Research Findings

This section of the report presents the results of the research conducted on the seven Roma education projects selected for examination in this project. Results are organized as responses to the four research questions that served as the focus for this research project. For each research question, this report presents a series of overall findings based on information from all seven Roma education projects. These findings are indicated in boldfaced type. For each finding, relevant research information from specific projects is then presented to document, illustrate, or clarify that finding. 

These research conclusions are grounded in information gathered using multiple approaches with multiple sources. Information collection approaches included: 

· Interviews with project directors, project developers, representatives of relevant government agencies and NGO’s, and appropriate national experts.

· Interviews or written questionnaires administered to project staff.

· Interviews or written questionnaires administered to participating or relevant school administrators, teachers, or other school staff.

· Visits and observations of project sites, schools, and classrooms.

· Interviews with participating children and their parents.

· Review of student data from school records.

· Review of written and other materials produced by or about each project.

The research information was systematically collected and analyzed by the research team. Qualitative data was generally recorded and/or transcribed and then summarized. Summary information was categorized and analyzed for relevance, significance, and consistency. Appropriate trends and patterns were identified based on this analysis. Numerical information was also recorded and compiled. It underwent basic statistical analysis, to identify possible trends or significant patterns. 

As noted in the previous section of this report, most of these projects have only been in operation for a relatively short period of time – usually three years or less. This meant that complete student records generally were only available for two school years (1998-99 and 1999-2000). In order to obtain baseline data and/or to reveal trends over time, the researchers sought to collect student data over the last three school years. However, both the availability of the information maintained by individual schools and its quality varied considerably – and limited the ability of the researchers to collect consistent data from all sites, within the time available for this research project. 

In developing each of these findings, the research team has relied, wherever possible on both statistical and qualitative information. The team has also sought to employ information drawn from multiple sources, to maximize the reliability and validity of these findings. However, the limited time depth of most projects and issues associated with the quality of the statistical information, do suggest that findings drawn primarily from the statistical information should be considered tentative. Additional longitudinal data collection and analysis is required to further develop these findings. 

Findings Responding to Research Question #1: Impact of Projects on Educational Attainment of Roma Students 

Finding #1-A: Roma children who attended the preschool program offered by the Educational Centers Project (Slovakia) were better prepared for elementary school than Roma children who had not participated in such a program. 

In September and October 2000, members of the project’s research team administered a standardized test to 164 children who began first grade in September 2000. The children lived in the three communities (Presov, Solivar, and Zehna) where the Educational Centers operated. Four groups of children were recruited to take this test:

· Program Group included Roma children who had completed the preschool program offered by the Educational Centers Project.

· Comparison Group 1 included Roma children who had not attended any preschool or kindergarten program.

· Comparison Group 2 included non-Roma children who had not attended any preschool or kindergarten program prior to beginning first grade.

· Comparison Group 3 included non-Roma children who had kindergarten program prior to beginning first grade.

Each of the four groups had an equal number of children (41). 

The researchers employed the Preschool Children’s Knowledge Test. This is an oral test designed for children aged 4 to 7. The test takes 10 to 15 minutes to administer to each child. It is designed to assess both the level of knowledge that a child possesses and the child’s ability to apply that knowledge in a social environment. The test includes 40 questions equally divided across ten domains, including: society, numbers, time, games/sport, tales, animals, plants, household, tools, and profession. In scoring the results, each question is equally weighted. Thus, student scores can range from 0 to 40. The results in Table IV-1 include both the numerical result (the actual number of items answered correctly) and a percentage result (the percentage of the 40 total items answered correctly). 

Table IV-1. Average Score of Selected Children in Slovakia on  Standardized Test (Fall 2000).

	
	Presov
	Solivar
	Zehna
	All Sites

	Program Group
	25.3
(63.3%)
	21.1
(52.8%)
	14.3
(35.5%)
	19.1 
(47.7%)

	Comparison Group 1
	14.3
(35.8%)
	13.0
(32.5%)
	8.9
(22.1%)
	11.1
(28.5%)

	Comparison Group 2
	28.5
(71.2%)
	28.5
(71.3%)
	28.6
(71.4%)
	28.6
(71.3%)

	Comparison Group 3
	33.2
(83.1%)
	30.1
(75.3%)
	31.5
(78.8%)
	31.7
(79.5%)


In January and February 2001, the research team administered a standardized school readiness test to 108 children who had enrolled to begin first grade in September 2001. Thus, they were a year younger than the children who had participated in the first test administration. These children also lived in the three communities where the Educational Centers operated. These children only represented three of the four research groups: Program Group; Comparison Group 1 (Roma children with no kindergarten); and Comparison Group 3 (non-Roma children with kindergarten). Each of these three groups included 36 children.

The second test was the Orientation Test for Preparedness of School developed by Karol Kollarik. This test focused on assessing readiness for elementary school. It incorporates four subtests involving capturing details and differences, mathematical thinking, capabilities of categorization, and fine motor skills. Students are asked to carry out specific tasks and are assessed on how these tasks are carried out. Tasks are differentially weighed in scoring the test with a total score on the test of 72. Test results allow students to be divided into three broad categories: 

· Those sufficiently prepared for school (score of 44 to 72)

· Those with deficiencies in their preparation (score of 33 to 43)

· Those insufficiently prepared for school (score of 0 to 32)

As this is used as a diagnostic test of school readiness, students falling into either of the two lower categories require additional assessment. However based on these results, it can be concluded that students in the two lower categories are more likely to have problems when they enter elementary school. 

Table IV-2. Average Score of Selected Children in Slovakia on Readiness Test (Winter 2001).

	
	Presov
	Solivar
	Zehna
	All Sites

	Program Group
	48.7
	51.3
	49.5
	49.3

	Comparison Group 1
	34.1
	25.8
	25.1
	30.7

	Comparison Group 3
	63.9
	60.5
	51.7
	60.8


 Chart IV-1. School Readiness of Selected Children in Slovakia on Readiness Test (Winter 2001).
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The results of  both the standardized test and the school are consistent. On both tests, Roma children participating in the preschool program offered by the Educational Centers Project, scored significantly higher than a comparable group of Roma children who had not participated in Project activities. The second test specifically indicates that a much higher proportion of Roma Project participants are sufficiently prepared for school than a comparable group of Roma non-Project participants.

Interviews with Project staff also confirm these results. According to Project staff, primary school teachers consistently report that Roma Project participants are better prepared for entering school than Roma Project non-participants. In particular, these teachers report that Roma Project participants begin school with greater proficiency in the majority language (Slovakian), greater pre-reading and pre-writing skills, greater knowledge of math and science, better ability to concentrate, and better fine motor skills. Moreover, staff reports that fewer Roma Project participants have been placed in special schools as a result of this preparation.

At the same time, the results of the two tests reveal that a performance gap still exists between Roma and non-Roma children, despite the participation of Roma children in the Project’s preschool program. This gap is persistent across all three sites. In part, these results reflect the fact that the preschool experience of non-Roma children still usually began earlier and was more intensive than the preschool experience of Roma children participating in the Project’s preschool program. However, this gap existed even where non-Roma children did not attend preschool. This suggests that participation in a preschool program alone is not sufficient to equalize the educational opportunities between Roma and non-Roma children. Nevertheless, the results of these two tests provided compelling evidence that preschool participation can close this gap significantly.

Finding # 1-B: Roma children who attended the preschool program offered by the Educational Centers Project (Slovakia) had higher marks, better attendance, and better behavior than Roma children who had not participated in such a program. 

The research team compared school records for a total of 180 students including 92 students in third grade during the 2000-01 school year and 88 students in second grade during that year. Again students were divided into four equal groups: Program Group (Roma Project participants); Comparison Group 1 (Roma Project non-participants); Comparison Group 2 (non-Roma students with no kindergarten); and Comparison Group 3 (non-Roma students with kindergarten). Here too there were equal numbers of students in each group – 22 in each group of second graders and 23 in each group of third graders. 

The research team focused on the records of the current second grade students during their last complete school year – first grade (during the 1999-2000 school year). The team also focused on the records of current third grade students during their last two complete school years – second grade (1999-2000) and first grade (1998-1999). 

The research team examined both student attendance and class marks. The average number of both excused and unexcused absences were computed for the Program Group and the three comparison groups, over first and second grade for the current third grade students and over first grade for the current second grade students. The average class mark was computed for the three major courses (Slovak, Mathematics, and Science & Society) and overall only for second grade because separate class marks were not given during first grade. First grade had only a single mark. Marks were computed using a scale of 1 to 5 with 1 being the best mark. Therefore in Table IV-4, a lower number represents a better mark. 

Table IV-3 below reports the average number of classes or lessons missed by students in each group and how many were excused or unexcused. 

Table IV-3. Average Number of Classes (or Lessons) Absent for Selected Students in Slovakia (1998 – 2000).

	
	Program Group
	Comparison Group 1
	Comparison Group 2
	Comparison Group 3

	Grade 1 (1999-2000) Excused Abs.
	
110.3
	
127.0
	
64.5
	
63.0

	Grade 1 (1999-2000) Unexc. Abs.
	
1.7
	
22.0
	
0
	
0

	Grade 1 (1998-1999) Excused Abs.
	
84.5
	
117.1
	
73.3
	
50.9

	Grade 1 (1998-1999) Unexc. Abs.
	
0
	
16.5
	
0
	
0

	Grade 2 (1999-2000) Excused Abs.
	
79.1
	
134.9
	
72.6
	
52.5

	Grade 2 (1999-2000) Unexc. Abs.
	
1.3
	
7.4
	
0
	
0


Table IV-4. Average Marks for Selected Second Grade Students in Slovakia (1999 – 2000).

	
	Program Group
	Comparison Group 1
	Comparison Group 2
	Comparison Group 3

	Slovak
	2.95
	3.57
	1.67
	1.48

	Mathematics
	2.67
	3.24
	1.43
	1.43

	Science & Society
	1.90
	2.57
	1.14
	1.24

	Total
	2.43
	3.19
	1.38
	1.38

	Note: Marks range from “1” (highest) to “5” (lowest).


The information presented in Tables IV-3 and IV-4 demonstrate that Roma Project participants consistently receive higher marks and have higher attendance in grades 1 and 2 than Roma students who did not participate in the Project. However, a gap continues to exist between Roma and non-Roma students – despite project participation. Roma students who participated in the preschool program still have lower average marks and higher average absences than non-Roma students.

The research team also examined school performance of students during first grade. This examination revealed that fewer students in the Program Group failed during first grade among both current second grade students and current third grade students, when compared to Roma students in comparison group 1. Among current third graders, 2 students in the Program Group failed first grade, but 9 students in Comparison Group 1 failed first grade once and 3 failed the grade twice. Among current second graders, 7 students in the Program Group failed first grade, but 7 students in Comparison Group 1 failed first grade once and 2 failed twice. 

In addition to reviewing these student records, the research team also asked the teachers of the 164 first grade students who participated in the first  standardized test (administered in September-October 2000) to assess the behavior and competency in the Slovak language of these students. The results of this inquiry are listed in Table IV-5. This table indicates the proportion of students in the Program Group and the three comparison groups who were considered to have satisfactory behavior and who were considered to be competent in the Slovak language.

Table IV-5. Assessment of Behavior and Slovak Language Competency of Selected First Grade Students in Slovakia (2000-2001).

	
	Program Group
	Comparison Group 1
	Comparison Group 2
	Comparison Group 3

	Behavior Satisfactory
	68.3%
	48.8%
	92.7%
	100%

	Competent in Slovak Language
	73.2%
	43.9%
	100%
	100%


Observations of elementary school classes by the research team, also found those Roma students who were project participants, were better prepared for class than Roma students who had not participated. Research team members conducted one to three days of observations in 18 elementary school classes in three schools in Presov. Observations were conducted of equal numbers of first, second, and third grade classes. There were a total of 388 students in these 16 classes, including 57 Roma students. Of the Roma students in these classes, 33 were Project participants and 24 were not. 

Among the incidents recorded by the research team during their classroom observations were instances of missing homework or class materials by the students. Among Roma who were Project participants, there were 20 instances of missing homework (0.6 per student) and 35 instances of missing materials (1.1 per student). Among Roma who did not participate in the Project, there were 29 instances of missing home (1.2 per student) and 31 instances of missing materials (1.3 per student). Thus, it appears from these observations that Roma students who were project participants, were consistently better prepared for class than their counterparts who failed to participate. As a result, it is not surprising that project participants had higher marks than Roma students who failed to participate.

The educational success of Roma Project participants during the primary grades is further reinforced by the survey responses of 34 teachers in grades 1 to 4 from five schools in Presov and Zehna. This survey was completed by teachers during January and February 2001. Of the 34 teachers, 23 reported that they had children from the Educational Centers enrolled in their class. Seventeen (17) of these 23 teachers reported that they could tell a difference between Roma students who participated in the Project and those who failed to participate. Teachers reported that Project participants were better prepared in Slovak language, better prepared in mathematics, and better behaved. 

Finding 1-C: Roma children who participated in the preschool program offered by the Kindergarten as Family Center Project (Yugoslavia/Serbia) were better prepared to begin elementary school than Roma children who had not participated in such a program.

This research team reviewed school records for a total of 88 Roma children who began elementary school during the 2000-2001 school year. This included 52 children from six communities who had participated in Project activities and 36 children from comparable communities who were not Project participants.

Chart IV-2. Results on School Readiness Test for Selected Roma Children in Yugoslavia/Serbia. (Fall 2000)
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The results of the school readiness test indicate that Project participants were better prepared for elementary school than a comparable group of Roma students who did not attend the preschool programs offered by the Project. 

School record also indicated that Roma children participating in the Project were more likely to be competent in the majority language (Serbian) than the comparable group of non-participants. According to these records, 81% of Project participants, but only 67% of non-participants were reported as “good” in the Serbian language.

The responses to a written survey of 16 school staff (1 school director, 9 teachers, and 6 psychologists or pedagogues) from 9 schools in 5 project sites, presented similar conclusions. Fifteen (15) of the 16 respondents (94%) reported that Roma children participating in Project activities were “adequately prepared” for elementary school. They further reported that observable differences existed between Roma children who had participated in the Project and those who had not participated. Specifically, Project participants exhibited greater prior knowledge, demonstrated better interaction with their peer group, adapted to the school environment faster, communicated better with teachers, and exhibited greater competency in the Serbian language. These characteristics were all seen as reflecting better preparation for elementary school.

At the same time, 5 of 16 staff (31%) reported that Project participants could still require further preparation. They cited a need for additional work on skills, knowledge, and behavior. As with the research on the Educational Centers Project (Slovakia), these results suggest that the preschool program has reduced but not eliminated the preparation gap between Roma and non-Roma children.

Finding #1-D: Roma students who participated in the preschool program offered by the Kindergarten as Family Center Project (Yugoslavia/Serbia) were less likely to drop out during the first three years of elementary school than Roma students who had not participated in such a program. 

The research team reviewed the school records of 105 Roma children who were enrolled in grades 1 to 3 during the 1999-2000 school year. These children were drawn from six of the project sites. By the end of this school year, 16% of these children had dropped out of school. 

The team also reviewed the records in a comparison school with a large Roma student population in the same community as one of the Project sites. According to these records, there were a total of 166 Roma students eligible to attend school in grades 1 to 3. However, only 94 were still enrolled in those grades – a dropout rate of 42%.

Finding #1-E: Roma students who attended preschool programs offered in certain sites by the Kindergarten as Family Center Project (Yugoslavia/Serbia) had higher marks and better attendance during the first three years of elementary school than Roma students who had not participated in such programs. 

As noted in the project description, the Kindergarten as Family Center Project offered preschool programs in two kinds of sites. In 6 out of 14 sites, the Project shares facilities with a local public kindergarten or elementary school. In the other 8 sites, the Project operates separate facilities. 

In its analysis of school records, the research team identified 73 Roma students who attended 3 separate facilities and 32 Roma students who attended 3 shared facilities. In addition, the team identified 101 Roma students enrolled in grades 1 to 3 during the 1999-2000 school year who had not participated in the Project. These included 7 students who were enrolled in the same schools as Project participants and 94 students who were enrolled in a comparison school with no Project participants. 

The research team computed average marks and attendance for each of the three groups of Roma students. Marks were computed on a scale ranging from 1 to 5 with “1” representing “unsatisfactory” and “5” representing “excellent”. Thus, the higher the score, the better the student’s performance. The team also computed the percentage of “regular attendees”. Regular attendees were defined by the school as students who attended at least two-third of the school days.

Table IV-6. Comparison of Attendance and Marks for Selected Roma Students in Yugoslavia/Serbia for Grades 1 to 3. (1997-2000)

	
	Participants in Shared Sites
	Participants in Separate Sites
	Students in Comparison School

	  Average Mark
	2.5
	3.5
	3.1

	Regular Attendees
	53%
	89%
	84%

	Note: Marks range from “5” (excellent) to “1” (unsatisfactory).


The results of this analysis indicate that Roma children attending preschool programs in separate sites had significantly higher marks and better attendance than Roma children attending preschool programs in shared sites. At the same time, there appears to be no difference in the preparation gains of the two groups of Project participants. According to Project records, 90% of students from each type of site (separate and shared) successfully passed the readiness test and were enrolled in first grade during the 2000-2001 school year. This may suggest that initial gains made in both types of sites may not persist for children who attended the shared sites.

Interviews with project staff suggest that other factors may also have contributed to the differences seen in student results. The three shared sites are located in isolated and impoverished villages while the three separate sites are located in more urban areas, with access to greater resources. This could account for the differences. A similar pattern was apparent in Slovakia, where Roma children attending the village site had consistently lower scores than their counterparts in the urban sites. Other factors related both to the effectiveness of the local Roma association which was collaborating with the project to develop and operate the site, and to the quality of the teaching staff. Project staff reported that differences existed in both factors regarding the shared and the separate sites. Further investigation is needed to examine the relative effects on student performance of these various factors.
The students attending the separate sites had somewhat better marks than Roma students in the comparison school. This was not the case for students in the shared sites. These results seemed to indicate that Roma students in shared sites, actually performed worse educationally, than Roma students who did not participate in the Project. 

However, there are two factors that have skewed the results for students in the comparison site. First, the research team discovered that some students at the comparison site had attended a preschool conducted by the school. The research team could not determine the number and identity of the students. So, this factor could not be included in the analysis. Second, the records examined for the comparison school were only for students who were still enrolled in school. Our analysis of school records (described earlier) also revealed that more than 40% of eligible Roma students had already dropped out of school. Their records were not included in this analysis. 

It would be reasonable to assume that the Roma students who had dropped out of school were failing in their marks and were not attending school regularly. If we adjust the marks and attendance rates to reflect these assumptions, we discover that the average mark for the comparison school students would be about 2.25, and the percentage that are regular attendees would be less than 50%. 

These adjusted comparison results suggest that Roma children attending the separate sites continued to perform considerably better than their counterparts who did not participate in the Project – even though some of the students in the comparison group attended another preschool program. Roma students in the shared sites also performed somewhat better than the comparison group. At the same time, these results suggest that initial gains made by Roma children in the shared sites, may not persist after three years in elementary school to the same degree as for students in the separate sites. 

A comparison of student records for Project participants in one separate site with records for Roma children who were non-participants confirmed these research results. This analysis focused on children who began first grade during the 1998-99 school year. 

Table IV-7. Comparison of Educational Attainment for Project Participants and Comparison Group in One Project Site in Yugoslavia/Serbia. (1998/99)

	
	Project Participants
	Comparison Group

	Passed Readiness Test
	100%
	67%

	Regular Attendance
	100%
	47%

	Competent in Serbian
	97%
	33%

	Complete First Grade
	100%
	40%


Interviews with teachers and psychologists in several elementary schools attended by Project participants also confirmed these results. School staff consistently reported that Project participants had demonstrated better educational attainment and school completion rates than other Roma children. They specifically cited greater success on primary school readiness tests, higher marks, better attendance, improved proficiency in the Serbian language, and more successful completion of each grade level. As one school director noted: “The number of [Roma] children that failed is practically not worth mentioning because these children by their behavior, regular attendance, and [educational] achievements positively influence all the other Roma children.”

Finding #1-F: Roma students participating in the homework assistance and tutoring program offered by the Program for Educational Support (Macedonia) had improved or stable marks and regular attendance in elementary school. Their marks were also better than Roma students who had not received home assistance or tutoring.

Data from throughout the region suggests that the educational performance of many Roma children declines as they proceed through school. As has been stated earlier, Roma children generally begin school at an educational disadvantage to their non-Roma peers. As the effects of educational and language barriers continue and grow, the educational disadvantage widens. The result is that both school attendance and class marks decline among many Roma. In many cases, these declines result in students being retained rather than promoted to the next grade level. As these failures mount, most Roma students eventually disengage from school entirely and dropout.

Staff from the Program for Educational Support (Macedonia) has observed such a pattern among Roma children in the Shuto Orizari community in Macedonia. Conversations with local elementary school staff have confirmed these conclusions. 

A review of the school records of students participating in the homework assistance program offered by the Program for Educational Support (Macedonia) indicates that such students do not exhibit such a pattern. The research team reviewed the records for 237 such Roma students over two complete school years (1998-99 and 1999-2000) and the partial records for a third school year (2000-01). The team compared the marks for students from one school year with those from the previous year, to determine whether their marks improved, remained unchanged, or declined over time.

Table IV-8. Change in Class Mark for Participating Roma Students in Macedonia (1998-2001).

	
	No. of Students
	Mark Improved
	Mark Unchanged
	Mark Declined

	1998-1999
	40
	17%
	83%
	0%

	1999-2000
	91
	22%
	78%
	0%

	2000-2001
	106
	20%
	69%
	11%


Not only did the vast majority of participating Roma students maintain their marks from one school year to the next, but also about one in five actually saw their marks improve. Moreover, most of the students who recorded a decline in their marks during the current school year were students who had discontinued participation in the homework assistance program. This suggests that continued participation in program activities by Roma students, is necessary to sustain its benefits.

According to project staff, all students who received homework assistance also had regular school attendance during this period of time. This even included those students considered by their schoolteachers to have the greatest problems in school.

Project staff at the original program site reported that their greatest success occurred with younger students who had received homework assistance since they had begun elementary school. Staff identified 20 students who were enrolled in third grade whose class marks were consistently at the highest level (4 or 5 on a 5-point  scale). At the same time, staff reported that some of these students now attended program activities less frequently or not at all. For most of the students who reduced their participation in program activities, their class marks declined from their previous high level. 

Similar examples were provided from the program’s second site (established in September 2000). Program staff cited one student whose marks were 3 or 4 when he received homework assistance through the project. His mark subsequently dropped to 1 (failing) when he stopped coming. After receiving encouragement from his teacher and from other Roma students, this child resumed his participation in the project’s homework assistance program. Staff reports that his marks have risen and that he is once more passing. 

In a March 2001 group interview with the research team, one upper grade (5 to 8) student cited a similar experience. This student reported that “until the moment I came here I had general mark [of] 2 and for some subjects I have [general mark of] 1. But after I came here my grades are 4 or sometimes 3 but not less than that. I have improved.”

By involving younger Roma students in program activities from the beginning of their schooling experience, Project staff note that they are able to address the learning deficiencies of younger Roma students earlier. For older Roma students, their learning deficiencies have become compounded and are much more difficult to successfully address. Nevertheless, the data suggests that continued services are needed by both groups if the gains resulting from program participation are to continue. In other words, it does not appear that program participation results in long-term sustainable educational benefits for Roma children. Rather, educational benefits rely upon continued program participation.

In addition to noting measurable improvement in the academic performance of participating Roma students, the research team also observed Roma students who participated in the program activities had better classroom marks than their counterparts who did not participate. The research team reviewed the school records for four classes of students (two in fourth grade and two in fifth grade) in one elementary school.

One fifth grade class included 11 students who had participated in program activities. These students had an average mark of 3.7 (on a five-point scale with 5 the highest score) and 45% of the students had a mark of 4 or 5. That class also included 19 students who had not participated in program activities. These students had an average mark of 1.5 and only 5% of these students had a mark of 4 or 5. The second fifth grade class included 45 students. None of these students had participated in program activities. The average mark of these students was 1.9 and only 20% of these students had a mark of 4 or 5. 

A similar pattern was observed in the two fifth grade classes. One class included some students who had participated in program activities. The average class mark for this class (including both program participants and program non-participants) was 3.1. The second class did not include any students who had participated in the program. The average mark for the second class (including only program non-participants) was 2.8. 

Finding #1-G: Roma secondary school students receiving scholarships, tutoring, and mentoring assistance through the Roma Mentored Scholarship Project (Hungary) and the Program for Educational Support (Macedonia) were more likely to remain in school than Roma students who failed to receive this assistance.

The financial assistance provided by these projects played a crucial role in increasing the motivation and financial ability of Roma students to remain in secondary school. The research team interviewed 51 Roma students including 31 students who were participating in the Roma Mentored Scholarship Project (Hungary) and 20 who were participating in a comparison project, which provided scholarships but no mentoring or tutoring assistance. All students in both groups reported increased motivation and support for staying in school under each program. 

These perceptions were confirmed in interviews by the research team with teacher-mentors participating in the Roma Mentored Scholarship Project, with parents of Roma students participating in the two projects, and with administrators (form-masters and headmasters) in schools attended by Roma students participating in the two projects. Twenty (20) out of 27 (75%) of the teacher-mentors and 12 of 16 (75%) of the school administrators reported such observations with regard to students participating in the Roma Mentored Scholarship Project. Six out of 10 (60%) of the school administrators and 7 of 10 (70%) of the parents reported similar observations with regard to the students participating in the comparison scholarship project.

In addition to the financial assistance, the Roma Mentored Scholarship Project provided participating Roma students access to a mentor, who offered tutoring. Many also offered social support and advice. As a result, all 31 of the participating students reported academic performance and social development gains due to their participation in the Project. Only 10 of 20 students participating in the comparison scholarship project reported such gains. Moreover, all 31 of the students participating in the Roma Mentored Scholarship Project reported that the availability of assistance or the specific educational assistance to be the most important aspect of the project – even more important than the financial assistance. 

A review of student records by the research team in Hungary confirmed the responses of both students and mentors. The researchers examined the student records in ten Hungarian secondary schools enrolling students receiving either mentored scholarships or comparable non-mentored scholarships. Among the 4,567 students enrolled in the ten schools, there were 28 scholarship recipients – 12 receiving mentored scholarships and 16 receiving non-mentored scholarships. None of the Roma students in this small sample of scholarship recipients dropped out of school. 

Moreover, the average mark among Roma students participating in both scholarship projects was higher than the average mark of all students (both Roma and non-Roma) in their respective high schools. The average mark of all students in the ten high schools was 3.6 (on a scale of 1 to 5 with “5” as the highest mark). The average mark for Roma students in the mentored scholarship project was 3.9, while the average mark for Roma students in the non-mentored scholarship project was 4.6. These results suggested that receipt of the scholarships helped motivate participating Roma students to exceed the average academic performance of their non-Roma, as well as their Roma, peers in secondary school.

Due to different eligibility criteria, the Roma students who received mentored scholarships were less successful in school at the time they received the scholarship than those Roma students who received the non-mentored scholarship. Students receiving the non-mentored scholarship were required to have a mark average of 4.0, while those receiving the mentored scholarship were required to have a mark average of only 3.5. This suggests that Roma students receiving the mentored scholarship were more likely to be struggling in school, than their peers who received the non-mentored scholarship. 

This conclusion is reinforced by a review of family income data from students’ scholarship applications. The average family income of students receiving the non-mentored scholarship was at least 12% higher than that for students who received the mentored scholarship. 

This data suggests that the mentored scholarships succeeded in keeping those Roma students, who were most likely to struggle, performing above the minimal eligibility standard. While mentored scholarship recipients did not perform, on average, as well in the school marks as the recipients of the non-mentored scholarship, this is likely to have reflected pre-existing differences related to previous school performance and a lower family income.

Participation in the Roma Mentored Scholarship Project also opened other “doors” leading to educational support for Roma students. The Project is specifically seen, by its sponsoring foundation, as a “gateway” for Roma students to additional assistance. Activities are incorporated into the project to inform Roma students of these additional opportunities. As a result, one-third (10 of 31) of the Roma students participating in this project were aware of other projects designed to provide educational assistance to Roma students. At the same time, none of the Roma students participating in the comparison scholarship project were aware of such projects. 

This research suggests that there are educational benefits associated with providing Roma students scholarship assistance. However, these benefits are increased when mentoring assistance and information about other educational support programs are also provided to participating Roma students.

The Program for Educational Support (Macedonia) incorporates a mentored scholarship program which involved 22 Roma students in  in the first year of high school.  A second program offered scholarships (without mentoring assistance) to Roma students in their fourth year of high school. In interviews, project staff provided anecdotal information documenting the value and benefit of this assistance. 

According to project staff, a larger number of Roma students sought to complete secondary school due to the encouragement and support they received from the project during elementary school. However due to funding limitations, the project was able to provide financial assistance and other support to only a few of these students. Students who received this assistance (both financial and otherwise) remained in school. They also improved or maintained relatively high marks (4 or 5 on a five-point mark scale). However, most of those who did not receive financial assistance either failed to enroll in secondary school or dropped out during the school year.

Finding #1-H: There was some evidence that fewer students in the primary grades (1 to 3) were failing promotion to the next grade in schools participating in the Roma Teaching Assistant Project (Czech Republic).

In interviews, both project staff and administrators of participating schools emphasized that quantifying the impact of RTAs was extremely difficult because of the nature of the work conducted by RTAs. As indicated in the project description earlier in this report, the roles carried out by RTAs varied considerably in different schools. As a result, the presence of RTAs contributed to a variety of initiatives and activities ongoing in each school. In some cases, RTAs made these activities possible. In other cases, they enhanced these activities significantly. In still others, they simply contributed to their operation. As the Roma Teaching Assistant Project interacted with these other efforts in different ways in each school, the impact of the Project on Roma students could not be easily isolated.

Despite these inherent difficulties, the research team sought to identify possible associations between the presence of RTAs in school and student educational performance and attendance – given that there was a stated desire in all participating schools to improve the educational achievement of Roma students. Specifically, the research team reviewed student records in five schools (see Table IV-9), which employed RTAs under the Roma Teaching Assistant Project (Czech Republic). Records were examined for three full school years (1997-98; 1998-99; and 1999-2000). In addition, records were examined for the first semester of the current school year (2000-01). Student records were examined for students in grades 1 to 4. Due to legal requirements in the Czech Republic, the research team was not able to identify specific Roma children in these classes. However, the placement of RTAs in these schools by the Czech Ministry of Education, confirmed that these schools had substantial Roma student enrollments.

Table IV-9. Profile of Czech Schools Included in Student Record Analysis.

	
	
Total Student Population
	Percentage of Roma Students
	
Number of RTAs
	Year RTAs First Employed

	School #1
	400
	50%
	1
	1998

	School #2
	364
	40%
	1
	1997

	School #3
	250
	98%
	8
	Before 1997

	School #4
	277
	50%
	1
	1998

	School #5
	700
	20%
	2
	1998


For each grade level in each school year, the research team reviewed student marks and noted how many students in each grade had failing marks and had not been promoted to the next grade. The team conducted a cross-sectional comparison to identify changes in the failure rate among first grade students in each school over the last three full school years (1997 to 2000). These percentages are presented in Table IV-10. The team also conducted a longitudinal comparison to identify changes over time in the failure rates for students, in grades 3 and 4, during the 1999-2000 school year. These comparisons could only be made over two full school years (1998 to 2000). These percentages are presented in Table IV-10.

Table IV-10. Failure Rates Among First Grade Students in Participating Schools in the Czech Republic. (1997 – 2000)

	
	1997-98
	1998-99
	1999-2000

	School #1
	14%
	6%
	0%

	School #2
	5%
	7%
	3%

	School #3
	4%
	6%
	0%

	School #4
	9%
	6%
	7%


Table IV-11. Failure Rates Among Longitudinal Group of Students in Participating Schools in the Czech Republic. (1998 – 2000)

	
	1998-99
	1999-2000

	School #1
	8%
	0%

	School #2
	6%
	2%

	School #3
	10%
	2%

	School #4
	3%
	3%


These results suggest that the presence of RTAs could be most beneficial to those students who are having the most trouble in school. Comments by teachers, observations by the researchers, and past research indicate that most of those students are Roma. 

Such results are consistent with the educational work carried out by most RTAs. Interviews with school directors, teachers, and RTAs in these four schools indicated that most RTAs spent a majority of their classroom time assisting those Roma students who had the greatest educational problems – in other words, those Roma students at the greatest risk of educational failure. 

However, there was considerable variability among RTAs in these four schools regarding the amount of time spent in the classroom compared to the amount of time spent on other activities. In two of the schools, RTAs were also involved in providing “social work”-type assistance to Roma families and, in three of the schools, they were involved in outreach to parents around student attendance issues. 

There was also a large variance concerning the nature of the work conducted in the classroom. Among the six RTAs interviewed in these four schools, three reported explaining lessons to Roma students, two reported providing assistance to students in carrying out their assignments, and three reported conducting lessons in association with the teacher. Two of the RTAs reported devoting significant time to maintaining discipline and order among students (particularly Roma students) in the classroom and the school. This information indicated that the assistance provided by RTAs to individual students in these schools varied considerably from school to school and even between RTAs in the same school.

Finding #1-I: There were no consistent changes in the educational attainment or school attendance of children in schools participating in the Roma Teaching Assistant Project (Czech Republic). 

In addition to using student data to track changes in failure rates over time; the research team also examined attendance rates and class marks. Attendance was computed by determining the average number of absences (both excused and unexcused) per student for school. Absences are reported in Czech schools by number of classes missed. Marks were computed by determining the average mark for each class on a scale of 1 to 5 (with 1 being the highest mark). Student data was collected and analyzed for two full school years (1998-99 and 1999-2000) and for the first term of the current school year (2000-01). Longitudinal comparisons were made tracking students who are currently in grades 3 and 4.

Table IV-12. Average Marks of Students Currently in Grades 3 and 4 in Participating Schools in the Czech Republic. (1998 – 2001)

	
	
1997-1998
	
1998-1999
	2000-2001
(1st term)

	School #1
	1.7
	1.7
	1.7

	School #2
	1.6
	1.6
	1.8

	School #3
	1.7
	1.5
	1.7

	School #4
	1.4
	1.6
	1.7

	School #5
	1.4
	1.5
	1.5

	Note: Marks range from “1” (highest) to “5” (lowest).


Table IV-13. Average Number of Absences of Students Currently in Grades 3 and 4 in Participating Schools in the Czech Republic. (1998-2001)

	
	
1997-1998
	
1998-1999
	2000-2001
(1st term)

	School #1
	144
	193
	93

	School #2
	176
	190
	94

	School #3
	150
	156
	72

	School #4
	109
	134
	75

	School #5
	37
	38
	53


Comparisons of annual average marks and absences per student revealed no consistent trends over time. Average marks changed only slightly during this time period. Average absences actually increased – keeping in mind that the most recent absence figures represent only half of the time period covered by the two previous figures.

The research team also compared marks and attendance for each student in each of these schools to determine what proportion improved, declined or remained relatively unchanged. In assessing absences, changes exceeding 17 absences were considered a “change”. This figure was chosen because it represented approximately 10% of the average number of absences for students in all the schools examined. For the purposes of both absences and marks, only results for the two full school years were compared.

Table IV-14. Change in Marks of Students in Grade 3 and 4 in Participating Schools in the Czech Republic. (1998-2000)

	
	Improved
	Unchanged
	Declined

	School #1
	35%
	10%
	55%

	School #2
	20%
	25%
	55%

	School #3
	8%
	20%
	72%

	School #4
	21%
	26%
	53%

	School #5
	12%
	41%
	47%


Table IV-15. Change in Attendance of Students in Grades 3 and 4 in Participating Students in the Czech Republic. (1998-2000)

	
	Improved
	Unchanged
	Declined

	School #1
	27%
	20%
	53%

	School #2
	31%
	33%
	36%

	School #3
	24%
	27%
	49%

	School #4
	33%
	13%
	54%

	School #5
	41%
	31%
	28%


These tables indicate that a majority of Roma student continued to decline in both  marks and attendance over time.

In School #2, the research team observed that the two current third and fourth grade classes appeared to contain significantly different proportions of Roma students. Based on observations and conversations in the neighborhood, the research team estimated that the “B” class in each grade had more than 75% Roma students, while the “A” class in each grade had less than 20% Roma students. 

A similar pattern was observed in School #4. In that school, the student population of the “B” class also exceeded 75% Roma students, while that of the “A” class had less than 25% Roma students. 

In each school, the RTAs focused more of their time and attention on the “B” classes because they had a larger proportion of Roma children. The research team compared the results for both marks and attendance to determine if the classes with larger proportions of Roma students would show greater gains than those with smaller proportions of Roma students. As Tables IV-16 and IV-17 show, such a pattern did not emerge.

Table IV-16. Average Marks for Students in Grades 3 and 4 in Two Participating Schools in the Czech Republic. (1998-2001)

	
	
1998-1999
	
1999-2000
	2000-2001
(1st term)

	School #2
”A” Class
	1.2
	1.4
	1.5

	School #2
”B” Class
	1.5
	1.7
	1.9

	School #4”
”A” Class
	1.6
	1.6
	1.7

	School #4
”B” Class
	1.8
	1.7
	2.2

	Note: Marks range from “1” (highest) to “5” (lowest).


Table IV-17. Number of Absences for Students in Grades 3 and 4 in Two Participating Schools in the Czech Republic. (1998-2001)

	
	
1998-1999
	
1999-2000
	2000-2001
(1st term)

	School #2
”A” Class
	94
	120
	74

	School #2
”B” Class
	124
	149
	77

	School #4”
”A” Class
	147
	132
	75

	School #4
”B” Class
	137
	161
	117


In their interviews, RTAs, teachers, and school administrators were asked about the impact of the presence of RTAs on student performance in the school. 

· Only four of the 18 RTAs reported improvement in either student attendance or marks. However, two of these RTAs (both from school #3) did cite specific evidence for their conclusions. One RTA noted that the students she had worked with had all been failing (mark of “5”) in the prior term. By the end of the year, all were passing with a mark of at least “3”. The other RTA noted that 15 students had received failing behavior marks the previous year due to excessive absences. That number had been reduced to 4 students during the current year. 

· Only two of the nine teachers interviewed reported improvement in either student attendance or marks. One of those teachers reported that student scores in writing had significantly increased during the current year and attributed those gains entirely to intensive work conducted on the subject by the RTAs.

· Four of the nine school administers interviewed reported improved student attendance due to the presence of the RTAs. One of those administrator also reported gains in student marks, but another specifically reported no gains in student marks due to the presence of the RTAs.

Finding #1-J: The Equal Opportunities Project (Romania) did not anticipate producing changes in the educational attainment of Roma students in participating schools during its three-year period of operation.Nevertheless, there was anecdotal evidence  of improvement in educational outcomes of some Roma students.

In interviews, the developers and staff of the Educational Opportunities Project emphasized that they expected to see no consistent, measurable changes in students’ educational performance or behavior at this point in the Project’s implementation. As indicated in the project description, the goals of Project activities carried out during its first two years of operation were to build knowledge and awareness among school staff. Changes in behavior would generally be limited to administrators and a few of the teachers in each of the participating schools. Moreover, these changes would generally be “evolutionary”, rather than “revolutionary”, in nature – designed to lay the foundation for more significant changes in the organization and operation of both schools and classrooms over the long-term. 

In order to confirm this expectation, the research team reviewed student records in 9 participating schools (5 urban and 4 rural). This included 5 schools from the first selection cycle and 4 schools from the second selection cycle. These nine schools represented different geographical regions of Romania. Student records were reviewed over two or three full school years (1997-98, 1998-99, and 1999-2000). For some schools, records for the first term of the current school year (2000-01) were also reviewed.

In each participating school, the research team computed the average mark for Roma students. Marks were computed using a 10-point scale with 10 as the highest mark. In addition, the research team computed the average number of absences per student for Roma students. In some schools, both excused and unexcused absences were available. In other schools, only the number of unexcused absences was reported. Finally, the research team also computed an annual “failure rate” for each school. This rate included those Roma students who dropped out of school, those who failed to receive promotion to the next grade level, and those who failed at least one course but nevertheless, were promoted to the next grade level.

Table IV-18. Average Marks for Roma Students in Selected Participating Schools in Romania. (1997-2001)

	
	
1997-1998
	
1998-1999
	
1999-2000
	2000-2001
(1st term)

	School #1
	5.9
	6.9
	6.4
	NA

	School #2
	7.1
	6.1
	6.2
	NA

	School #3
	7.5
	7.1
	7.2
	NA

	School #6
	NA
	6.6
	NA
	6.4

	School #9
	NA
	6.6
	6.9
	6.8

	Note: Marks range from “10” (highest) to “1” (lowest).


Table IV-19. Average Absences Per School Year for Roma Students in Selected Participating Schools in Romania. (1997-2001)

	
	
1997-1998
	
1998-1999
	
1999-2000
	2000-2001
(1st term only)

	School #1
	9.5
	4.8
	7.1
	NA

	School #2
	55.2
	42.7
	43.9
	NA

	School #3
	33.2
	27.7
	23.6
	NA

	School #6
	NA
	43.0
	NA
	33.8

	School #7
	5.5
	1.5
	6.3
	NA

	School #8
	48.3
	44.7
	71.1
	NA

	School #9
	NA
	29.8
	38.0
	36.2


Table IV-20. Failure Rate Among Roma Students in Selected Participating Schools in Romania. (1997-2000)

	
	
1997-1998
	
1998-1999
	
1999-2000

	School #1
	63.4%
	52.3%
	40.5%

	School #2
	20.4%
	35.8%
	37.0%

	School #3
	21.3%
	15.5%
	10.3%

	School #7
	45.1%
	23.7%
	30.5%


As anticipated by the project designers and project staff, a comparison of these results  revealed no consistent trends for  average marks, attendance, or failure rates over this period of time. 

The research team conducted interviews with administrators, teachers, and parents associated with the nine participating schools included in this research. Staff in six of the nine participating schools (#2, #3, #4, #5, #7, and #9) reported educational achievement gains among some Roma students which staff attributed to Project-related activities.  However, none of the school staff characterized the gains as significant. In fact, teachers in two schools specifically labeled the gains as “minor” and “not spectacular”. At the same time, school staff from three of the nine participating schools (#3, #5, and #7) reported that some Roma children had demonstrated greater motivation to come to school regularly as a result of activities associated with the Project. Again, school staff failed to characterize the improvement in student motivation as being significant. 
Finding #1-K: Some teachers reported positive changes in the educational attainment and school attendance of children in schools participating in the Intercultural Education Project (Bulgaria). Moreover, Roma children reported that school was more attractive due to the study of Roma culture and tradition.

In March 2001, the research team administered a written survey to 33 teachers (including 16 who had participated in the project and 17 who had not) to gain information on their perspective regarding intercultural education in the schools. As Table IV-21 indicates, teachers who participated in the project reported that Roma students had slightly better classroom marks. In addition, a higher proportion of participating teachers reported that Roma students had regular school attendance and good behavior.

Table IV-21. Teacher Survey Assessment of Impact of Intercultural Education Project in Bulgaria (2001)

	
	Participants
	Non-Participants

	Average Classroom Marks of Roma Students 
(5 highest/1 lowest)
	
3.2
	
2.8

	Average Proficiency in Bulgarian of Roma Students
(5 highest/1 lowest)
	
2.4
	
2.4

	Percent of Teachers Reporting that Roma Had Regular School Attendance
	
82%
	
56%

	Percent of Teachers Reporting that Roma Had Good School Behavior
	
27%
	
12%


However, these survey results were at odds with observations by teachers participating in the Intercultural Education Project (Bulgaria), as reported by project staff and in written articles. These sources reported that there were no systematic gains in either the educational performance or the school attendance of students (including Roma students), in any participating school. However, they did report that some Roma children improved their proficiency in the Bulgarian language. They attributed these gains to the use of the instructional materials developed by the Project. Taken together, this information suggests that the effects of the project on student attendance and learning may have been highly variable.

In order to gain a better understanding of the Project’s impact on student attitudes and behavior, the research team also administered a written survey to students who had participated in the Project in March 2001. Surveys were distributed to both Roma and non-Roma students. A total of 230 students, who participated in the project (including 72 Roma, 71 non-Roma ethnic minorities, and 87 Bulgarians), completed the survey. In addition, a total of 210 students, who had not participated in the project (including 137 Bulgarians, 23 Roma, and 50 non-Roma ethnic minorities), also completed the survey as a comparison group.
This survey asked students whether the study of Roma culture and tradition made school more attractive. 

· Among the 69 Roma students responding to this question, 72% reported that school was more attractive and only 1% reported that it was less attractive. 

· A much smaller proportion (33%) of the 69 non-Roma ethnic minority students responding to this question, reported that school was more attractive because of the study of Roma culture and traditions. However, none of these students reported that it was less attractive. 

· The pattern was considerably different among 85 Bulgarian students responding to this question. Only 25% reported that school was more attractive due to the study of Roma culture, while 29% reported that it was less attractive. 

Finding #1-L: Through outreach activities in the Roma community, the Program for Educational Support (Macedonia), the Educational Centers Project (Slovakia), the Kindergarten as Family Center Projects (Yugoslavia/Serbia), and the Roma Teaching Assistant Project (Czech Republic) ensured that more Roma children were enrolled in elementary school.

As noted in the descriptions of all three of these direct service projects, these projects work in their respective communities to identify Roma children who are eligible for elementary school enrollment. For the projects in Slovakia and Yugoslavia/Serbia, these efforts are primarily focused on recruiting Roma children to attend the preschool programs that each project offers. All three of these projects specifically assist and encourage Roma families to enroll their children in elementary school in a timely manner. This assistance includes having project staff accompany Roma families to the schools to facilitate the enrollment process.

In interviews, staff from the Program for Educational Support (Macedonia) provided anecdotal information demonstrating the success of their efforts. Staff reports that they found some Roma parents hiding their children and not sending them to school. By conducting outreach into the community, staff succeeded in locating many such children, in contacting their parents, and in getting these children to enroll in elementary school. Many of these children subsequently received homework assistance and participated in other activities sponsored by the Project.

Interviews with staff from the Educational Centers Project (Slovakia) have also produced anecdotal evidence of the success of these efforts. Interviews with parents, whose children participate in the Project, indicate that ongoing outreach efforts of Project staff have been quite successful. Of 35 parents interviewed by the research team, 14 (40%) report that they found out about the educational opportunities offered by the Project through communication with Project staff. Project staff reports that many of these parents would not have enrolled their children in elementary school in a timely manner or at all, without previous contact with the Project.

According to Project staff, many elementary schools located in the three project communities resisted enrolling Roma children. Since many Roma parents did not enroll their children in elementary school in a timely manner, this provided elementary school administrators the opportunity to claim that classes were full and to deny their children admittance. As a result, Roma students were enrolled in a small number of schools with large Roma enrollments. 

Intervention by Project staff encouraged and enabled Roma parents to enroll their children in a more prompt manner. As a result, elementary school administrators were unable to claim that they could not accommodate Roma children in their classrooms. If they persisted in their efforts to deny enrollment to Roma children, Project staff intervened to facilitate the enrollment. Generally, their intervention resulted in successful enrollment of the Roma children. The effect of these efforts has been to reduce the isolation of Roma children to only a few schools.

The description of the institutional change project in the Czech Republic indicates that a primary role of the Roma Teaching Assistant is outreach to Roma parents and the Roma community. Although there was some question as to the degree to which most RTAs treated this as a primary responsibility, RTAs in three schools specifically reported identifying Roma children eligible for school who had not been enrolled. All three were successful in intervening either with parents or with appropriate governmental agencies to get these children enrolled in school. In addition, 8 of the RTAs (in 7 schools) were involved in working with the preparatory classes (targeting students, mainly Roma students, who were not yet ready for first grade). Most of these RTAs reported that part of their responsibility was the recruitment of Roma children for these classes.

Finding #1-M: Through outreach activities to Roma parents, the Program for Educational Support (Macedonia), the Educational Centers Project (Slovakia), and the Kindergarten as Family Center Projects (Yugoslavia/Serbia) ensured that more Roma parents were supportive of their children continuing school, through completion of elementary school and even into secondary school.

As noted in the descriptions of all three direct service projects, these Projects also seek to change the attitudes of Roma parents towards the need for completing elementary school. Traditionally, many Roma parents believe that children can end their public schooling after only a few years (often only four years). By working directly with Roma parents, these projects have sought to change these attitudes.

In interviews, elementary school staff has reported that some Roma parents have changed their attitudes toward public schools. Not only are these parents more willing to send their children to school, but more also want their children to complete elementary school. Some even want their children to attend secondary school. There has been a particularly significant attitude shift for parents of girls, who particularly thought their daughters should leave school and marry. Some are now willing to accept postponement of marriage until girls finish elementary school.

Project staff also report evidence of changes in attitude. They report being approached by a large number of Roma parents who were seeking financial and other assistance for their children to attend secondary school. Many of these parents justified their efforts because the Project had convinced them of the importance of continued schooling.

Interviews with parents of children participating in the Educational Centers Project (Slovakia) also reveal changes in attitudes. Four (4) of 35 Roma parents who were interviewed by the research team reported that they had learned about the need for their child to attend school regularly, as a result of their participation in parent education activities, sponsored by the Project.

Responses by school staff in Yugoslavia/Serbia in a written questionnaire administered by the research team also provided evidence of successes by the Kindergarten as Family Center Project (Yugoslavia/Serbia). Six (6) of sixteen staff reported that Roma parents demonstrated a more supportive attitude towards their children remaining in school.

Findings Responding to Research Question #2: Impact of Projects on Student and Teacher Attitudes

Finding #2-A: The Equal Opportunities Project (Romania) had success in some schools in increasing cross-cultural acceptance of Roma students by non-Roma teachers and students. 
This project incorporated training activities for school administrators and staff designed to encourage non-Roma teachers to identify, understand, and confront prejudicial attitudes and treatment of Roma children. By understanding these attitudes and confronting these actions, these activities sought to change the behavior of school administrators and teachers towards Roma students.

The research team conducted observations and interviews in 3 schools, which had not participated in the Project, to understand the range of conditions currently existing in Romanian schools and to identify ongoing changes. Staff in all three comparison schools consistently demonstrated low expectations of Roma students. Prejudicial statements were directed against both Roma students and their parents. Roma students were openly isolated in “special” classes separate from non-Roma students in the school. Taken together, these factors appeared to perpetuate negative learning environments for Roma children. 

As noted earlier, the research team also conducted observations and interviews in a sample of 9 schools, which had participated in the Project. These schools represented both geographic and demographic diversity. They also represented both the first and second cycle of participating schools. 

Interviews with staff and observations at the nine participating schools suggested that Project-related activities may have contributed to changes in the attitudes and behaviors of administrators and teachers in 4 of the 9 schools (schools #1, #2, #5, and #7). However,  it was not clear that project-related activities were responsible for these changes. Rather, there were suggestions from each of the four schools that administrators and staff already had an interest and commitment to building greater cross-cultural understanding and to addressing the specific educational needs of Roma students. Project-related activities appeared to have built upon, strengthened, and enhanced the ongoing efforts so that they have resulted in positive outcomes.

In each of these four schools, teachers spoke  respectfully about Roma students and parents. They  did not make sweeping characterizations of their attitudes, behavior, or motivations. Rather, Roma students and their parents  were discussed as individuals with legitimate needs and problems. In two schools (#2 and #7), teachers specifically acknowledged their own prejudicial attitudes toward Roma and described their struggles to confront and overcome these attitudes in their teaching activities. Teachers in all four schools expressed a desire to better understand and respond to the individual needs of Roma children. In two of the schools (#1 and #5), they specifically sought to engage Roma parents as partners in seeking to address these issues. As a result of these changed attitudes, all four of the schools seemed to convey a more welcoming and supportive learning environment for Roma students.

Staff in two other schools (#3 and #4) demonstrated some changes in their attitudes towards Roma students. They expressed greater understanding of the socio-economic problems facing Roma children and the contribution of these problems to their educational needs. They also expressed a greater commitment to beginning to address these problems in the schools. Nevertheless, many staff in these three schools continued to maintain and express prejudicial attitudes toward Roma children and their parents. 
Another school (#8) demonstrated significant changes in their attitudes towards and acceptance of Roma students simply by accepting their enrollment in the school. Previously, few Roma students had been enrolled in this school.  At the same time, staff in this school continued to embrace the concept of isolating Roma students in “special” classes and defended the concept as an educationally sound and appropriate strategy.

Short-term use of special classes for Roma children may be a practical necessity in this school because non-Roma parents strongly oppose the integration of Roma children into regular classrooms and regular classroom teachers lack the expertise and strategies to effectively integrate Roma children with Romanian children to create “mixed” classrooms. However, long-term acceptance of this approach is not acceptable under the program.
Staff in the remaining two schools (#6 and #9) exhibited attitudes, ideas, and behavior that reflected those observed in the three comparison schools. Roma parents were characterized by teachers in school #6 as “lazy” and totally “uninterested” in their children’s education. Staff in both schools reported that Roma parents were impossible to involve in school activities. Staff in both schools reported low expectations towards Roma students. Staff in school #6 reported that they only focused on Project-related activities involving “basic” teaching methods because Roma children and parents were not interested in anything else. Staff in both schools characterized Roma children as only attending school to receive the social allowance. They were considered to have little interest in learning. Neither school acknowledged these discriminatory attitudes. Staff in school #6 even emphasized that they had no discriminatory beliefs or attitudes toward Roma children. Finally, both schools employed “special classes” for Roma students and expressed little interest in developing mixed classes.

Finding #2-B: The Intercultural Education Project (Bulgaria) expanded the cross-cultural knowledge of non-Roma teachers and students and increased their acceptance of Roma students and their culture.

This project both conducted and disseminated activities, designed to increase cross-cultural understanding and acceptance of Roma students by non-Roma teachers and students. Its training activities sought to engage participating non-Roma teachers in an examination of their own attitudes and behavior towards Roma students and of the attitudes and behavior of the majority in society towards Roma children and adults. At the same time, the training activities sought to provide teachers with materials and strategies for engaging students in similar personal and social reflections.

In the written survey administered to students in March 2001 by the research team, students were asked about their knowledge of other cultures. As Table IV-22 indicates, a higher proportion of project participants reported familiarity with other cultures when compared with those students who had not participated in the project. Moreover, this pattern was consistent for Bulgarian students, Roma students, and other ethnic minorities. 

Table IV-22. Percentage of Students in Bulgaria Reporting Familiarity with Other Cultures (2001)

	
	Bulgarian
	Roma
	Other Ethnic Minorities
	All Students

	Project Participants
	86%
	97%
	100%
	94%

	Non-Participants
	68%
	61%
	76%
	72%


Table IV-23 suggests that this pattern was even more pronounced when students were asked about their familiarity with Roma culture. Students participating in the project were more than twice as likely to report such familiarity as students who had not participated. Again, these differences were consistent for Bulgarian, Roma, and non-Roma ethnic minority students.

Table IV-23. Percentage of Students in Bulgaria Reporting Familiarity with Roma Culture (2001)

	
	Bulgarian
	Roma
	Other Ethnic Minorities
	All Students

	Project Participants
	83%
	88%
	99%
	89%

	Non-Participants
	35%
	41%
	38%
	36%


This apparent change in cross-cultural knowledge was also associated with different attitudes toward other cultures. Students were asked in the survey whether it was “necessary” to learn about different cultures. Among students participating in the project, 92% responded that such learning was necessary, compared to only 66% of students who had not participated in the project. Again, the pattern was consistent across all ethnic categories (Bulgarian, Roma, and non-Roma ethnic minorities).

It also appears that non-Roma students participating in the project had somewhat better attitudes toward Roma students than their peers who had not participated in the project. Among Bulgarian students, 86% of project participants reported positive attitudes toward Roma compared to 70% of project non-participants. Among students from non-Roma ethnic minorities, 97% of project participants reported positive attitudes toward Roma compared to 80% of project non-participants.

However, it was not clear that project-related activities accounted for differences in attitudes between project participants and project non-participants. Overall, 45% of project participants reported that their classroom lessons improved their attitude toward Roma. This compared with 41% of project non-participants who reported that their classroom experiences (which did NOT include project-related activities) had a similar effect. It appears that more project participants already possessed a positive attitude toward Roma. Among project participants, 47% reported that their classroom experiences did not change already positive attitudes. This compared with only 34% among those students who had not participated in the project. Again this pattern was consistent among Bulgarian students, Roma students, and students from non-Roma ethnic minorities.

Project participation was also associated with greater cross-cultural friendships among non-Roma ethnic minority students. Among non-Roma ethnic minorities, 47% reported friendships with Roma students compared to only 14% among those who had not participated in the project. Such a pattern was not reported among Bulgarian students. Among Bulgarian project participants, 39% reported friendships with Roma students compared to 35% among those who had not participated in the project.

According to Project staff and written articles, participating teachers reported that non-Roma students in their classes demonstrated greater understanding, interest in, and tolerance toward their Roma peers. This was particularly apparent in ethnically mixed classes and schools. Teachers cited specific examples of behaviors and comments by non-Roma children demonstrating an increased cross-cultural understanding and tolerance.

In March 2001, the research team also conducted a written survey of 105 parents whose children participated in the Intercultural Education Project (Bulgaria). Most parents reported that project participation had improved the attitudes of teachers toward Roma students (63%) and particularly of non-Roma students toward Roma children (89%).

Both these sources and the results of the written student and parent surveys were at odds with the results of the March 2001 written survey administered by the research team to participating and non-participating teachers. Teacher responses suggested little difference in either their attitudes or the attitudes of non-Roma students toward Roma students and Roma culture. Almost all responding teachers (86% of participating teachers and 93% of non-participating teachers) reported positive attitudes among students toward Roma culture. Similarly, all participating teachers and 88% of non-participating teachers reported positive treatment of Roma students by their non-Roma peers.

Finding #2-C: There appear to be changes in the attitudes of some non-Roma teachers toward Roma students as a result of the Roma Teaching Assistant Project (Czech Republic). Most school staff and Roma Teaching Assistants claimed that few cross-cultural tensions or problems existed in their schools.

All Roma Teaching Assistants reported functioning as intermediaries between, on one hand, Roma students and parents and on the other, non-Roma administrators and teachers. In this regard, they served to transmit and explain information and concerns on behalf of the school to Roma students and parents. At the same time, they often served as advocates for and advisors to Roma students and parents in their dealings with the school. 

The presence of the RTAs appeared to improve the relationship and communication between school staff and Roma students and their parents. In March 2001, the research team conducted interviews with 5 parents or families whose children attended classes served by RTAs. Four of the five parents or families reported that the presence of the RTAs in school improved the atmosphere of the school and made both them and their children feel more welcome in the school. The fifth parent reported that other families and children felt more welcome in the school due to the presence of the RTA (although she and her children already felt quite welcome in the school even without the RTA). School administrators particularly focused on this benefit of RTAs in the school. Five of the nine school administrators interviewed reported that the presence of RTAs led to improved communication with the Roma parents and two others reported that it created a more positive attitude toward school among Roma parents and their children.

At the same time, the presence of RTAs in the school appeared to allow some non-Roma teachers to shift the responsibility of interacting with Roma students and their parents to the RTAs. Four of nine teachers interviewed reported having little or no contact with Roma parents and relying on RTAs exclusively for communicating with these parents. In addition, teachers and school administrators in 6 of 11 schools examined reported relying on RTAs to work with Roma students, particularly those who had the least competence in the Czech language and who had the greatest educational problems. RTAs in two schools also reported that this allowed teachers to “focus their time” on those students who were higher-performing in the class – usually the non-Roma children. 

In the interviews, neither school administrators nor teachers demonstrated any indication that their attitudes toward Roma students had changed. However, two teachers did report that they had gained greater understanding of the perspectives and needs of Roma students through their contact with RTAs. Both teachers suggested that they made changes in the teaching practices as a result of these insights. At the same time, comments by both teachers suggested a prior commitment to gaining a greater understanding of cross-cultural issues. As a result, the presence of RTAs serve as a resource to meet their continuing need rather than a catalyst for a change in their attitudes.

The presence of RTAs did not appear to have led to a greater discussion of cross-cultural issues or to increased recognition of prejudicial attitudes or discriminatory behavior against Roma students. All the teachers and RTAs interviewed in this research reported that there were few cross-cultural tensions between Roma and non-Roma students in the school or by between teachers and non-Roma students. None reported any discussions on these issues resulting from the placement of RTAs in the school. Nor did any of the RTAs report initiating such discussions. Several RTAs did say that, by their presence in the school, they hoped to demonstrate that Roma adults could be successful educators of children. However, this example was uniformly directed at Roma children— to serve as a role model – rather than at non-Roma adults in the school. 

Finding #2-D: Non-Roma teachers and students displayed different attitudes and behavior towards Roma students who attended the preschool program offered by the Educational Centers Project (Slovakia) and the Kindergarten as Family Center Project (Yugoslavia/Serbia) compared to Roma students who did not attend this program. 

The research team in Slovakia conducted observations of 18 classes in grades 1 to 3 in three schools in Presov. The researchers visited each class for one to three days. All classes included some Roma students who had attended the preschool program offered by the Educational Centers Project (Slovakia). There was a total of 388 students enrolled in the 18 classes, including 57 Roma students (33 attended the preschool program conducted by the Project). 

Table IV-24. Average Interactions Per Student by Teachers with Roma Students in 18 Classrooms in Slovakia (2001)

	
	
Total Interactions
	
Questions
	
Statements
	Percentage of Positive Statements

	Project Participants
	39.9
	23
	16.9
	56%

	Non-Participants
	22.1
	11.6
	10.5
	40%


In their observations, the researchers recorded the nature of the interactions by teachers with Roma students. Each interaction initiated by a teacher was counted and categorized as a question, a positive statement, or a critical statement. The average number of interactions in each category, per student, was then computed.

They discovered that teachers were considerably more likely to interact with Roma children who had participated in the Project, than with Roma children who had not . They also discovered that interactions between teachers and Roma project participants were considerably more inclined to be positive rather than critical in nature. 

Table IV-25. Average Interactions Per Student (Roma Students with Teachers) in 18 Classrooms in Slovakia (2001)

	
	Total Interactions
	
Questions
	
Responses
	
Requests

	Project Participants
	30.7
	7.9
	13.8
	9.0

	Non-Participants
	17.3
	4.2
	9.2
	2.9


The research team also examined interactions of Roma students with their teachers. The researchers counted each interaction initiated by a student, noted the type of student initiating the interaction and the type of interaction: question, response, and request. Average number of interactions per student in each category was computed.

Interactions initiated by Roma students followed the same pattern as those initiated by teachers. In both cases, there were 80% more interactions between teachers and Project participants than between teachers and non-participants.

Table IV-26. Interactions Between Roma and Non-Roma Students in 18 Classrooms in Slovakia. (2001)

	
	
Questions
	
Answers
	Request for Help
	During Break
	
Total

	Between Non-Roma & Project Participant
	
33
	
31
	
17
	
35
	
106

	Between Non-Roma & Non-Participant
	
15
	
15
	
7
	
13
	
50


Interviews with elementary school teachers and Project staff suggest that teachers simply view Roma children who attended the preschool program conducted by the Project, as “different” from other Roma children. They are considered to be better socialized, more communicative, and to exhibit better personal hygiene. As a result, teachers are more willing to accept Roma Project participants into their class. They also report having higher expectations of these students. As a result, the Project has succeeded in changing the attitudes of non-Roma teachers not towards all Roma children, but only towards those who participated in Project activities.

A similar pattern was observed in interactions among students. The research team observed interactions between non-Roma and Roma students in the classroom and during breaks. Research identified the participants in each interaction (non-Roma, Roma Project participant, and Roma non-participant) and categorized the interactions (question, answer, or request for help).

There were 37.5% more Roma Project participants than Roma non-participants in these 16 classrooms. However, there were 112% more interactions between non-Roma and Roma Project participants than between non-Roma and Roma non-participants. This suggests that non-Roma students, like their teachers, also had different attitudes and exhibited different behavior towards  Roma students who participated in Project activities.

During their visits to the three schools in Presov, the research team also conducted interviews with 79 students in grades 1 to 3, including 29 Roma Project participants, 13 Roma non-participants, and 37 non-Roma students. Children were asked several questions about their interactions and feelings toward their classmates. Responses to these questions reinforced the classroom observations. 

Non-Roma children were asked which Roma child they would choose as a playmate: 21 (57%) chose a child who was a Project participant and only 7 (19%) chose a child who did not participate in the Project. Children were also asked which child they would avoid during a trip: 12 (32%) chose a child who had not participated in the Project and only 6 (16%) identified a Project participant.

At the same time, these interviews suggested that non-Roma children still harbor negative attitudes towards Roma children – even to those who attended the Project. Although Roma made up less than 15% of the children in the classes observed by the research team, they accounted for 48% of the children who non-Roma students wanted to avoid on a trip. When asked to identify children that they would prefer to learn with or to play with, only 1 non-Roma child (3%) identified a Roma child. Moreover, 21 non-Roma children (57%) reported that they didn’t like anything about their Roma classmates.

Interviews with elementary school teachers in Yugoslavia/Serbia suggest that a similar patterns exists for Roma children who participated in the Kindergarten as Family Center Project (Yugoslavia/Serbia). Teachers report that they were more willing to accept such Roma students in their classroom. They also reported that non-Roma students were less likely to reject and isolate Roma Project participants. They attributed their own attitudes to better socialization and communication skills on the part of the Roma children. They attributed the attitude of the non-Roma students, to improved personal hygiene on the part of the Roma children. 

Interviews with Project staff reinforce these conclusions. Based on their observations during visits to schools and classrooms and to their interactions with elementary school teachers, Project staff confirms that Roma Project participants are more welcome and have greater interaction with non-Roma teachers and students in the school. 

As a result, the Kindergarten as Family Center Project (Yugoslavia/Serbia) has apparently succeeded in changing the attitudes of non-Roma adults and children towards Roma children who participated in the preschool program, sponsored by the Project. As with the Slovakia situation, the Project has not changed the general attitude of non-Roma towards the Roma. Rather, non-Roma teachers and students have come to accept that Roma Project participants are “different” from typical Roma children.

Finding #2-E: All seven Roma education projects reported some improvement in the self-esteem and self-characterization of participating Roma students.

The seven Roma education projects pursued both common and individual strategies to improve the self-esteem of Roma children. 

· The Intercultural Education Project (Bulgaria) sought to build the self-esteem of Roma children by emphasizing the recognition and celebration of their language, history, and cultural traditions.

· The Equal Opportunities Project (Romania) employed a similar strategy. However, this project also sought to create a more educationally supportive and engaging classroom and school environment.

· The Roma Teaching Assistant Project (Czech Republic) also emphasized Roma language, history, and cultural tradition. However, this project also sought to present the RTA as a positive role model for Roma students.

· The four direct service projects each incorporated activities focusing on Roma language, history, and cultural traditions. However, each project sought to build the self-esteem of Roma students by enabling them to be more successful and, in some cases, more welcome in school.

In the written survey administered to students in March 2001 by the research team, students were asked to assess the impact on their own self-image of any cross-cultural discussions and lessons that occurred in their school. Of the 69 Roma project participants completing the survey, 90% reported a positive impact on their self-confidence and self-esteem. However a similar proportion (83%) of Roma students, who did not participate in the project, reported a positive impact. 

A similar pattern is apparent in the response to other relevant questions. Students were asked about their attitudes toward Roma as a result of their school experiences. Among Roma project participants, 97% reported a positive attitude compared to 100% of those Roma students who had not participated in the project. Similarly, 67% of Roma project participants reported that the school lessons had improved their attitudes towards Roma. However, 63% of Roma students who were not project participants reported a similar result. These results suggest that the projects materials and activities may not have produced a similar or unique result among participating Roma students. 

Based on the survey responses of Roma students, it appears that teachers in Bulgarian schools who did not participate in the project sought to incorporate lessons and discussions of Roma culture. Such a result was apparent from the interviews and site visits conducted by the research teams to several participating and comparison school sites. In three of the nine schools participating in the project, teachers were identified who had developed lessons involving Roma culture, independent of the project. Similar activities were observed in two of the three comparison schools visited.

The written surveys of teachers participating in the project conducted by the research team in March 2001, revealed considerable divergence of opinion regarding the project’s impact on Roma student self-image. Only 25% of the teachers reported a positive impact while 38% reported a negative impact on Roma student self-image. At the same time, several articles written by or about teachers participating in the project, reported that Roma children in their classes demonstrated greater self-esteem due to the incorporation of Roma language, culture, and history into the learning curriculum. These articles stated that there were significant benefits to Roma students who participated in the project in some classrooms and schools. Taken together, the survey results and the articles suggest that the impact of participation in the Intercultural Education Project (Bulgaria) on student self-image was quite variable.

All five parents or families of children attending schools participating in the Roma Teaching Assistant Project (Czech Republic), which were interviewed by the research team, reported that the presence of a respected Roma adult (the RTA) in a school creates a more welcoming and less stressful environment for Roma children. Two parents reported that beginning school was highly stressful for their children and that their initial difficulties in school affected their self-esteem. The presence of RTAs reduced the stress and made the schools a less “alien” environment. The support provided by the RTAs also reduced the adjustment difficulties that many Roma children faced in entering school. Since they were in a more supportive and welcoming environment, Roma children felt better about themselves. 

Several school administrators, teachers, and RTAs also cited the benefits of RTAs serving as role models, particularly for older Roma children. Six individuals (3 administrators, 1 teacher, and 2 RTAs) from four schools reported benefits from RTAs acting as role models. However, one factor limiting the impact of RTAs as role models was the decision made by schools to limit the contact of RTAs with older children. Generally, RTAs were assigned to work only with children in the preparatory classes or the lower marks. Relatively few RTAs (only 4 of 18 interviewed) reported having regular contact with upper grade students.

Although RTAs were intended to be used as a means for integrating a greater emphasis on Roma language, culture, and history into the school, it appears that they had very limited success in this area. Only one of the RTAs interviewed, reported that Roma students had exhibited a greater interest in their culture, due to his efforts. In fact, 3 of the RTAs interviewed reported that they did not even speak the Romany language. Only 5 RTAs reported actually using that language in the classroom and one of those used it solely for disciplinary purposes. RTAs, teachers, and administrators in three of the schools reported taking steps to incorporate a greater focus on Roma language, culture, and history in the school. However in all three schools, they reported that parent opposition or student indifference had led them to end their efforts.

In interviews with the research team, staff from the Program for Educational Support (Macedonia) reported that many participating children had exhibited an improved self-image, due to their participation in Project activities. One staff member specifically cited changes in the attitudes of several Roma girls. These girls expressed an interest in not marrying at an early age because of their capacity to pursue other opportunities. They specifically looked at Project staff as role models for what they could accomplish.

Interviews with staff in several schools (#1, #2, #3, #5. and #7) participating in the Equal Opportunities Project (Romania)  revealed changes in the self-esteem and self-characterization of Roma children.  School staff attribute these changes to various project-related  strategies, including direct counseling and tutoring activities, greater outreach and engagement of their parents, and incorporation of Roma culture and history into the learning curriculum. 

In their interviews with Roma children who did and did not participate in the Educational Centers Project (Slovakia), the research team posed two questions that were relevant to students’ self-characterization and self-esteem. Roma children were asked about their aspirations. Among Project participants, 11 of 24 (46%) identified professions requiring secondary school education, compared to a smaller percentage of non-participants – 4 of 13 (31%). Roma children were also asked to describe themselves. Among Project participants, 10 children (47.5%) described only positive characteristics and 10 (47.5%) described a combination of positive and negative characteristics. One child (5%) used only negative characteristics in the self-description. Among non-participants, 3 children (33%) used only positive characteristics in their self-description, 4 children (44%) used a combination of positive and negative characteristics, and 2 children (22%) used only negative characteristics. Both results suggest that Roma children who participated in the Project had somewhat better self-images, than their peers who did not participate.

Finding #2-F: Activities focusing on Roma language, culture, and history promoted by the Intercultural Education Project (Bulgaria) served both to engage and alienate parents.

A primary focus of this project was to develop and disseminate instructional materials on Roma history, culture, and traditions in both the Bulgarian and  Roma language. These instructional materials were specifically designed to be integrated into the curriculum. The national training activities provided teachers with lessons and strategies for accomplishing that integration.

Interviews with Project staff and reviews of media reports on the Project suggest that the Project did encourage greater discussion both within the schools and nationally, about cultural issues related to the Roma and about cross-cultural issues generally. Participating teachers also confirmed greater focus in their classrooms and in the schools around these issues. In the written teacher survey administered in March 2001 by the research team, 80% of participating teachers reported discussion of cross-cultural issues in the classroom, compared to less than 59% of non-participating teachers. Moreover, participating teachers cited a wider range of issues included in their discussions.

Project staff and teachers also reported great interest in the instructional materials and the topics they covered, among some Roma parents. Many Roma parents expressed their support for the use of these materials. Some, more affluent, Roma parents even expressed the desire to purchase these materials for their own use. Unfortunately, there was an insufficient number of materials printed to allow such sales.

Project staff and teachers reported that Bulgarian parents expressed initial concern and even skepticism about the nature and value of the Project. Some parents questioned the justification for focusing on such a small group and wondered why the Roma were being singled out for this treatment. Others were concerned about the diversion of time away from other subjects of study. Project staff reports that outreach efforts were generally successful in muting criticism and opposition on the part of Bulgarian parents to the Project. Generally, staff and teachers succeeded in placing the Project activities in the context of larger intercultural education efforts. Thus, the focus on the Roma was part of a larger effort to build greater cross-cultural understanding. Although this approach moderated opposition to the Project, it apparently did not succeed in building strong support for the Project among Bulgarian parents.

Project staff and teachers reported that some ethnic minority parents had very strong negative reactions to this Project. Some saw the emphasis on Roma as unfair and occurring at the expense of their own ethnic minority group. These parents generally were unconvinced by claims that this was part of a larger intercultural education effort. They remained unsympathetic to the Project.

Other ethnic minority parents saw the Project as a threat to their own cultural identity. This was particularly true of parents in one section of the country who had Roma origins but were culturally affiliated with the Turks. These Roma spoke Turkish not Roma and embraced Turkish cultural traditions rather than Roma traditions. Many expressed strong and even violent opposition to the Project’s activities. Project staff report that one school, initially selected to participate in the Project, chose to withdraw due to strong opposition from such parents. Staff also cited several examples of teachers who chose to end their involvement with the Project, after being confronted by such parents – at times violently. These parents viewed the Project’s emphasis on Roma culture and tradition as a challenge and a threat to their own cultural beliefs – as an effort to turn their children away from Turkish traditions and “back” to Roma ones. As such, outreach efforts with these parents were unsuccessful and they remained opposed to the project.

The written survey of parents conducted in March 2001 by the research team suggested that a relatively small proportion of parents actually developed strong opinions on the project and its curriculum. Only 41% of responding parents reported even “some” awareness of the project. Only one-quarter of the parents, who completed the survey, stated an opinion about the written materials of the project – with 20% rating it positive and 5% rating it negative. Nevertheless, even a small number of parents with strong feelings can cause considerable divisiveness in a school community – and this apparently occurred in some of the participating schools.

The reactions among parents in Bulgaria suggest that the intercultural education approach used by this project could succeed in engaging ethnic minority parents in supporting the school. However, when these activities were primarily focused on one ethnic group, they also had an enormous potential for creating division in school communities.

Finding #2-G: The focus on Roma cultural tradition by the Roma Mentored Scholarship Project (Hungary) during its summer camp served to increase interest of some Roma students in their cultural identity.

The summer camp offered to student participants in this Project, included a focus on Roma history and cultural traditions. Participation in this camp was not compulsory and the camp also offered other topics of study for participating students. Nevertheless, participation in these activities served to increase the interest of some Roma students in their own cultural heritage.

This was confirmed in the interviews conducted by the research team with Project participants and others. In these interviews, 14 of 31 students (45%), 11 of 26 parents (42%), 12 of 27 teacher/mentors (44%) and 6 of 16 school administrators (38%), all reported that students exhibited greater interest in their cultural identify after participation in the summer camp sponsored by the Project.

Finding #2-H: Attitudes among school staff and parents toward the intercultural education component of the Equal Opportunities Project (Romania) varied considerably in the participating schools.

The intercultural education component of this project had two broad goals. On the one hand, it sought to increase cross-cultural tolerance and understanding among all adults and children in the school. At the same time, it aimed to increase accurate knowledge of both non-Roma and Roma adults and students about Roma history, culture, and tradition. In the process, it attempted to expand the opportunities of Roma students to develop and maintain competency in the Roma language. 

As described in the project description section, the philosophy of this Project encouraged individual schools and school staff to develop and pursue their own strategies for accomplishing these goals. As a result, different schools placed different degrees of emphasis on these two goals. 
Several schools (#1, #2, #4, and #5) integrated intercultural education activities with other Project components. They pursued intercultural education in the context of parent outreach and community partnership efforts. They also employed oral history strategies and techniques to support intercultural education efforts. In these schools, intercultural education efforts were generally associated with efforts to confront and address inappropriate attitudes and behavior toward Roma children and adults. However, school #4 was somewhat less aggressive than the other three schools in confronting these attitudes and issues.

Three other schools (#3, #7, and #8) pursued intercultural activities separate from other Project-related efforts. In these schools, intercultural activities involved dramas, displays, and festivals. These activities were generally associated with less comprehensive efforts to understand and address prejudicial attitudes and discriminatory behavior against Roma children and adults. However, school #7 was considerably more aggressive than the other two schools in examining this issue.

The two remaining schools (#6 and #9) did not actively pursue activities related to intercultural education issues. Any activities of this type were of a more isolated nature.  Staff in these schools, generally, failed to even acknowledge that cross-cultural problems existed.

The development of instructional materials on Roma history, culture, and tradition and the encouragement to teach Roma language to interested students, resulted in a diversity in responses from school administrators, school staff, students, and parents. Unlike the schools in Bulgaria, participating schools in Romania did not report the strong opposition of non-Roma parents to a focus on Roma language, history, culture, and tradition. In particular, no strong opposition among parents from other ethnic groups was reported. 

Nevertheless, teachers in several schools reported a reluctance to allow the teaching of the Roma language or to incorporate a study of Roma history, culture, and traditions. In two schools (#6 and #7), teachers acknowledged concerns about the reaction of Romanian parents. In both schools, teachers feared that the image of the school would suffer and that Romanian parents would withdraw their children from the school. Teachers in those two schools and in three others (#4, #8, and #9) also expressed the belief that few Roma parents  wanted their children to study either the Roma language or its culture. Many of these teachers emphasized their impression that most Roma in their communities had abandoned use of both the Roma language and related cultural traditions. These opinions  were associated with teachers in urban schools. Teachers in the rural schools  failed to express similar opinions. In fact, there  was a widespread, but not necessarily accurate, perception that Roma living in urban communities  had abandoned their language and culture, along with their traditional way of life. However, interviews with Roma parents suggested that this  was not the case.

Several teachers also expressed the view, that emphasis on cultural differences embodied in the Project’s approach to intercultural education, was fundamentally at odds with the egalitarian principles of society. They wanted to emphasize  the equality of people rather than emphasizing their differences. However,  the dichotomy suggested by these teachers was a false one. It fundamentally  misinterpreted the purpose and nature of the goals of the intercultural education component of the project. The intercultural education activities of the project celebrated social diversity. It  did not challenge the notion of legal equality embodied in the egalitarian political principles.

Across all nine participating schools, Roma parents and their children expressed four different perspectives, regarding the study of Roma language and culture. 

· A relatively large group of parents and children pointedly disagreed with the perspective of some teachers. They expressed strong interest in studying the Roma language and culture – either to maintain their connections or to rediscover their cultural heritage. 

· Some Roma parents did express little interest in having their children taught the Roma language and culture. They had a greater interest in having their children instructed in Romanian and basic skills. These parents were in  the minority among  parents interviewed by the research team. 

· A third group was opposed to the teaching of the Roma language in school but not the study of Roma cultural traditions. These parents considered the Roma language to be “private” –  to be used only in the home and among relatives. They had little desire to see it shared with others, particularly with non-Roma. 

· A fourth group was opposed to the particular content employed in this Project. These parents and adult claimed that the language and traditions taught were not “their” language and traditions. In fact, they conflicted with the version of Roma spoken in their home and their cultural traditions.

These perspectives  confirmed that there  was an important place for the study of Roma language, culture, and history in both urban and rural schools, despite the assumptions and perspectives of many teachers and others in the urban communities. However, the nature and direction of those efforts  was most successful where Roma parents and the Roma community  were actively engaged in the development and implementation of these efforts. 

At the same time, the development and use of nationally recognized instructional materials to support the study of Roma language, culture, and traditions  had the potential to create significant problems. Interviews by the research team with school staff and project staff, particularly in Bulgaria, the Czech Republic, and Romania, revealed enormous cultural diversity among Roma groups across the region, in each country, and even in individual communities.  In some cases, a centrally developed “description” of Roma language, culture, and traditions  was as divisive as it  was informative. An emphasis on diversity within the Roma community, involvement of members of the community, and an emphasis on oral history strategies and approaches could be more effective than using a more rigidly-defined set of instructional materials on this subject.

Findings Responding to Research Question #3: Contribution of the Projects to Institutional and Systemic Change

Finding #3-A: The Equal Opportunities Project (Romania) resulted in some institutional changes in most of the participating schools reviewed by this research.  Moreover, broad-based institutional change occurred in  several schools.

As indicated in the project description, this project conducted training sessions, developed materials, and provided assistance around seven topics: school management; cooperative learning; remedial education; intercultural education; Roma culture and tradition; oral history; and parental involvement. The Project philosophy emphasized that each participating school should develop and adopt its own strategies and plans for promoting change within each of these seven areas. Although these changes were seen as benefiting Roma students, there was an understanding that benefits would not be limited to the Roma. 

To assess the impact of this project on institutional change efforts in participating schools, the research team used it a sample of 9 participating schools. In each school, the research team carried out observations and site visits and conducted interviews with school administrators, school staff, students, and parents. In addition, the research team interviewed project staff and reviewed Project-related documents.

The research team recognized that institutional change would progress in a different ways and at different rates in each school. In order to analyze and characterize these results, the research team identified nine dimensions of change. 
· Five of the participating schools (#1, #2, #5, #7, and #9) demonstrated greater reliance on the collaborative school decision-making processes promoted by the project.
· Teachers in six schools (#1, #2, #3, #5, #7, and #9) also integrated cooperative learning strategies in  their classrooms.

· Six of the participating schools (#1, #2, #4, #7, #8, and #9) established targeted learning assistance programs (often using remedial education strategies) for Roma and non-Roma students with significant educational need.

· Teachers in seven schools (#1, #2, #3, #4, #5, #6, and #7) implemented strategies promoted in project training sessions to change their classroom organization, teaching practices, or curriculum content.

· Five of the participating schools (#1, #2, #3, #4, and #5) promoted a greater emphasis on the integration of intercultural education activities in the classroom or pursued other activities which advanced intercultural education.

· Teachers in five schools (#1, #2, #4, #5, and #7) made use of instructional materials on Roma history, culture, and traditions developed by the project. 
· Teachers in four schools #1, #2, #5, and #9) integrated oral history strategies into the teaching practices used with their classes.

· Four schools (#1, #2, #5, and #7) used strategies promoted by the project to establish or strengthen community partnerships. 
· Five schools (#1, #2, #3, #5, and #7) developed and implemented strategies designed to increase parental involvement in the school or providing successful parent education activities. 
Table IV-27. Institutional Change Efforts in Selected Participating Schools in Romania. (2001)
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Based on this assessment,  four schools (#1, #2, #5, and #7) generally had consistent progress across most or all of the nine dimensions. These four schools shared several characteristics. First, these schools all had relatively strong and effective leadership. This included administrative leaders, active teachers, and involved parents. Second, these schools had a culture that supported risk-taking and experimentation. This was reflected in previous change efforts undertaken by the individual schools. In interviews, both school directors and teachers emphasized their commitment to changing the school. Third, these schools had both a population of participating teachers that was sufficient in number (usually about 10) and stable. In each school, turnover among the participating teachers was relatively small. Finally, these schools consistently demonstrated a positive attitude toward Roma students and a strong commitment to ensuring high-quality education for these and all students. During interviews, teachers in these schools did not make sweeping generalizations of Roma children or parents, nor did they demonstrate low expectations for their school performance. 


Through project activities, the other schools have begun to develop some of these characteristics, as well. For example, schools #3 and #4 have begun to build a culture of school reform by successfully pursuing changes in classroom teaching practices. Those two schools, along with school #8, have begun to change staff attitudes toward Roma children by emphasizing intercultural education. Finally, school #9 has begun to strengthen school leadership through its emphasis on collaborative decision-making. These activities could serve as the foundation for additional changes in the future.

At the same time, our research revealed that severe staff turnover in three participating schools (#3, #8, and #9) significantly disrupted efforts to make institutional change. 
· School #3 lost 70% of its staff, after its first year in the project and 50% of its staff, after the second year of the project. After two years, only the director and two teachers remained from the original project team. The director reported that such staff movement was a chronic problem in the school. The school planned to undertake extensive staff training in an attempt to compensate for the knowledge lost after the two previous years.

· In School #8, one of the participating teachers took the lead in developing an extensive oral history initiative. When she departed, the effort collapsed.

· School #9 had 8 of 18 participating teachers depart after the last school year. School staff acknowledged that efforts to implement new teaching practices ended because of these staff departures. As a result, materials distributed by the Project were left unused by staff in this school.

There were suggestions made during interviews of staff in one school (#9) that participation in the Project contributed to the departure of at least some of the staff. The participation of some teachers in the national training seminars caused dissention within the school between those who participated and those who had chosen not to participate – despite the fact that participation was apparently made available to all staff. Moreover, participating staff reported some dissatisfaction with the recognition and support they received from the school’s leadership. Although the school’s leadership sought to keep these teachers from leaving, in the end they were unsuccessful in that effort. Project staff acknowledged that national seminars did not provide training to school directors to help them address these kinds of problems that could arise during the implementation of Project activities in the schools.

A major limitation facing almost every school examined was the need to disseminate materials and knowledge effectively and fairly within the school community. All schools lacked the capacity and resources to carry out the needed internal dissemination efforts. Here too, Project staff acknowledged the national training seminars did not adequately address issues of team-building and internal training. Nor did they adequately discuss issues related to data-collection and analysis that would be needed to effectively monitor and support internal dissemination and implementation efforts.


Finding #3-B: The placement of RTAs through the Roma Teaching Assistant Project (Czech Republic) improved the relationship between Roma parents and the public schools. In addition, the presence of RTAs in some schools enabled teachers to implement different teaching practices in their classrooms.

Although only 6 of the RTAs saw parent contact as a major portion of the role (either by providing “social work”-type assistance or through family visits), 16 of 18 RTAs interviewed confirmed that they had regular contact with Roma parents. Moreover, teachers and administrators in 9 of the 11 schools reported that this was a significant function of the RTAs in their school. When problems arose that required communication with Roma parents, RTAs were generally expected to make contact, convey the problems or concerns, and seek to resolve them with the Roma parents. 

Thanks to the presence of RTAs in the schools, school directors and teachers in five of the schools examined, reported that their schools’ relationship with Roma parents had improved. They reported that problems with students in attendance and behavior could more readily be addressed with the intervention of the RTAs. Even in these schools, most teachers reported that their (teachers’) contact with Roma parents was unchanged – and remained infrequent. However, contact between the RTAs and Roma parents had improved communication.

Most Roma parents shared these perceptions. Four of the five parents or families interviewed by the research team reported that the presence of a Roma adult in the schools made them a more welcoming environment. They also reported feeling more comfortable in the school and more willing to travel to the school when an RTA was available. 

Although the RTAs themselves did not create institutional change in the participating schools, their presence increased the capacity of these schools to undertake other innovative activities designed to benefit Roma children. Specifically, the presence of RTAs allowed some of the schools to operate “preparatory classes”. These classes were offered to school-age children (usually Roma) who were unprepared to begin first grade. In essence, the preparatory class took the place of kindergarten for these students. According to one school director, participation in the preparatory classes by Roma students, generally reduced failure rates during first grade and reduced the likelihood that these students would be placed in “special schools”. Eight of the RTAs interviewed confirmed that they worked in the preparatory class and three worked exclusively in the preparatory class. Both school directors and teachers reported that the availability of RTAs significantly enhanced the quality of these classes. One school director went so far as to say that the preparatory class in that school could not operate without the RTA.

The availability of RTAs also enabled schools to undertake or expand assistance to older children as well. Eight of the RTAs interviewed conducted some form of after school activity primarily targeted on Roma children. Some RTAs participated in homework help or tutoring activities that helped address educational deficiencies of some Roma children. Others were involved in enrichment activities (“clubs”) that included singing, dancing, cooking, sewing, and other activities. Although these activities did not directly address the learning needs of Roma students, RTAs reported that these activities were extremely important because they engaged Roma students with the school.

Finally, the presence of RTAs has resulted in changed teaching practices in some classrooms in the participating schools. One teacher agreed to establish an inclusive class (with mixed ability levels) rather than establish the traditional ability-grouped class. They reported that this innovative practice could only be pursued due to the presence of the RTA. Another teacher reported making greater use of cooperative small group activities due to the presence of an RTA and noted that Roma children were particularly responsive to group activities. Finally, a director, five teachers, and five RTAs (representing six schools) reported greater individualization in the teaching practices used in the classroom by teachers when RTAs were present. Greater individualization was particularly valuable for Roma children who had deficiencies in their educational knowledge, skills, and experience and in their mastery of the Czech language. 

Finding #3-C: The Kindergarten as Family Centers Project (Yugoslavia/Serbia) contributed to the improvement of the relationship between Roma parents and the public schools. 

This Project seeks to improve the relationship between Roma parents and the public schools. To accomplish this, the Project employs two strategies. First, it provides training and experiences to Roma parents to build their confidence, knowledge, skills, and experiences in effectively engaging school staff and navigating the school bureaucracy. Second, Project staff assist Roma parents as intermediaries and mediators in their communications with the public schools. 

In Yugoslavia/Serbia, the research team administered an open-ended written survey to 16 administrators and staff from 9 schools in 5 communities. Survey responses document improvement in the relationship between Roma parents and school staff. Ten (10) of 16 respondents (64%) reported that Roma parents whose children participated in the Project were more interested in the children’s educational achievement and more engaged with their children’s schooling experience than Roma parents whose children did not participate in the Project. In addition, 6 of 16 school staff (38%) reported that parents of Project participants are more cooperative with teachers and the school than other Roma parents. Finally, 5 of 16 respondents (32%) characterized parents of Project participants as having an “exemplary attitude” towards the public school. As a result, 12 of 16 (75%) reported having successful or very successful interactions with parents of Project participants.

The research team also reviewed the record of 105 Roma students who were enrolled in grades 1 to 3 during the 1999-2000 school year and had participated in the Project to assess the level of parent participation in school activities. These records revealed that 42% of the Roma parents participated regularly in school activities, while 47% participated on a part-time basis. Overall, almost 90% of these Roma parents were engaged in the children’s school. 

Only 7 Roma students who had not participated in the Project could be identified in these schools. Only 1 parent (14%) out of 7 participated in school activities on a regular basis and only 2 (29%) participated on a part-time basis. Overall, only 43% of the parents of other Roma children were engaged in the school activities – a considerably lower proportion than the parents of Project participants.

These conclusions were confirmed by Project staff. The research team administered an open-ended written survey to 30 Project staff (including 11 teachers, 14 teaching assistants, and 5 coordinators) – 11 of the staff were Roma. Based on their interactions with parents of Project participants, 23 of 30 staff (77%) reported that parents gained a greater understanding of working effectively with elementary school teachers, in support of their children’s education. 

Finding #3-D: The Intercultural Education Project (Bulgaria) has laid the foundation for additional, more expansive intercultural education efforts in the public schools.

Initially, the instructional materials developed and disseminated by this Project were employed by teachers in 35 Bulgarian public schools. According to Project staff, the number of schools using these materials has declined to 20 over the last five years. Similarly, the results of interviews and site visits conducted by the research team in participating schools revealed that 3 schools continued to make active use of the program materials and 3 schools made more limited use of these resources. At the same time, the interviews and site visits indicated that 15 of 28 participating teachers who were still present in those schools, continued to make active use of the program materials and activities in their classrooms.

Several factors contributed to this decline. Continued opposition to the use of these materials by non-Roma parents, particularly those from other ethnic minorities, convinced some schools and teachers to discontinue the use of the materials and participation in the Project. The lack of continuing training or available materials led others to withdraw. The site visits in 3 of the participating schools revealed that, participating teachers had never received all program materials and that few materials remained available for classroom use in the schools. In one school, the program materials were found locked in the files of the school director. Still other teachers were affected by their isolation in their own school. Teachers who were the only ones trained to use the materials were less likely to continue to use the materials than those who were trained as part of a group.

Despite the gradual decline in its use, the materials developed by the Project were very well-received by many teachers and parents – in other countries as well as in Bulgaria. According to the March 2001 survey of parents, 80% of those expressing an opinion, characterized the instructional materials developed by the project as “good”. Moreover, our research findings have documented that a program approach that combines teacher training and distribution of instructional materials can change the attitudes and knowledge of both adults and students. 

The experiences of teachers and project staff under the Intercultural Education Project ,directly contributed to the development of a new and expanded version of the project, Developing Intercultural Experiences. This new proposal would also focus on intercultural education. However, it would target several ethnic minority groups in Bulgaria, as well as the Roma. In addition, it would require the participation of a larger number of teachers from each school. This will ensure that a “critical mass” exists in each participating school and maximizes the likelihood that program use will be sustained over time. Finally, the proposal incorporates a more extensive and decentralized training component. 

Among the 8 schools that had participated in the Intercultural Education Project visited by the research team, 5 were participating in this follow-up project. In addition, one of the three comparison schools visited was also participating – and a second school had previously expressed an interest in participation.

Moreover, the Bulgarian government did adopt a special “Program for the Equal Participation of Roma in Bulgarian Society” in 1999. That policy includes a provision requiring schools to provide knowledge on Roma history and culture through mainstream education. Although the government has not taken action to implement this policy, it does provide a legal foundation for further development of intercultural education in the schools. 

Finding #3-E: The Roma Teaching Assistant Project (Czech Republic) had moderate success with strategies designed to sustain its services over the long-term.

Beginning in 1997, Project staff and representatives of Nová Škola initiated negotiations with the Czech Ministry of Education to formally accept the Roma Teaching Assistant as an official position in the public schools. These negotiations were successfully concluded in the spring of 1998. Formal recognition of this position also meant that the Czech government would accept responsibility for funding the salary of these positions. Prior to this time, salaries were provided entirely through funds raised and sponsorships arranged by Nová Škola. By obtaining formal governmental acceptance of this position, the Project took a significant step in ensuring that RTAs would continue to exist over the long-term.

At the same time, Project staff were also working with the Czech Ministry of Education to obtain governmental approval and funding for the basic training program for the RTAs. By 1999, the Ministry had agreed to certify and contract for such training. This accomplishment confirmed the need for ongoing training to prepare Roma adults for the RTA position.

Despite these successes, additional policy action is still required. The Project has identified four additional areas requiring policy development or clarification. These include:

· Development of more explicit standards for the RTA preparation course.

· Requirement of additional or continuing preparation courses (such as the Course of Further Education developed through the Project).

· Development of more explicit descriptions of the job responsibilities and expectations for RTAs.

· Increase in the salary of the RTA.

Although additional work needs to be undertaken to strengthen and support the RTA position, the Project has already created significant change in the national education system of the Czech Republic.

Finding #3-F: The Educational Centers Project (Slovakia) and the Kindergarten as Family Centers Project (Yugoslavia/Serbia) had moderate success with strategies designed to sustain its services over the long-term.

Both projects have successfully obtained governmental support. In establishing its sites, the Educational Centers Project (Slovakia) negotiated with the School Board of Presov to obtain appropriate facilities. Such negotiations were eventually successful. As a result, both sites are used by the Project at no cost. 

The Kindergarten as Family Center Project (Yugoslavia/Serbia) has pursued a similar strategy in the continued establishment of its sites. In five sites, the Project has forged partnerships with local public kindergartens to share space and staff. A similar arrangement has been developed at a sixth site with the local public elementary school. At all six sites, the public institution bears the costs of the space and funds one of the teachers. In exchange, the Project includes staff from the kindergarten or the elementary school in its staff training activities. Given the high quality of these activities, this exchange is seen as quite beneficial by the kindergarten and the school. 

The relationships established by both Projects are crucial to the long-term sustainability of each Project. In Slovakia, support from these governmental agencies has ensured that the project has continued to operate for eight years. In Yugoslavia/Serbia, the shared space can provide the Project with a more cost-effective model for sustaining and expanding its services. 

Finding #3-G: The Program for Educational Support (Macedonia) succeeded in engaging the cooperation of NGOs in its activities, but had mixed success in engaging the support of governmental agencies.
This program developed collaborative relationships with international and national NGOs to coordinate the delivery of services, including humanitarian assistance, to Roma families whose members were participating in activities conducted at the centers. For example, the program worked with Darhia to develop and offer Roma language camps, with BTR TV to develop and offer summer camps for Roma children, and with the American Refugee Committee to develop and offer health education seminars. As a result, the centers emerged as sites where a wide range of services, activities, and assistance could be offered to Roma families. 
At the same time, the program successfully engaged representatives of the Macedonia Ministry of Education in the development and implementation of its services and activities. The local mayor and elementary school director (both Roma) also were involved in the project development and continue to serve on its board of directors. However, recent conflicts with local governmental authorities (including the mayor and one school director) have created problems for the program. These results highlight the complex challenges facing programs seeking to develop ongoing collaborations designed to sustain and expand services for Roma children and their families.
Finding #3-H: The Intercultural Education Project (Bulgaria), the Roma Mentored Scholarship Project (Hungary), and the Equal Opportunities Project (Romania) had more limited success in engaging the support of governmental agencies and NGOs to sustain their services over the long-term.

Long-term sustainability of program services generally requires financial support from governmental agencies. Private funding sources simply can’t be expected to fund operational costs of any project over the long-term. At times, long-term sustainability also requires legal and technical support from government and assistance from other NGOs. However, efforts by the other four projects to engage governmental and/or NGO support have been somewhat less than successful. 

In Bulgaria, the Intercultural Education Project was unsuccessful in obtaining national government support for reprinting its curriculum materials, when it exhausted its original supply. The lack of new materials was cited as one reason for a decline in use of project activities in some participating schools. In Hungary, the national government has been unwilling to adopt the mentoring component of the Mentored Scholarship Project for its scholarship program for Roma secondary school students. In Romania, efforts by the Educational Opportunities Project to engage elements of the national education training system have met with only limited success. 

These examples all highlight the difficulties and challenges inherent in seeking the engagement and support of national governments or other NGOs for ongoing projects. Interviews with Project staff indicate that many of these Projects have a limited capacity to pursue such efforts – lacking the knowledge of appropriate strategies, the resources needed, and the time. As a result, even the efforts undertaken by these projects have been limited in scope and occurrence.

Findings Responding to Research Question #4: Feasibility of Replication

Finding #4-A: The cost per student of the institutional change projects is considerably lower than the cost per student of the direct service projects. However, their cost-benefit ratios are roughly equivalent.

The research team obtained the most recent operating budget for each Project from the Project Director or the sponsoring agency. All monetary figures were converted into United States Dollars (USD). 

Table IV-28. Cost Per Student for Selected Roma Education Projects. 

	
	Annual Budget
	Student Population 
	Cost Per Student

	Intercultural Education Project (Bulgaria)
	57800 USD
	4000
	14 USD

	Roma Teaching Assistant Project (Czech Republic)
	64500 USD
	940
	69 USD

	Roma Mentored Scholarship Project (Hungary)
	226514 USD
	301
	755 USD

	Program for Educational Support (Macedonia)
	200000 USD
	385
	519 USD

	Equal Opportunity Project (Romania)
	65680 USD
	4400
	15 USD

	Educational Centers Project (Slovakia)
	41200 USD
	113
	364 USD

	Kindergarten as Family Center Project (Yugoslavia/Serbia)
*As food costs are an exceptional element to this project, costs per child without food costs taken into consideration are also shown.
	300000 USD
169650 USD (without food)

	673
673
	445 USD
252 USD


For three of these Projects, the most recent complete budget covers either the 2000 calendar year or the 1999-2000 school year. For the Intercultural Education Project (Bulgaria), the research team employed the budget for the entire Project because it involved a complete sequence of material preparation, development, and distribution, and staff training rather than annualized activities. For the Roma Teaching Assistant Project (Czech Republic), the research team employed the budget for 1998-99, the last year that the project conducted the introductory training program for RTAs. For the Equal Opportunities Project (Romania), the research team employed the average annual budget from 1998 to 2000. For the Kindergarten as Family Center Project (Yugoslavia/Serbia), the research team employed the budget for the 2000-01 school year.

The research team obtained actual counts or estimates of the total Roma student population participating in each Project. For direct service projects, this included only those Roma students who directly participated in activities sponsored by the Project. For institutional change projects, this included those Roma students who attended the class of a participating teacher or were enrolled in a participating school. 

The three institutional change projects (in Bulgaria, the Czech Republic, and Romania) all have costs per student participant that are considerably lower than the four direct service projects (in Hungary, Macedonia, Slovakia, and Yugoslavia/Serbia). Such a result reflects the differences in the targeted audience for their direct services. 

The institutional change projects target schools and their staff with their services. The Intercultural Education Project (Bulgaria) provided training and instructional materials to approximately 200 classroom teachers in 35 schools. During the last year that it conducted the basic training course for the RTAs, the Roma Teaching Assistant Project trained 47 RTAs from the Czech Republic and three other Eastern European countries. The Equal Opportunities Project (Romania) provided direct training, assistance, materials, and technical support to approximately 28 teachers and 220 teachers.

By serving schools and school staff, each of the institutional change projects were able to reach a much larger audience of students than those served by the four direct service projects. The teachers in the Intercultural Education Project (Bulgaria) each returned to their classroom to use the materials and lessons with their students. The RTAs trained by the Roma Teaching Assistant Project (Czech Republic) are placed in schools where they work with one or more classes of students. The Equal Opportunities Project (Romania) engages entire school populations. 

In estimating the number of students involved in each of these Projects, the research team employed conservative assumptions. For example, researchers assumed that each RTA worked with only one class of 20 students, although many work with multiple classes. Researchers also considered only the students in the classes of teachers directly involved in activities sponsored by the Equal Opportunity Project (Romania), although this Project actually sought to engage the entire student population in each school. Even with these conservative assumptions, each institutional change project involved thousands of students and the cost per students was one-tenth or less than that of the direct service projects.

However, assessing the relative cost-benefits of the two types of projects is considerably more complicated. Research findings reveal that most of the students participating in the four direct service projects had measurable and significant short-term gains. Students attending the preschool programs offered by the Educational Centers Project (Slovakia) and the Kindergarten as Family Center Project (Yugoslavia/Serbia) were better prepared for elementary school. They had better marks, better attendance, and were more likely to be promoted once they entered school. Students receiving homework assistance through the Program for Educational Support (Macedonia) improved or maintained their marks in elementary school and had higher marks than Roma students who did not receive such assistance. Students receiving scholarships and mentoring assistance through the Roma Mentored Scholarship Project (Hungary) were more likely to successfully complete secondary school. 

At the same time, research findings suggest that the impact of the institutional change projects were more limited in magnitude and scope – at least in the short period of time over which these projects have operated. The Equal Opportunity Project (Romania) promoted broad-based institutional change in some participating schools – changes that could lay the foundation for significant improvements in the education of Roma students. However, teachers in even the most successful schools characterized short-term achievement gains for students as “minor”. The presence of RTAs in Czech schools enabled teachers to adopt teaching strategies that could be more effective with Roma students. Their presence also allowed Czech schools to implement and expand programs that could provide significant assistance to Roma students in the long-term. Measurable, short-term gains were only apparent for a relatively small number of Roma students – those who may have avoided failing a grade, due to the assistance provided by RTAs. 

Ultimately, this research suggests that a trade-off exists. The significant expenditure associated with each of the direct service projects results in significant benefits for the participating Roma students. At the same time, the much smaller per student expenditure associated with the institutional change projects result in correspondingly modest short-term results for Roma students. However, the accumulation of expenditure over a longer period could result in more significant benefits over time. Nevertheless, the short-term benefits of each type of program reflect the level of short-term expenditure.

Finding #4-B: Center-based direct service projects have pursued several opportunities to reduce costs. Additional opportunities may exist for these projects.

The Educational Centers Project (Slovakia) has negotiated for rent-free facilities for two sites (Solivar and Zehna). These successful negotiations have reduced the cost of the project by approximately 10% (4150 USD or 35 USD per student). 

The Kindergarten as Family Center Project (Yugoslavia/Serbia) has negotiated for shared space and staff with local public kindergartens and an elementary school in six sites. This has resulted in an estimated budgetary savings of approximately 20% for those sites. 

Additional opportunities exist for reducing the cost of the Kindergarten as Family Center Project (Yugoslavia/Serbia). Almost half of the budget for this project (47%) is used to provide daily meals to the participating children. As noted earlier, this is certainly an essential element of the project. However in other countries in the region where the Step-by-Step model has been implemented, these expenses are generally provided by the government. If food and space costs are excluded from the budget, the per participant cost of this project is only 200 USD.

However, caution must be employed in pursuing these strategies. Research findings suggest the preschool programs of the Kindergarten as Family Center Project (Yugoslavia/Serbia) operating in shared sites, may not have been as successful as those operating in separate sites. Interviews with project staff suggest that factors other than the cost-saving efforts may have contributed to this situation. Nevertheless, these results suggest that extreme care must be taken in pursuing efforts to reduce project costs. Issues of cost cannot override issues of program quality or integrity. A careful monitoring of project outcomes must accompany any efforts to significantly reduce project costs to ensure that benefit considerations have not been sacrificed in the process.

The average per participant cost of the Program for Educational Support (Macedonia) would also be expected to decline over time at each of the existing centers. This is because approximately 10% of the budget over the first three years of the project was devoted to renovation of facilities at the two program sites. These are “one time only” costs and will not be needed for the ongoing operation of the program at these two sites. 

Finding #4-C: The Roma Teaching Assistant Project (Czech Republic) has already been supporting efforts at program replication in other countries.

During the 1998-99 school year, the Roma Teaching Assistant Project (Czech Republic) trained 12 RTAs from Bulgaria, Hungary, and Slovakia along with 35 Czech RTAs through its “Course of Pedagogical Minimum”. As with the Czech RTAs, the Project assisted the trained RTAs in the other three countries with placement in schools and provided them ongoing support after their placements. The Project’s sponsoring organization (Nová Škola) has worked through the international Central European Romany Education Program (CEREP) to share and exchange information on RTA training and placement with interested NGOs in other countries.  Based on these past experiences, Nová Škola currently is working to expand its capacity to support and facilitate the recruitment, preparation, and placement of RTAs throughout the countries of Central and Eastern Europe. 

Finding #4-D: The Educational Centers Project (Slovakia), the Kindergarten as Family Center Project (Yugoslavia/Serbia), and the Program for Educational Support (Macedonia) have the capacity to support efforts at program replication in the same country and possibly in other countries.

The Kindergarten as Family Center Project (Yugoslavia/Serbia) has aggressively expanded its scope of operation since it began in 1997. In that year, the Project operated 5 classes in 3 sites. In 1998, the Project added 9 classes in 4 sites. In 1999, it added an eighth site. In 2000, the Project expanded to include 6 additional classes in 4 more sites. This year (2001), it has added four more classes in 2 sites. 

Both the Educational Centers Project (Slovakia) and the Program for Educational Support (Macedonia) have also replicated their program model to multiple sites. Over the last 8 years, the Educational Centers Project (Slovakia) has established a total of 6 sites, although 3 sites have since been shut due to problems with the availability of appropriate space. The Program for Educational Support (Macedonia) has recently replicated its model to a second site after the successful operation of its original site for two years.

These experiences have built the capacity of all three Projects to replicate their models further within their respective countries. Moreover, the Step- by- Step kindergarten model anticipates the adaptation of its elements and activities in response to national conditions and participant needs. It supports project staff undertaking such an effort. As a result, staff of the Kindergarten as Family Center Project in Yugoslavia/Serbia have practical experience in adapting program elements and activities to local settings and requirements. These experiences could be used to support the adaptation of the program model for use with Roma populations in other Central and Eastern European countries.

Finding #4-E: Effective program replication requires adaptation to particular needs of the specific target audience and the conditions of the particular country.

As expected under the Step- by- Step program model, the Kindergarten as Family Center Project (Yugoslavia/Serbia) adapted the general elements and activities of the program, in response to the needs of Roma children and the conditions in the country and communities. The description of this Project identified six key adaptations. These adaptations were implemented for a variety of reasons:

· One adaptation involved the use of mixed age classes. This enabled the Project to create educational conditions that were more familiar and comfortable for Roma children.

· Two of these adaptations involved the use of Roma teaching assistance and an emphasis on Roma language, culture, and tradition in teaching activities. These adaptations were designed, primarily, to ensure that the program more effectively appealed to Roma children and parents. 

· Two other adaptations involved an emphasis on learning the official language of the country (Serbian) and the availability of non-educational services (such as bathing and clothes washing) to Roma children. These adaptations were designed to respond to specific needs of the Roma children in the community.

· The sixth adaptation involved the use of representatives of Roma NGO’s to organize and coordinate the program sites and to conduct outreach into the community. This adaptation ensured that site development would reflect local conditions and resources.

Taken together, these adaptations ensured that the Project more effectively addressed the needs of its target audience and reflected the conditions of the host country.

A similar pattern emerged with two other projects. The Intercultural Education Project (Bulgaria) drew on existing models of intercultural education. The Equal Opportunity Project (Romania) drew on existing models of education reform, particularly activities carried out by its Dutch NGO partner (SLO/Educaplan). Interviews with the designers of each Project revealed that conscious decisions had been made in each case to avoid relying on the same materials or activities that had been employed in other countries. Instead, the designers of each Project used these experiences as models and developed Project materials and activities in close consultation with experts in each country. This ensured that the resulting materials and activities were relevant to the conditions and needs of their country – and of the Roma residing there. In fact, that was the explicit purpose of the type of grant (“Knowledge Transfer”) provided under the MATRA Programme to SLO/Educaplan for the Equal Opportunity Project (Romania).
These experiences suggest that further replication of either direct service or institutional change models can be most effective where they incorporate deliberate adaptation of the general model to local conditions and needs. The Step- by- Step program model is a valuable example of a model that incorporates and promotes the concept of adaptation. At the same time, effective adaptation can best be accomplished by establishing strong working partnerships with local experts and educators. The Educational Opportunities Project (Romania), which brings together experts and educators from the Netherlands and Romania, can serve as an example and model for this process.

SUMMARY OF FINDINGS

Question # 1 – Have the selected Roma education programs succeeded in (A) getting and keeping more Roma children in school through graduation and (B) improving the educational attainment of Roma children?

· Roma children who participated in the direct service projects had higher marks, more regular school attendance, and a greater likelihood of remaining in or completing school  compared to Roma children who did not participate in these projects. 

· There was no expectation that the three institutional change projects would result in measurable changes in the educational attainment or school attendance of Roma children during the limited time of operation of these project.  However, there was some evidence (particularly anecdotal evidence) that documented benefits for some Roma students from all three institutional change projects.

Question # 2 -- Have the selected Roma education programs succeeded in promoting (A) changes in attitudes towards Roma children among teachers and other adult school staff, (B) changes in attitudes towards Roma children among non-Roma children and their parents, and (C) changes in self-characterization by Roma children?

· The three institutional change projects succeeded in changing attitudes of some non-Roma teachers and students towards Roma children. 

· Two of the direct service projects – the Education Centers Project (Slovakia) and the Kindergarten as Family Center Project (Yugoslavia/Serbia) – succeeded in changing attitudes of non-Roma teachers and students only towards Roma children who participated in their programs. 

· All seven Roma education projects reported improvement in the self-esteem and self-characterization of participating Roma students.

· Activities of the Intercultural Education Project (Bulgaria) and the Equal Opportunity Project (Romania) focusing on Roma culture and tradition had  mixed results. 

Question # 3 – How have the selected Roma education programs promoted institutional or policy changes in the national education systems, which advance the goals of equity and educational success for Roma children?

· Both direct service projects – the Kindergarten as Family Center Project (Yugoslavia/Serbia) – and institutional change projects – the Equal Opportunity Project (Romania) and the Roma Teaching Assistant Project (Czech Republic) – have demonstrated some success in improving the relationship between Roma parents and the public schools.

· The Educational Opportunities Project in Romania promoted institutional changes over a limited period of time in  all of the participating schools that were examined.  Moreover, broad-based institutional changes were observed in  four of these schools.

· The Roma Teaching Assistant Project (Czech Republic) and the Kindergarten as Family Center Project (Yugoslavia/Serbia) had the greatest success in ensuring that their services would be sustained over the long term. The other projects had only limited success in this regard.

Question # 4 -- What is the feasibility of replicating aspects or elements of the selected Roma education programs at other sites in the same country or in other countries within the region, taking into consideration factors such as cost, resource needs, institutional support, and culture?

· Cost-benefit ratios of the both institutional change and direct service projects are roughly equivalent, even though the cost per student participant of the institutional change projects is considerably lower. Opportunities may exist for lowering the costs of the center-based direct service projects. However, such changes could jeopardize the quality of the project.

· Several of the projects possess the capacity to support efforts at program replication within the same country or in other countries. 

· Effective program replication requires adaptation to the particular needs of the specific target audience and the conditions of the particular country. It also required effective engagement of national and local educational authorities to ensure that these adaptations are sustained.

Recommendations

This research project has documented the effectiveness of the selected Roma education projects in improving the educational attainment of Roma students or promoting institutional changes in schools. At the same time, additional work needs to be carried out if the progress accomplished by these projects is to be sustained and expanded. This section of the report presents recommendations based on the research findings listed in the previous section. These recommendations are directed at six audiences: the Soros Foundation Network and its Education Sub-Board; the Open Society Institute (OSI) and the Institute for Educational Policy (IEP); national Soros foundations; national governments; designers, directors, and staff of Roma education projects; and school staff.

The recommendations are organized into four categories. The first category (Program Support Recommendations) presents strategies for facilitating the creation, operation, and institutionalization of the Roma education projects and program models in Central and Eastern Europe. The second category (Program Design Recommendations) includes those recommendations related to the continued development of the Roma education program models. The third category (Project Implementation Recommendations) focuses on approaches for strengthening or enhancing the operation and implementation of Roma education projects. The final category (Research Recommendations) lists suggestions for continued research in the field.

Program Support Recommendations

1. The Education Sub-Board of the Soros Foundation Network should sponsor the development of a comprehensive agenda for Roma education in Central and Eastern Europe. This agenda should integrate and link specific program models to meet the array of needs of all school-age Roma children. This agenda should reflect the results of this research, the work of OSI Budapest, OSI New York, and IEP, and the recommendations of appropriate experts. It should also be linked to regional agendas for the reform of national education systems and the empowerment of Roma communities. The Roma Education Working Group (REWG), assisted by staff from IEP and OSI Budapest, should take the lead in developing this agenda.

2. National governments, national Soros foundations, local Roma communities, NGOs, and local educators should collaborate in the development of national agendas for Roma education throughout the region. Each national agenda should be grounded on the regional agenda developed by the Soros Foundation Network while reflecting the particular conditions, needs, and accomplishments of each country. This agenda should identify:

· Program models that need to be developed or adapted as the next step in building a unique combination of program services to meet the educational needs of Roma children in the country.

· Projects designed to promote systemic change in the schools to ensure that they more effectively meet the educational needs of Roma students.

· Strategies for promoting linkages among projects providing direct services to Roma students and those promoting systemic change in the schools.

· Plans for assessing the effectiveness of projects and for promoting long-term continuation of effective projects.

Staff from OSI Budapest and IEP should provide technical assistance and support for these efforts.

3. The Soros Foundation Network should establish a regional fund to support the implementation of appropriate Roma education models. Implementation projects should:

· Adapt the Roma education model to reflect the needs of Roma children in the target community and the specific conditions in the proposed host country.

· Develop and implement realistic plans to ensure that effective services are continued over the long-term.

· Assess and document their implementation and impact. 

· Receive support through matching funds provided by the appropriate national Soros foundation, other private funders, or the national government.

NGOs, particularly Roma NGOs, should develop and implement these projects. Staff from OSI Budapest and IEP should provide technical assistance and support in the design and implementation of these projects.

4. The Education Sub-Board should establish an Advisory Board on Roma Education Programs to assist in the implementation of the regional agenda on Roma education by the Soros Foundation Network. The Board would:

· Advise the Soros Foundation Network on the appropriate use of the regional fund for Roma education projects.

· Advise national Soros foundations in identifying appropriate Roma education projects to support and promote.

· Assist OSI Budapest and IEP in developing work plans in support of the agenda. 

The membership of the Advisory Board can be drawn from the Roma Education Working Group. 

5. Given the scope and significance of the educational problems facing Roma children throughout the region, national Soros foundations should work closely with national governments and NGOs to ensure that appropriate resources are directed in support of Roma education projects. National Soros foundations should work collaboratively to ensure that Roma education issues are included as priorities, within comprehensive national efforts focused on school reform and Roma community development. In particular, national Soros foundations should allocate their resources in this area carefully, so as to leverage additional resources from other governmental and private funding sources.

6. Effective assessment of direct service and systemic change projects depends upon the ready availability of accurate educational data on participating students. In order to ensure effective project assessment occurs, national governments should support and encourage schools and other appropriate institutions to collect and archive relevant educational data on all students. Where necessary, this should include a review of existing legal policies regarding the racial or cultural identification of specific students. Governments should strike a balance between legitimate efforts to reduce discriminatory and prejudicial behavior and the needs of justifiable program evaluation and educational research. In addition, governments should make resources and training available to ensure that schools and other institutions have the knowledge and capacity to collect and maintain students data in a timely and cost-effective manner.

7. The developers, administrators, and staff of existing Roma education projects possess a wealth of knowledge and experience regarding the design, adaptation, implementation, and sustaining of these projects. This knowledge and experience could make an invaluable contribution to efforts seeking to adapt or expand those projects to other sites. Unfortunately, existing projects lack the capacity to systematically share this knowledge and experience with others. The Soros Foundation Network should establish a fund to support the dissemination of this knowledge and experience by existing and new Roma Education projects. OSI Budapest and IEP should provide guidance and technical assistance to this effort.

Program Design Recommendations

8. Soros Foundation Network, NGOs, private funders, and international organizations should provide financial and technical support for the development and implementation of efforts to coordinate institutional and systemic change projects with projects providing direct services to Roma students to ensure a more effective response to the educational needs of Roma children. The Soros Foundation Network should take a leadership role in developing and implementing these efforts.

9. Soros Foundation Network, NGOs, private funders, and international organizations should provide long-term financial and technical support for the continued development of program models designed to make institutional changes in schools to ensure that these schools more effectively respond to the needs of Roma students. The Soros Foundation Network should take a leadership role in developing these models. Support should be provided for program models that:

· Build the capacity and willingness of teachers to employ teaching strategies that reflect the learning styles and address the educational needs of Roma children.

· Build the knowledge and capacity of school administrators and staff, in order to develop sustained working partnerships with Roma parents and the community to respond to the educational needs of Roma children.

· Support the recruitment and preparation of Roma adults as educators in the public schools.

· Build knowledge and understanding among non-Roma educators and students regarding the history, experiences, and diverse cultural traditions of the Roma.

· Build the capacity and commitment of school communities to support changes in school structure, school operation, and classroom teaching to respond more effectively to the educational needs of Roma children. 

10. The Soros Foundation Network, NGOs, private funders, and international organizations should provide financial and technical support for the development of program models that offer a continuum of direct educational services to Roma children. The Soros Foundation Network should take a leadership role in developing these models. These models should focus on designing and implementing effective strategies for integrating existing program interventions. Models should address a range of educational needs, including preparation, remediation, enrichment, and social development. These models should also span age groups of students from preschool to university. Support should be provided for program models that offer:

· Preschool services.

· Homework assistance and tutoring.

· Mentoring for students in secondary school.

· Scholarship programs.

11. The seven projects examined by this research should serve as foundations upon which to build more comprehensive educational program models serving Roma children. The Soros Foundation Network, NGOs, private funders, and international organizations should provide financial and technical support to these projects, so that they can serve as starting points for creating integrated models that combine the direct service and institutional change activities to meet the spectrum of needs, across the continuum of ages, from grades K to 12, for all Roma children.

Project Implementation Recommendations

12. National governments, NGOs, national Soros foundations, and schools seeking to implement a proven Roma education model should ensure that the program model is carefully adapted to respond to the particular needs of Roma children and their parents and to the specific conditions of the host country and the immediate community. This effort should involve consultation with local Roma communities, as well as with local experts and educators. In particular, the socioeconomic and cultural diversity of the local Roma community must be accommodated through this effort.

13. All Roma education projects should develop and implement a realistic strategy for ensuring that successful services are sustained over the long-term. Institutions providing funding for these projects should support and require the creation and implementation of such strategies.

14. All Roma education projects should carry out ongoing assessment and documentation of its activities and outcomes. Products of this effort should be used to strengthen the quality of project operation and program services. These results should also be used to build support for sustaining the program services over the long-term. Institutions providing funding for these projects should support and require the creation and implementation of such efforts.

15. National governments should provide financial, technical, legal, and policy support to ensure the long-term continuation of effective Roma education projects in their country. 

Research Recommendations

16. The Soros Foundation Network and other private funders should sponsor continuing research on the development, operation, and impact of Roma education projects. Specifically, research should focus on:

· Short- and long-term impact on Roma children and their parents of center-based direct service projects offering a continuum of services including the Program for Educational Support (Macedonia) and the Educational Centers Project (Slovakia).

· Long-term impact on Roma children and their parents of direct service projects offering preschool programs including the Kindergarten as Family Center Project (Yugoslavia/Serbia).

· Long-term impact on schools and Roma students of systemic school change projects including the Equal Opportunity Project (Romania).

· Long-term impact on schools and Roma students of projects that prepare and place Roma Teaching Assistants in public schools.

17. OSI Budapest and IEP should provide technical assistance to national Soros foundations, NGOs, and other appropriate institutions to support the effective development, adaptation, implementation, assessment, documentation, and dissemination of Roma education projects. To support this effort, OSI Budapest and IEP should conduct research on:

· Strategies for conducting effective adaptation of Roma education models in response to local needs and national conditions.

· Strategies for promoting effective integration of projects that provide direct services to Roma students.

· Strategies for promoting effective institutional collaboration in support of implementation and long-term continuation of effective Roma education projects.

· Strategies for engaging national and local education authorities, NGOs, and international organizations to provide financial, technical, and policy support for effective Roma education projects.

· Effective approaches to program documentation and assessment.

18. OSI Budapest and IEP should employ multiple strategies to actively disseminate the results of this and future research on Roma education projects, sponsored and conducted by the Soros Foundation Network.

Conclusion

This research project demonstrated that Roma education projects offering direct services to Roma students and their parents have successfully improved the educational attainment of Roma children. Roma children who participated in the preschool program offered by the Educational Centers Project (Slovakia) and the Kindergarten as Family Center Project (Yugoslavia/Serbia) were better prepared when they began elementary school. During the early elementary grades, these students had improved marks and better attendance. They were more likely to remain in school and be promoted to the next grade. Similarly, Roma children who received homework assistance under the Program for Educational Support (Macedonia) maintained or improved their marks during elementary school. Finally, those Roma children in secondary school who received scholarships and mentoring assistance under the Roma Mentored Scholarship Project (Hungary) were more likely to remain in and complete secondary school.

These four direct service projects succeeded in improving the educational conditions of Roma children in their respective communities. As a result, they closed the gap in educational attainment between Roma and non-Roma children. However, this research also demonstrated that much of this attainment gap still remained. Roma children in the preschool programs were better prepared for elementary school – but not as well prepared as non-Roma children. Roma children receiving homework assistance maintained their school performance, but maintained it at a level far below that of non-Roma children. Roma children receiving mentoring assistance and scholarships completed secondary school at much higher rates but the pool of Roma children capable of even qualifying for secondary school remained extremely small. Taken together, these projects do have the potential to significantly widen and strengthen the educational pipeline for Roma students.

At the same time, the direct service projects neither intended to nor succeeded in changing the educational environment facing Roma children in the public schools of Central and Eastern Europe. Many of the barriers to improved educational attainment by Roma children are grounded in the inadequacies and weaknesses of that educational environment. 

This research project also examined Roma education projects designed, to create institutional change in the public schools to make the schools more responsive to the educational needs of Roma children. Taking into account the relatively short amount of time that these projects had been in operation, this research found that they succeeded in promoting some institutional changes in some participating schools. In several of the school examined, the Equal Opportunities Project (Romania) promoted changes in pedagogical practices used by teachers, in approaches used by schools for decision-making, and in the relationships between school staff and parents. It also promoted a greater emphasis on intercultural education among both teachers and students. By placing Roma Teaching Assistants in Czech schools, the Roma Teaching Assistant Project (Czech Republic) expanded the capacity of some schools and teachers to implement teaching strategies and educational programs that were more responsive to the needs of Roma children. Through its materials and training activities, the Intercultural Education Project (Bulgaria) did make some changes in the attitudes of some non-Roma teachers and students towards Roma children. At the same time, this research confirmed that the immediate educational benefits of these projects to Roma students were relatively minor. As a result, this research confirmed that these projects required a much longer time horizon to accurately and fairly assess their effectiveness and impact. Nevertheless, the potential of these projects to change the educational environment facing Roma children make them promising complements to the direct service projects.

Ultimately, addressing the complex and varied needs of Roma children cannot rely upon a single strategy or approach. No individual project reviewed by this research holds the answer to the problems facing Roma students. Rather, the individual projects each can contribute a piece to a more comprehensive approach that requires further development and study. 
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