equivalent to Friday English)
Pre-requisites: none
This course develops individualized instruction for each student, based on their English
competency and needs.

FINE ARTS
Students will complete a minimum of 1 credit.
Current Courses: Traditional Art 1, Traditional (O’odham) Singing
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Previous Courses: Art 1, Art 2, Computer Arts, Contemporary Art, Desktop Publishing,
Drama, Jewelry Making (Treasures from the Earth), Photography, Theater, Theater Art,
Traditional Art 2, , Yearbook.

Current Fine Arts Courses:
Traditional Art 1 (equivalent to Traditional O’odham Arts)
Pre-requisites: none
Students research, practice, and master the traditional Tohono O’odham arts of natural
fiber basket weaving. The course includes collection, processing, and weaving of baskets
of natural fibers.

Traditional Singing (equivalent to O’odham Singing and Traditional Art 2)
Pre-requisites: none
Students in this course study the background, practice, and perform traditional O’odham
songs. Students also design and construct their own musical instruments (gourd rattles).

Previous Fine Arts Courses:
Art 1 (equivalent to Contemporary Art)
Pre-requisites: none
This class covers some of the basic elements of art. These basic elements help those
students who may have had little exposure to art making, and also provide a better
foundation for those who already have a talent for creating art. This class also covers
some historical periods of art, and includes opportunity for critical examination of
existing artworks and their own artwork.

Computer Arts (equivalent to Desktop Publishing)
Pre-requisites: none
In this course students create web based projects using software and lesson models
designed to access and find Internet content and distribute information. The class
provides opportunities for beginning students as well as for those who are on a
professional web development track using state-of-the-art multimedia web authoring
tools. In addition, students design their own digital portfolios, create a digital yearbook,
or produce a documentary digital video. Students primarily use Macromedia’s
Dreamweaver, Adobe’s Pagemaker and Photoshop, as well as Apple’s iMovie and Final
Cut Pro.

Contemporary Art
In this class we learn about various art techniques that are currently being used in the art
world. During this class, we also make visits to several artist’s studios and some galleries
and museums to view and understand how these types of art works are created and
exhibited. Contemporary art is a complex area that requires a lot of questioning and
speculation because virtually everything being created today can be considered art.

Jewelry Making (equivalent to Treasures from the Earth)
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Pre-requisites: none
Students meet and work on given projects in metal, natural beads, and gemstones. Each
class begins with a different project that is explained in a demonstration format and then
students are given a chance to practice on their own.

Theater Art (equivalent to Drama, Theater)
Pre-requisites: none
This is a comprehensive course designed to introduce the student to the art of acting
including physical, vocal and mental exercises, improvisation, objective and subjective
methods. A great deal of time is spent on Native American Theater.

Yearbook.
In this class we learn about the design and creation of a yearbook. This includes learning
how to use digital equipment (cameras, software, scanner) to create digital pictures and
layouts. We also learn how to market a yearbook, which consists of selling yearbooks,
obtaining advertisements and dedications, and general promotion of the yearbook. This is
a class where you really get to be a part of the school community.
Covering/photographing school events is a cool way to get to know your fellow students
and the staff. You also get to have knowledge of using fun digital equipment too.

FOREIGN LANGUAGE
Students will complete a minimum of 2 credits.
Current Courses: O’odham Language 1, O’odham Language 2, Independent Study
O’odham, Spanish 1, Spanish 2
Previous Courses: O’odham Language 3, O’odham Language 4, German 1, German 2,
Applied O’odham, Conversational O’odham.

Current Foreign Language Courses:
O’odham Language 1 (equivalent to Conversational O’odham)
Pre-requisites: none
Conversational O’odham is an introduction to the Tohono O’odham language, the official
language of the Tohono O’odham Nation. The course is conducted in an immersion style
known as the Natural Approach in which basic comprehension and language skills are
learned through highly interactive, presentational and constructive activities focusing on
classroom language, household language, social language, and formal and informal
language of cultural events.

O’odham Language 2 (equivalent to Tohono O’odham 1)
Pre-requisites: none
This course is an introduction to the Alvarez-Hale orthography, the officially established
writing system of the Tohono O’odham Nation, simple sentences and vocabulary that
focus on the individual, the family, kinship terms, and domestic animals.
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Spanish 1
Pre-requisites: none
This course is an introduction to conversational Spanish. Students learn to speak, read,
and write simple sentences and vocabulary that focus on the individual, family, and
travel. This class is taught using 80% immersion method.

Spanish 2
Pre-requisite: Spanish 1 or equivalent
This course builds on basic conversation covered in Spanish 1. Students will learn to
speak, read, and write more complex sentences and vocabulary that focus on the
individual, family, and travel. This class is taught using 80% immersion method.

Previous Foreign Language Courses:
O’odham Language 3 (equivalent to Tohono O’odham 2)
Pre-requisites: 1 credit of O’odham language
This course develops student’s abilities to construct and understand complex sentences as
well as vocabulary focused on the community/village, the Tohono O’odham Nation, and
the geography and ecology of the Sonoran Desert.

O’odham Language 4 (equivalent to Applied O’odham)
Pre-requisites: 2 credits of O’odham language or teacher recommendation
Applied O’odham will be a continuation of Tohono O’odham 2 with more focus on
improving Tohono O’odham language, reading, and writing skills in which producing
concrete projects, authorship, and formal presentations in the language are its main
objective. Projects relate to kinship, intergenerational communication, community,
environment, and history.

German (equivalent to German 1 and German 2)
Pre-requisites: none
This course is an introduction to conversational German. Students learn to read, write,
and speak the German language. The course also focuses on German history and culture,
application of language to practical traveling situations, and preparation for travel in
Europe. The 1999/2000 school year course included a trip a cultural exchange trip to
Germany.

ELECTIVES/INTERDISCIPLINARY STUDIES
Students will complete at least 5 credits.
Current Courses: Academic Support, Junior College Prep, Math Lab, Number Theory,
Nutrition and Ethnobotany 1, Senior Capstone
Previous Courses: Adventure Ed, AIMS Preparation, Athletics (Rock Climbing, To:ka,
and, Mind, Body, Spirit), College Prep, Computer 1, Computer 2, Computer Literacy,
Computer Networks, Junior Interdisciplinary, Service Learning, Math Lab,
Networks/Webworks, Number Theory, Social Action/Yearbook, Wellness/Academic
Support, Youth Leaders, Yearbook.
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Current Elective Courses:
Academic Support
Pre-requisites: none
Students participate in structured, individual tutoring and study time.

Nutrition and Ethnobotany 1* (equivalent to Ethnobotany)
(note this class was offered as a lab science until 2002 and then was switched to an
elective)
Pre-requisites: none
This outdoor lab course is designed as an expansion of the traditional gardening class.
Through hands-on projects, students study both traditional and modern sustainable
gardening methods and test their own methods of gardening. The projects revolve around
the design and implementation of several gardens on severely degraded land that was
once a parking lot. Students also utilize field trips to study native Sonoran Desert flora,
their traditional uses, and names in the Tohono O’odham language. Both Tohono
O’odham and modern plant classification and physiology are included in the study of
wild and cultivated plants.

Junior College Prep
Pre-requisites: Junior status or teacher recommendation
This course is designed to provide support for students in the challenging work of
choosing, preparing for, and applying to college as well as exploring career options. In
the first semester, students will take a career assessment, research career options write a
career plan based on their research, create a monthly budget, develop a weekly family
menu, and learn the basics of renting and purchasing housing. In the second semester,
students will spend time in and out of the classroom researching colleges. Activities will
include skills/interest assessments, college campus tours, in class presentations by college
admissions officers, panel discussions with Ha:san graduates, writing exercises, and
Internet research. Students will create a resume and learn how to write a formal business
letter while requesting information from colleges. In addition, there will be time set aside
each class period for preparation for the ACT.

Math Lab
(Please note – while this course has a math based content, students earn elective credit)
Pre-requisite: none
This course is intended as a structured study time for the students’ regular math course.

Senior Capstone
Pre-requisites: Senior status or teacher recommendation
Senior Capstone will combine college and career preparation with capstone project
development. In the fall, much time will be dedicated to registering and preparing for the
ACT Assessment. The college selection, application, financial aid, and scholarship
processes will be incorporated into the course throughout the year. In the second
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semester, each student, either individually or as part of a small group, will develop,
produce and showcase a project that addresses the theme of community action. Each
project will incorporate writing, research, cultural exploration, and a presentation as part
of the final product in addition to addressing the standards for this course.

Previous Elective Courses
Adventure Ed
Pre-requisites: none
Students participate in a program of hiking, rock climbing and adventure based education
at various pristine locations throughout Tucson and at a local climbing gym. Students
also delve into a research project on a chosen environmental concern and present their
findings and opinions to their peers. This class is to be both intellectually stimulating and
physically demanding!

AIMS Preparation
Pre-requisites: none
This course prepares students in grades 9 and 10 to pass the Arizona Instrument to
Measure Standards (AIMS) graduation test. Students will review concepts to be measured
by the test. Students also learn valuable test preparation skills.

Athletics (includes Rock Climbing, To:ka, and Mind, Body, Spirit)
Pre-requisites: none
The course either focuses on Rock Climbing, To:ka, or Mind, Body, Spirit.
• In Rock Climbing, students participate in climbing trips at various pristine mountain
locations throughout Tucson and at a local climbing gym. Students climb the sacred
Baboquivari Peak on the Tohono O’odham Nation. The course focuses on climbing
skills, safety, building confidence, self reliance, and other personal growth from both the
physical and mental challenges of rock climbing.
• In To:ka, students will participate in learning the history and making of an u’usaga
[stick] and an o:la [puck] used to participate in a traditional, woman’s hockey-like game
called to:ka. Students also learn the to:ka song, practice the game, and eventually
complete. Practice takes place in the village of Wa:k.
• In Mind, Body, Spirit, students are engaged in different forms of relaxation for the mind
and body such as Yoga, aerobic exercise, and weight lifting. Students also research
various types of physical activities and the positive effects of activity on health.

College Prep
Pre-requisites: none
A course that focuses upon preparing Ha:sañ seniors for post-secondary education.
Students are guided through the college exploration, research and application processes.
The emphases are: college application submissions, career choice development,
standardized test preparation (ACT and SAT), individualized study plans, scholarship
application submissions, personal portfolio building and college study and retention skills
development.
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Computer 1 (Computer Literacy)
Pre-requisites: none
Computer Literacy is a hands-on, feet first course in discovering how useful computers
can be. Pulling together the basic functions of personal computers, students will solve
real world problems and build a fundamental level of comfort with technology. By the
end of the course, students will be able to type papers (emphasis on keyboarding), create
and receive e-mail, use basic desk top publishing (posters, greeting cards, letterhead,
business cards, etc.) Students develop capabilities in basic word processing using Apple
works and Microsoft Word. Students are also introduced to e-mailing functions.

Computer 2
Pre-requisites: none
This course is an extension of computer 1. Students will continue to develop proficiency
in various software including Microsoft office, Adobe page maker, Adobe Photoshop,
and various web authoring software. Students are expected to apply this knowledge in the
other courses they are enrolled in.

Computer Networks
Pre-requisites: 1 credit of Computer literacy or instructor permission
Students learn how to set up and manage a Local Area Network (LAN) by helping to set
up and manage the LAN for the San Xavier Education Center. Students will also be
trained to provide training and troubleshooting for staff of the San Xavier District.
Finally, students will work in-depth on designing and building web sites, including
Ha:sañ’s official school web site.

Junior Interdisciplinary
Pre-requisites: none
A course designed for juniors who want to begin their college-to-career preparations.
Juniors are asked to develop individualized study plans that will best guide them towards
their college and career goals. Students are challenged to explore their individual
aptitudes for various career and college choices. Through the completion of
interdisciplinary exploration projects, students develop knowledge of the details and
requirements involved in particular career or college choices. Interdisciplinary projects
include: academic portfolio development; internships, career and college shadowing; and
individual projects that provide basic to intermediate organizational and information
management tools.

Number Theory
(Please note – while this course has a math based content, students earn elective credit)
Pre-requisites: none
This course is intended to ensure that students have the fundamental skills in mathematics
to be successful in Ha:sañ’s integrated mathematics program, with a specific focus on the
skills necessary for success in Course I of the Core Plus Mathematics Project. Themes to
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be covered include graphical representations of data, data analysis, probability, number
sense, numerical operations, patters, pre-algebra, functions, geometry, and measurement.
Although this course spans the entire academic year, students earn 1/2 credit, due to its
shorter meeting periods.

Social Action/Yearbook
Pre-requisites: none
Students research social controversy creating conflict in the region. The class picks
certain issues for in-depth study. We meet with all sides and visit the actual sites of these
struggles. Students develop a studied, and documented personal stance on these issues.
Students also had an opportunity to complete the colored portion of the 1998/99 Ha:sañ
Yearbook.

Wellness/Academic Support
Pre-requisites: none
Students participate in a curriculum that alternates between a Wellness curriculum and
tutoring time. The Wellness curriculum focuses on studying and practicing a lifestyle of
healthy diet and exercise. The course also focuses on exploring issues associated with
drugs, alcohol, and sexuality.

Yearbook
Pre-requisites: none
Students work to complete the 1998/1999 Ha:sañ Yearbook. Students work together to
complete the black and white section of the yearbook.

Service Learning (equivalent to Youth Leaders)
Pre-requisites: none
This class teaches and engages students in leadership roles by providing “real solutions
for real issues.” By creating real service projects, students learn lifelong skills such as
communication, social interaction, organizational and technical skills. Students
participate in public presentations, interviews, video productions and attending meetings.
Students will develop portfolios on their projects. This course puts students in a trustful
group of young people who are proving that students can make a difference.

MATHEMATICS
Students will complete a minimum of 4 credits.
Current Courses: College Prep Math, Integrated Math 1, Integrated Math 2, Integrated
Math 3
Previous Courses: General Math 1, Pre-Algebra, Algebra, Geometry, Algebra 2,
Trig/Pre-Calculus, Calculus.

Current Mathematics Courses
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Integrated Math 1
Pre-requisites: none
Integrated Math 1 is part of a 2-year cross-cultural comprehensive high school math
program designed to provide an enriched and extensive learning experience. Integrated
Math 1 students will explore concepts which include: Number sense and operations; Data
analysis, probability, and discrete mathematics; Patterns, algebra, and functions;
Geometry and measurement; and Structure and logic.
Students will work in small groups and independently on inter-disciplinary investigations
and projects using tools such as manipulatives, calculators, computers and assorted
instructional materials. They will also consult with each other and with their instructors
and keep journals and other written reports of their work in an on-going portfolio, which
will be showcased.
As a result all students will exhibit high levels of achievement by completion of rigorous
mathematics that provide students for post-secondary education

Integrated Math 2
Pre-requisites: Integrated Math 1 or teacher recommendation
Integrated Math 2 is part of a 2 - year cross-cultural comprehensive high school math
program designed to provide an enriched and extensive learning experience. Integrated
Math 2 students will expand on concepts taught in Integrated Math 1. These standards
include: Number sense and operations; Data analysis, probability, and discrete
mathematics; Patterns, algebra, and functions; Geometry and measurement; and Structure
and logic.
Students work in small groups and independently on inter-disciplinary investigations and
projects using tools such as manipulatives, calculators, computers and assorted
instructional materials. They will also consult with each other and with their instructors
and keep journals and other written reports of their work in an on-going portfolio, which
will be showcased.
As a result all students will exhibit high levels of achievement by completion of rigorous
mathematics that provide students for post-secondary education.

Math Lab
(Please note – while this course has a math based content, students earn elective credit)
Pre-requisite: none
This course is intended as a structured, study time for the students’ regular math course.

College Prep Mathematics
Pre-requisites: Junior or Senior Status
College Prep Mathematics is designed to prepare and challenge students for a rigorous
post-secondary education. Standards for this course include: number sense and
operations; data analysis, probability, and discrete mathematics; patterns, algebra, and
functions; geometry and measurement; and structure and logic. Students work in
primarily in small, collaborative groups on interdisciplinary investigations and projects
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using tools such as manipulative, calculators, computers and assorted instructional
materials. Students maintain their work in an on-going portfolio.

Previous Mathematics Courses:
Algebra
Pre-requisites: none
Students learn to evaluate expressions involving signed numbers, exponents and roots,
properties or real numbers, and absolute value; solve equations and inequalities with one
unknown as well as systems of equations; study Pythagorean theorem, slope and lines,
functions, and solutions of quadratic equations via factoring and completing the square.

Algebra 2
Pre-requisites: 1 credit of Algebra
In this course students increase their algebraic and trigonometric skills. It consists of a
review of Algebra but is extended to include new topics such as complex numbers,
logarithms, polynomials, quadratic relations, and trigonometry.

Calculus
Pre-requisites: 1 credit of Trigonometry/Pre Calculus
This course covers the two major topics of differential calculus and integration.

General Math 1
Pre-requisites: none
General Math is designed to review and develop students’ basic math skills using whole
numbers, fractions, and decimal numbers. This course prepares students for success in
higher-level math courses.

Geometry
Pre-requisites: none, 1 credit of Algebra recommended
This course is designed to introduce students to basic geometric concepts of lines, angles,
triangles, quadrilaterals, polygons, and circles. Basic solid geometric concepts involving
prisms and spheres are also included. This course uses fundamental algebraic equation
solving techniques, to find solutions in metric as well as standard measurement, to
application problems involving area, circumference, perimeter, and volume. Also
included are technical aspects of the Pythagorean theorem and an introduction to the
basic trigonometric functions.

Integrated Math 3
Pre-requisites: Integrated Math I and II or teacher recommendation
This course explores the basic concepts of Integrated Math I and II (including Algebra
and Geometry), but in more depth. We will be analyzing graphs to understand how they
relate to various degrees of functions, such as Quadratics, and non-linear and exponential
functions. The focus is to develop a basic understanding of the coordinate plane and how
it relates with applications algebraically and geometrically. This course continuously
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reviews the basic concepts while bridging real life situations and cultural experiences
with math. This course will utilize the TI 83 Graphing Calculator, hands on
investigations, and repetition of applied mathematics to help in the development of
learning.

Number Theory
(Please note – while this course has a math based content, students earn elective credit)
Pre-requisites: none
This course is intended to ensure that students have the fundamental skills in mathematics
to be successful in Ha:san’s integrated mathematics program, with a specific focus on the
skills necessary for success in Course I of the Core Plus Mathematics Project. Themes to
be covered include graphical representations of data, data analysis, probability, number
sense, numerical operations, patters, pre-algebra, functions, geometry, and measurement.
Although this course spans the entire academic year, students earn 1/2 credit, due to its
shorter meeting periods.

Pre-Algebra
Pre-requisites: none
Pre-Algebra is a course designed to reinforce the students’ basic math skills using whole
numbers, fractions, and decimal numbers and to introduce students to important
fundamental algebraic concepts. This transition course from arithmetic to algebra
includes signed numbers, order of operations, polynomials, rational expression, linear
equations, and graphing; as well as, area, perimeter, percents, ratio, and proportion.

Trig/Pre-Calculus
Pre-requisites: 1 credit of Algebra and 1 credit of Geometry
This course will study the logical development of circular functions as periodic functions
of a real variable. Students will begin with an in-depth examination of the six
trigonometric functions and end with a concentrated study on the theory of functions.

SCIENCE
Students will complete a minimum of 3 credits of laboratory sciences. All freshmen take
Biology; the other two laboratory sciences are determined by student choice and course
rotation.
* Denotes a lab course
Current Courses: Biology*, Physics*
Previous Courses: Chemistry*, Earth & Space  Science*, Ecology*, Ethnobotany*,
Ethnobotany 2*, Ethnobotany 3*, Gardening, Gardening Science*, Nutrition and
Ethnobotany 1* (note this class was offered as a lab science until 2002 and then was
switched to an elective) Physical Science*, Permaculture*, Traditional O’odham
Gardening and Modern & Traditional Gardening*

Current Science Courses:
Biology*
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Pre-requisites: none
This lab course develops the student’s understanding and application of concepts in
biology. The course focuses on the study, prediction, and testing of characteristics of
living things, evolution and diversity of life, and how organisms change over time in
terms of biological adaptations and genetics. Special attention is given to the structure,
function, and issues associated with the biological diversity in the Sonoran Desert.

Nutrition and Ethnobotany 1* (equivalent to Ethnobotany)
(note this class was offered as a lab science until 2002 and then was switched to an
elective)
Pre-requisites: none
This outdoor lab course is designed as an expansion of the traditional gardening class.
Through hands-on projects, students study both traditional and modern sustainable
gardening methods and test their own methods of gardening. The projects revolve around
the design and implementation of several gardens on severely degraded land that was
once a parking lot. Students also utilize field trips to study native Sonoran Desert flora,
their traditional uses, and names in the Tohono O’odham language. Both Tohono
O’odham and modern plant classification and physiology will be included in the study of
wild and cultivated plants.

Physics*
Pre-requisites: none
This lab course focuses on the application of students’ knowledge of the relationships
between matter and energy. Students predict, test, and analyze energy, to develop ideas of
what it is, how it affects matter and how matter affects it and how it can be changed from
one form to another. Students master concepts of Newtonian physics and explore ideas in
Quantum physics. The topics include heat (e.g. motion, forces, work, power), waves (e.g.
sound, light), electricity (e.g. electronics) and quantum physics.

Previous Science Courses:
Chemistry*
Pre-requisites: none
This lab course focuses on the application of students’ knowledge of the relationship
between internal structure of matter and properties of matter. Students test, analyze, and
predict the composition and interaction of matter based on knowledge of internal
structure. The course is organized into themes relevant to student’s lives (e.g. earth
materials, fossil fuels, air/water/soil, and health)

Earth & Space Science*
Pre-requisites: none
This lab course develops the student’s understanding and application of fundamental
concepts in Earth and Space Science. Students study, predict, and test concepts associated
with the composition, the formative processes, and the history of the Earth, the solar
system, and the universe. This course also has a unique focus on comparing and
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contrasting Tohono O’odham beliefs and stories concerning the formation of the
universe, solar system, and the Earth.

Ecology*
Pre-requisites: none
In this lab course, students, study, predict, and test concepts related to the basic
interrelationships of matter and energy cycles and living organisms. Students also study,
predict, and test concepts related to Population Ecology and Conservation Biology, such
as the effect of an abiotic environment, life history, predation, competition, and the rates
of birth, death, and migration on the number and diversity (genetic and individual) of
individuals in a population. Special attention is given to unique and endangered
populations and niches found in the Sonoran Desert.

Gardening
Pre-requisite: none
Through the school year students learn basic gardening skills including soil preparation,
transplanting, composting, garden design, planting, and seed saving. Students also
combine sustainable gardening techniques from various gardening disciplines such as
biointensive, Native American, and permaculture. Students apply their knowledge in
hands-on gardening projects in the community utilizing traditional Native American
crops in a way that encourages their leadership skills.

Gardening Science*
Pre-requisites: none
Students learn basic gardening skills including planting, soil preparation, transplanting,
composting, garden design, harvesting, and seed saving. They also learn gardening
techniques from various sustainable gardening traditions such as indigenous,
biointensive, biodynamic, and permaculture. Students put this knowledge into practice
through working in the school’s garden where they plant traditional crops from Native
America such as squash, maize, tomatoes, chiles, beans, and heirloom varieties of
flowers, herbs, fruits, and vegetables.

Nutrition and Ethnobotany 2*
Pre-requisites: Nutrition and Ethnobotany 1
Ethno 2 is designed as a community based, experiential lab course that focuses on
nutrition (world, community, and personal), gardening, cooking, and community service.
This course expands on diet and nutrition including diet for different physical activities,
food as medicine, and food as fuel. Students will learn about ecosystems and plant
communities and apply this to t he garden through companion planting and planting to
attract pollinators. They will continue to discover foods of many cultures and analyze
benefits and drawbacks. They will also continue to work in the community as a
volunteer/advocate for a charity (i.e. Diabetes prevention and treatment foundations).

Nutrition and Ethnobotany 3*
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Pre-requisites: Ethnobotany and Nutrition 1 and 2.
Ethno 3 is designed as a community based, experiential lab course that focuses on
nutrition (world, community, and personal), gardening, cooking, and community service.
Students will participate in projects that include: construction of new campus garden
areas, an outdoor kitchen, a school wide nutritional plan, working at the elder care center
in San Xavier, and community service at the “Farmacy Garden”.

Permaculture*
Pre-requisites: none
This in- and outdoor lab course focuses on developing designs for sustainable human
environments using information gained from patterns observed in natural systems and
lessons learned from indigenous cultures. Students evaluate the school site and other
sites, by creating maps of solar orientation, water drainage, wind patterns, cold air
drainage, noise, and other major elements affecting the site. Using this information,
students will create site designs that incorporate natural building techniques, native
plants, and rainwater harvesting. Elements of the design will be put in relationship to one
another so the needs of one element are met by the products of another element. Students
will implement portions of the design.

Physical Science*
Pre-requisites: none, 1 credit of high school science recommended
This lab course develops the student’s understanding of fundamental concepts in
Chemistry and Physics. The focus is on the study, prediction, and testing of the nature of
matter and energy, including their forms, the changes they undergo and their interactions.
Special attention is given to environmental topics and issues which are relevant to the
students’ lives.

Traditional O’odham Gardening and Modern & Traditional Gardening*
Pre-requisites: none
In this outdoor lab course, students travel to the mountain and field villages on the
Tohono O’odham Nation to study, analyze, and practice traditional farming methods used
by the members of that community at their traditional farm. Students assist in the planting
and harvesting of the native O’odham plants and foods using a mixture of modern and
traditional farming and harvesting methods.

SOCIAL STUDIES
Students will complete a minimum of 3 credits.
Current Courses (3 year rotation): US History, World History and Arizona/Tohono
O’odham History.
Previous Courses: Anthropology of Southwestern People, Native US History, O’odham
Nioiki kc, Psychology, and Tohono O’odham History.

Current Social Studies Courses:
Humanities
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Suggested Pre-requisites: Sophomore Composition
This course focuses on universal themes, particularly, the apparent need for humans to
create and express themselves in their search to understand who they are and the world
they live in. Students will examine primarily literature, but other expressions of
creativity, such as art, music, and film will be discussed as well. This course will further
expand and refine students’ writing skills, in particular, their ability to compose well-
developed and thought-provoking analyses of literature. The other goal of this course is
to cultivate the students’ ability to engage in class discussions, which will help prepare
them to succeed in a college classroom setting. Topics of study will include: expressions
of utopia (and dystopia) in literature (they will read the novel We by Yevgeny Zamyatin),
film, and in the real world; symphonic and orchestral music, and the role of the composer
and the role of music in our lives; various cross-cultural myths, legends, and stories based
on common themes; an introduction to Shakespeare, his life, times and work (they will
read “Macbeth” as well as some of his sonnets), and the role of the theatre then and now.

US History
Pre-requisites: none
This course is a critical examination of the history of the United States beginning with the
landing of Columbus and ending with the civil war. Focus is on America’s history as
experienced by Native Americans, oppressed minorities, as well as the working poor.
Students deconstruct historical events using primary sources from the University of
Arizona as well as the works of Howard Zinn and Dee Brown.

World History
Pre-requisites: none
An exploration of world history starting from the emergence of humans as a distinct
species. We will develop a mathematically correct timeline noting the important and
interesting developments in world history. We will pause to take an in-depth look at
historical periods that interests the class. We will use many films to add depth and
dimension to our class.

Previous Social Studies Courses:
Anthropology of Southwestern People
Pre-requisites: none
In this course students study and research the life-ways of ancient peoples of the
Southwest through visits to historical sites, historical documents, books, and
presentations by anthropologists.

AZ/Tohono O’odham History (equivalent to Tohono O’odham History)
Pre-requisites: none
This course is an exploration of Tohono O’odham history before and after contact with
Europeans. Students explore and come to terms with the relationship between the Tohono
O’odham and other surrounding Nations. Students also study the activities of Europeans
in Arizona, specifically the formation of the State of Arizona and its Constitution.
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Native US History
Pre-requisites: none
In this course, students study and research historical events in United States from a
Native American perspective with a focus on the Native experience.

O’odham Nioiki kc
Pre-requisites: none
Students explore Huhukam historical sites which include the usage of the O’odham
Ni’oki (language). Students hear presentations from different speakers on topics related
to the sites, visit and travel to various O’odham districts and sacred places on the Tohono
O’odham Nation. Students develop a better understanding of their past and present to
help in making changes for a brighter future.

Psychology
Pre-requisites: Junior or Senior status
This course is an AP style, lecture format introduction to psychology. The course follows
the national high school psychology standards developed by the American Psychological
Association (APA). This course covers the methodological, the bio-psychological, the
cognitive, the developmental, and the socio-cultural aspects of psychology. In addition
students focus on group process and participate in a training group.
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APPENDIX R—ISP PROTOCOL, 2005

ISP CHECKLIST 2005/2006

1.  GRADE: ___________
      TOTAL CREDITS: __________ CREDITS NEEDED: ___________
       ESTIMATED GRADUATION DATE: ___________

2. REVIEW OF CREDITS (Please make sure that we have all credits by reviewing
“graduation requirement” sheet, any transcripts and fall 2001 grades. If a new
student, make sure we have all transcripts on file and accounted for.)

_____ Complete
_____ Unable to Complete (explain):

3. PLAN TO COMPLETE CREDITS NEEDED TO GRADUATE:
_____ Needs summer school/extra credits?  In which areas: ________________

4. REVIEW AIMS SCORES if applicable (grades 10, 11, 12)
Passed? (Y/N)
_____ Reading
_____ Writing
_____ Math

5. CAREER PATH

University – if so where? ____________________________________________
2 year institution – if so where? _______________________________________
Other – what? (Please describe) ______________________________________

Major: ________________________________

Minor: ________________________________

STUDENT: _____________________________________
ADVISOR: _____________________________________
PARTICIPATING PARENT/SPONSOR: _______________________________________
DATE OF MEETING: ______________________________
__
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6. HOW DO YOU RATE YOUR STUDY HABITS? (1-10, 10 being the best) ___________
WHAT COULD YOU DO TO IMPROVE?

7. LIST YOUR STRENGTHS AS A STUDENT

a.  ___________________________________________________________

b.  ___________________________________________________________

c.  ___________________________________________________________

8. LIST SUBJECT AREAS YOU FEEL YOU NEED HELP WITH, AND DESCRIBE THE PROBLEM.

a.  ___________________________________________________________

b.  ___________________________________________________________

c.  ___________________________________________________________

9. HOW COULD YOU IMPROVE IN THE AREAS YOU NEED HELP WITH? (Check all that
apply)

_________ Study more

_________ Stay after school for Learning Center (make sure permission slip is
        on file.)

_________ Tutoring in (list which subjects): _____________________________

_________ Be more attentive in class.

_________ Ask for help at home.

_________ Inform me of all summer program options.

_________ Other __________________________________________________

10. WHAT CAN WE DO TO BETTER SERVE YOUR CHILD?
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11.  WOULD YOU LIKE TO REFER YOUR CHILD FOR COUNSELING SERVICES? (Students
may self-refer)

_________ YES

_________ NO

Please describe your concern and/or counseling preferences:

11. SPECIAL SERVICES

Does student receive tutoring through a Student Study Team or Special
Education? (See [Special Ed Teacher)
______________________________________

________ Current IEP expires (date): _____________________

________ Please screen for special education (Contact Jessica)
       Explain need:

12.  FOLLOW UP NOTES (CONCERNS, QUESTIONS, EXTRA CREDITS NEEDED, ETC):

*Form updated June 2005
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APPENDIX S—HPLS DISCIPLINE POLICY
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Ha:sañ Student Discipline Code

Infractions Serious Offenses Extreme Offenses

Public Display of Affection Threatening Behavior Dealing or Possession or use of
Illegal Drugs/Alcohol

Disruption of Learning:
Activities or Behaviors that
impede the academic
performance or attention of the
student and/or that of their
fellow students.

Attending School Under the
Influence of Alcohol/Drugs

Possession of Weapons

Disruption of Teaching:
Activities and Behaviors that
impede the delivery of
instruction to the student and/or
their fellow students.

Plagiarism/Cheating Willful Disobedience to lawful
orders of school personnel

Disregard of Dress Code Leaving Designated Student
Areas Without Authorization

Assault/Group Assault

Possession/Use of Tobacco Vandalism
Sexual Harassment Theft
Verbal Abuse Refusal to Submit to Search
Graffiti Sexual Assault
Truancy Leaving Campus Without

Authorization
Obstruction of Ha:sañ School’s
Mission

Obstruction of Ha:sañ School’s
Mission

Intentional Obstruction of
Ha:sañ School’s Mission

Disregard for School Policy Disregard for School Policy Disregard for School Policy
Consequences Consequences Consequences
Meeting between the student and
school staff with referral to
parent and/or administration if
warranted.  If repeated,
infractions may be treated as a
serious offense.

Students that commit the above
offenses may be placed on
administrative school service or
suspended off campus until such
time that a meeting is held
between the student, the
administration, and/or the
teacher to formulate a written
plan of action. If committed
repeatedly, serious offenses may
be treated as an extreme offense.

Ha:san School has no tolerance
for the above offenses.  Students
committing such offenses may
be separated from the school and
will enter into the due process
procedure according to Arizona
State Law and Ha:sañ Governing
Board Policy.
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