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"I, SUMMARY STATEMENT

Many‘dropout studies seem to proceed froﬁ'tha aspumption that
al’l' dropouts tend to be z;l;keo Researchers. conducting these atudiea.
thus seek from their data correlation imiices, measures of.central Ny
tendency, and other indicators of commonality Mg dropoutse
Anothsr body of literature, however, emphasizes hqw.dropo;:t.s differ,
Included here are a éfudy'of differences bet;ecn dropoutl'of dif- -
ferent I.Qe. levels, some speculative lnquiries into tha dropout
phanomanon,’and studies of soms particul:\\IBCais/i' An axluﬁnitian
of this literatura has led to the conclhsion that nearly all drcpouta
can be onsidered to be deviants from the social system of b.igh
schod¥s, but that %hey differ in the norms from which they deviata
and in the niechan_i\;ms through which they leave school. Classes of
norms to whichlniA;hbexpegg s£udents to cdnforn includes .

- Haintainingzcertain levels of performance in school worke
To meet th’i.s expacta@ion students must not only possess certain
skills and leévels of competence b’ut mist also adapt to the specific
nodes of instructicn in which' they are taughte. ’

- Submitting to the requirements of classroom and school
'managemento St\.mients must allow their bahavior to be regulated far
she convaaiam:e of their teachers and administratcr Se

— Hbral expoctagxons. Students are’frequgnxly expected to
abide by the moral codes of their teachers and administratorse

-~ Peer group eipectations. Students experience pressure to |

confora to tha norms of thelr fellow students,




‘. 4
-~ Morms genexlated\f‘x"om schools! social functionss Wwhers
5choola,l, in their evolution, have cénlze tc; perform specific ftmctiqn.é
' in their commmitiss, these functions create sets of' expectations

. for studentse

" This last set of norms is particularly important. Analyses are
presented of some school systems that oper;at.e to acculturate
wembers of certain sub-cultures into middle clase life. Thess

schools expect of students that they reject their own sub-culture,

"

behave like middle class Americans, and avoid any meaps of nmobdlity
“except individual, goal;oriented seXf-improvement. Such aphools ‘have
Jery high dropout rates, ] ' .
Though thp act of drnpping out is more or less voluntary for
ndst studenta who are labelad by schools as deviants others are
ejected from schoole. SQmatimes this ejection is for t.he i'iolaticn
o? norms that have ’p’olitica\l connotations, and studants do not
always obtain due process, There are unresolvad legal quqsﬁim
in this arsea. 'I'herg is avidence, too, that a large number of black -

. students, perhaps as many as 100,000 a year, are expo.u.ed frm nswly

de segretated schoalso

- A

——
‘

of cultural minorities for whom there are no programa H student.a whem
some schools refuse to serve, as the physical.w handicapped and
pregnant 3 and students with ‘unique needs not served by schools, as
tha msntally reta.rded the emotionally diaturbed, and those with

perceptual handicapso

a
1

There are other classe of pushoutse Threo of these are: members




Though it seems reasonable to believa that the dropping-out of
women is a diffarent phenamenon from the dropping out of men, there is
little research on this issue. There is indication that individual
interests are more strongly rélateq to educatiocnal attainwent for
womén than {9r men, and.ﬁoman dropouts are much more likéiy than
men to be marri?d soon afjt.er they leave schools Further, women vdr;zpo'n.t'.a
are much less likely than men to be émployed after leaving. In
addition, there is some evidence that teachers and counselors persist
in steraotyping women's rolea, though this fact, if it is a fact,
has not been linkad to dropping out.

An exandnation of some thaoretical studies of dropouta has
revealed ditfégancee in the use of that term. Despite same problews,
the pupil ahd dropout accounting system proposed by Putnam and '
Tankard in ths U.Se. Office of Education and by the National Educatiun
Aasociation Project on School Dropouts represents a vast 1mprovamzat

over the chacs that preceded it, It has yet to be adopted, howevero

Fven ESFA Title VIII projects persist in using non-sybtenatic procedurese

One reform that might have some beneficial consequences would be to
abandon the dérogatory word ndropout® -in fayor of a peutral term,

»
such as "school-leaver.*

N
‘ The analysis of uropping out as social deviance lends itself

wall to a critique of ESEA Title VIII dropout prevantian projects,

For the mdst part, the projects are based on needs assessm-nte that
rest on superficial theories of causality, Genarallj speaking, project
offorts may ba placed into tuo clisses: those that attempt to

.px'-omote students' conformity to existing norms; and those .that attempt

to modify the norms. In the first class belong counse ¥ng, behavicr

« : ..

) ‘ ’
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modificatién, %nd most'"parental‘involvement" efforts, 'In the
;ecbnd class are.efforts éo cthange students' learning environmanta,
as through Job tr;inina and clasafocm\ ovationo The norms that
are affected by these efforts are those related to performance in
school work and to classroom management: Those norm; that arise -
from the social functioning of schools are‘la}gely(}gnored. Most
projects eithsr show little awareness of these norms or seem to
take them for granted. Though the needs assessment of the Batesland,
S. Ds project demonstrates an understanding of problems related to
schools® social functions, the actual project operation does not
significantly address these probiemSo

These observations lead‘tb a series éf recomrendations. School
systems seelkdng to face the issue éropouts raise should identify
the speclfié expectations in the school‘enviran@ent that aropouts
are failing to meet. If these expectations prove to be unneéassa:z '
for educational agpievemant, a schoolesyst;m wishing io reduce its
dropout rate should abandon them. Individual differences should be
respected in practice, not just on paper. Students! précedural, )
political, and peraonal rights should be respgited, and special
aarvices should be providea students with unique ne%da.

Further, achool .systems ahould becoms self-conaciously aware of -
the social assumptions behind their expectations, This awareness
‘%;hould lead to a fundamental questioning of the idea that all

students should stay in school until graduation. The evidence

that high school graduation may not prohote individual mobility yuat'
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be faced, and a school systen must ask if this 1is tye.only form
of mobility t&at 1t should facilitateo ‘

wWhen deemsed appropriata, a school system should remaka its
social functicnso It should promote more forms of social mobility
than just individual aspira tion' to middlq cJaas life. Included in
these other forms are various modes of group nobilityo ‘

A fundamental issue becomes that of power. When thg\funntibning
o schools becomei destructive to many or‘th-‘atudents thay.aro charged
with serving, it is ﬁeceaSary to return actual control of schoals to
their communitiss. Tokaﬁ "partiqipation' is not controle

For the dro pout ph;namanon to be fully un@oragood, further .

research is needed.on the socigl functioning of specific school systems,r

on the relationship between schooling and social mobility, and on the

effects of schooling on women.

o~




II. LITERATURE ON DROPQUTS' COMMONALITIES

A paradox arises from discusai’n:i of dmpp:u\u oute On the
one hand, the purpoae of many investigations of dropouts is to discover
what t.hey all tend to have in comon, while on the other hard, much

dropout literature concerns itself with what is unique in specific

settings and for specific classes of dmpouta.a The tendency to seek what

is common is evident in some studies of the ﬂdmpwt problem* conducted

b 4 'State boarda of education. A common practice is to develop profilss

of the mtypical® dropout in those States. Intended as aids 'in ths

identification -of students likely to drop out, these proﬁ.?- anount .

to lists of attributes ‘that dropout.e tend to pooaesa, as :I.ndicnud

by State-wide sthdiea. The Louisiana State Depart.mnt of Educaticn,

for example, constructed a "portrait of a typical dropait, 1967," based

on measures of cantral,tendancy‘derivved from survey results. This ‘

wtypical dropout" ®was a}}b-yaar-old boy" who ®dropped ocut of school

in the tenth grade® and was %below-average in :Lz.xtellig'enco." Further:
His parents had eight years but less than tuelve yem of
schoolings « « . He was excessively absent from schoole « .

He gave academic difficulty aus the reason far leaving, oge **
He was unable to find employment after leaving schools i

Youth in Triansition

. - . ’
The rsj;orting of the Youth in Transiticm ‘study of male dropouts,

too, lends itself to a reading that will emphasize the commonality
of dropouts rather thax:x thair differences. Bachman's development

t

a

ljonmann, 1967, p. 21

N




of a series of predictors of educational attainment is a technigus
that highlights the likenusses among dropouts that his data reveal,
bu* this techniqus might tend to obscure the fact--uhich hia data
demonatrate equal]g well--that there is great diversity wit.hin th.
population of dropouts. To display the relaticnships between his

predictor variables and educational at airimnt, Bachmn has con- )
’-4/

‘* structed bar graphs of the wgightad proportional dist.ribution of

his sample across the scales of his predictors. Each bar is broken

4Anto three sections, representing three levels of attainment: dropping

out; graduating from high school; and entering post-secondary schoolinge
Some of th;zse graphs are quite %}dnz.‘- I-"-or __a\x.al.xpl'e, the xpeau;o

of the graph comparing reeellious behavior in . school 'w:!;th educational
autainnent seems quite clear. The higher the léwl of mmuiWa »
the zreater "the chance of droppi.ng out and the lass the .chance of

entering collegeo1 This is the saxze thems that is’ sounded in the
accompa.uying text.:
o o o the patte@n is essentlal linaar, and fairly stronge
0f those least rebellious in tenth grade (the ones who -
answered "never" to most questions), less than i/
7 percent became dropouts. At the other end of the ecalo,
" of those who moften" engaged in rebel lious behaviar in
school, we estimate that nearly half (about L5 percent)
drouped cat. Collsge entrance wWas also related to scores -
on this scale; the greater the level of rebellious ¢
behavior, the lower the likelihood of going to college.

Yot the same set of numbers that suppor‘t,a this conclusion also '

demonstrates that a substantial proportion of dropouts exhibited

lgachman, et ;al., 1971, pe 70

21544, , ppe €9 and 11,

10
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very little rebellious behavior in school; some 38 percent of those
tenth graders who would later drop out reported that they nseldcaw

1 while the comparable proporticms l;‘

or "never" engaged in such behavior,
of high school graduates who entered college and of.those who did not

are higher--53 and 66 percent, respectively--the fact remains that a

- substantial prroﬁortion were not rebelliocus,

Fundamentally, the difficulty suggested here is that a statement

" of even a highly significant relationship between a predictor

.eharacteristiciand_ dropping out does not imply that all dropouts

3

possess that characterisf.'ic, or even thab it is valid to generalize
that dropouts tend to possess that characteristic. Elsewhere, Bachman
“is careful himself to point out this fact. While there is a strong
‘r"elationship between dropping out and coming from a broken home— ,)
Bachman writes that "ciropping out of high school is about twice as

likely "among boys from b roksn homes"~-there are “limits to the

" relationship" to be kept in mind: \

N ¢
Does this mean that a boy from a broken home will probab%z
bocome a dropout? No indeed . « +5 the great majority o
boys from broken homes do not drop out. And it would be
equally mistaken to conclude that most dropouts are the
product of homes; about two-thirds come from homes
that are intact,

There is a still more basic reason why a reading of Youth in
Transition documents migzht create an innacurately strong impression of.

commonality among droﬁouta. Underlying the construction of a survey research

11uid., p. 207. These computations ars derived from weighted
-7 data on responding panel menbers. ’

21bid., pp. 31 and 33.

-
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variable is, if not the assumption, at least tne'hope that two .indi~
viduals with identical scores will be fundamentally alike oq that
dimensian for the purposes of the research at hand. A partial test of
whethar this is the case is the variable's utility as a predictore
Even if it 1s a very useful predictar, however, such a variable may not
be of much use for other purposes, such as in the formulation of a
national dropout policy. One of Bachman'3 most ‘important variahles,
for example, 1is aqcioeconomic" level. Through a seriess of gue;atim
developed from a similar set used in Project TALENT, Bachman saﬁh’t
information from sample' nembers ons |

1. Father's‘occupational status.

2. Father's education. . L .

3o Mother's educationm.

L. Possessions in the home,

Se Number of books in the hams.
6. mmber of rooms per person in the home.l
Bachman gave each of these s:Lx nparts" equal weight, and on the basis

of his reaponsea, each sample member was aasigned a point on a linlar

¢

" scalee.

| u The predictive power of the variable does not seem great encugh
p

rove its validity, whethsr it is used't.o predict tional
attainment or uwf1ll® employment. 'When'aqcioecéonqﬁie level
through tach{niquea of Miltiple Classification Analysis with three- r
family background dimensionge-family sige, parental p\mitivanaaa,.ax;d Jbroken
home-~only 19.3 pei'cent of the variance in educational attairment is explainsde?

-
-~

lgachman, et al., 1970, p. 1le

2pachman, et al., 1’,7/71, p. L8,

r -




mediate s f‘ 3 'of the effect. of family" background,. and they have scms

independgpfy influence of their oun. Evén this model explains less than

half thef’?'vqriance in attainment; it accounts for only 38 percentel

-

“~

" Bachman's SEL, variablie 1s less powerful as a predi¢tor far nfulln® -
| employment. Combined with aca&emic ability, it accounts for only
- L. 9 percent of the variance in employment, and if dropping out is
added to the model as an- mterym variabls with same independent

effect, only 6.3 percent of the variance in employment is explaihaci.

* (Does the fact that Bachman's model explains such a an.la.ll‘ proportiom

T

of the variance in employment invalida:te what he concludes from this.

employmant? Bachman argues that” it doe$ not, for two reasonse Fii'st,

rodel, that dropping out has ‘vevy little independent ei‘fect o

, t:he failure to explain more than 603 percent of varia.nce in enq:laymant is f
ot be'cause dropping out is badly measurede On the oont.ra}y, the validitv
of his measure of educational attainment is far greater tha'.n that of -

the other. p_rsedictive variables in the modal, approaching perfect

validitjo Therefore, a more,pawerfully predictive model might include

a greater number of predictive variables and might measure some of

the variables already present in this model more accurately, but

b

1Ibido, Po 970 . ' . 'W
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percert of the total Verlanceé in employment. Second, since Bachman
v

droppiég out, by iteelf, would still account for less than four

was able to saparate out the causes of dropping out only imperfectly, v
even this four percent over-represents the independent effects of
- dropping out, Part of the four percent must representv other causal .
factors, for which dropping out may be mere],v symptom&tic:o )

That Bachman's SEL variable ie not a very powerful predictca' .
within his medels, in ?ﬂer than a-.relative sense, does not, of course,

mé;sm that it is invalif. Other reasons that his models are not more

&

péwerful than they are include the possibility that he has omitted

Ty

other potentially powerml predictors or that other predictive variables

he uses are not accurately measured. On the other hand, even if his measure

of SELK had proven itself to have greater predictive power, it~would still

be of lin;ited use. to policymakere. If this variable had been a very

powerful predictor, this fact would not imply that all persons with N
identical SEI scores would live in’ basically similar social situaticms
orithat their social standing would influence educational attaimnent | i
through the same mechanisme. Rather, it would mean that the Youth in l
Transition staff had so simplified the reality of these persons? experiences |
‘as to ;ut euccesemlly across their differences. Clearly enough, for

soms purposes, extracting what is common in this ma;:xner can be a very
fruitful procedure, but for other purposes, it mav be far more impare

tant to identify the differences. o . -
'For example, educators may find it useful to know that an Oglala Sioux

~eighth grads boy and his black contemporary in a segregated school iw

=

I1nid., ppe 1h2-1lbo
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! eduqatiod, and ﬁossessibns and rooms in their homss will permit cne

Houston's inner-city have scored identically on the SEL index. Thia.‘

knowledge may help to determine the likelihéod that each will drop outo /

It may very be that knowing their fathers' occupaticnal status, parents!

b

"

to make a guess of how likaly eadg is to'stay, with the.confidence that
the. two guesses will be equally accurate. But for other purposes,

this inowledge will not be sufficient. If one's goal is to keep both

" students in school, or is the more basic goal of providing for the
rehal educational needs of each, more kﬁowledge will bé needed. A far

more particular understanding w111 be nacesaary of what “socioecanomic

levél" means in each particular case--of what the specific reality is
that the survey research variablecaptvraa only generally. A more specific
understanding will be necessaxy, too, of the nature of the 1nteraction
between SEL and‘educational attaingsnt. Knouing that an\heffect“
exists w}ll“not be enough. It will be necessary to understand the '
mechanis& of the effect, as it varies from particular situation to
si‘buation\s | i : \
In the two examples above (both of which will be examined at greater
longth later‘in this paper), SEl=~-or the reality that this variasble
vaguely represents--can be dgmonstrated to}operate differently. The low
sociceconamic level of the Oglala Siocux student i§ one fact of a much
greater phenomsnon, which embraces, among other aspects, the history .
of Indian-white relaticnships in this country, the specific culture
of the oOglala, and the institutions the federal government hasﬁdevised .-
fbrldealing with this country's Indian population. The mechanisms 1

through which SEL affects educational attainment will involve, for

example, the e}fécts of a culture gap between the Oglala and the school,




: ~
~ 1
both as the 3chool is the instif.ution mediating between white and
Indian societies and as the school is the locus of an instituticnalized
culturs of its ownb. An ed‘ucation policy that comes to érlp; with a high
dropout Q among the Oglala will, therefore, have to be based an a very =1
. subtls understanding of the relationship between the students ‘and the |
school and on a very ?articular understanding of low socigeconomic
. level. ’ ) ‘ ‘
The meaning of low socioceconomic level will be significantly
different for the Houston student. As will be discussed at greater

. |
length later in this paper, ‘@igh dropout rates gmong blacks in

segregated schools there have been related to the fact that their
N < . A

_ %eachers: who lived in the isolated milieu of the city's middle class
/ Bblacks , lmposed a set of expectations on their students. The most

:lmpoz'tamt.K of these was that the students aspire to‘niddle class Xife

by rejecting their ocwn backgrounds, as the teachers themselves had donse
It woyld, then, be misleading to say that low sociosconomic level, per
se, causes a high dropout rate. Rather, a complicated interaction bstween
certain values students encounter in achool and the influence of their
home and community errv:i.ronments‘a'leads many students to leave before

graduation. Education planners who would face the fact of a high

dropout rate must understand the specific mechanism involved,

Thus such survey research as Bachman's, while it can’yield mich f
valuable inrormation, does not in itself allc;u the const.mct.ion of - ' .

theories of social benavior. For the two int.er-related reasons that

Bachman's models are not sufficiently complicated and thai“they obscure

some significant individual differences, his.rssearch is hot h sufficiemt:
s |

'g‘ | 16,, ' _ ) : '




base for rormila t.nm answers to such crucial policy issuwss as what
educational options students identified as potamtial dropouts should
®e provided or how the social patterns of achodls might be changeﬂ

" in certain locales,

17
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III. DROPOUTS' DIFFERENCES

Thére is a second body of literature, concerning differences
that exdist among dropou!t'.s. In genaral, this literature may be sorted
into three classest examinations of sta:biati.cal data that focus not
on the modal points but on the polar ends of bellpohapod diatributi.on
curves; area-specific studies that emphaaiza what is uniqua to given
locales; and concep,t\ml. speculatians that are not tied to spegi.fic

4

research results. )

‘wywhy Capable Students Drop Out®

An example of literature from this first class is uoollatt'a

review of some dropout literature, published in the Bullatin of the

National Association of Secondary School Principals, "uha' Capable \/
Students Drop Out." Host. of his analysis is on data froa the New York
' State Holddng Power Study, a longitudinal study of high school students
and withdrawals conducted bej.we;\ 1957 and 1960, The variable he
3 exa;zdne‘a is T.Qo test scors. Score distributioma by sex and grade
the dropout left are: |

3

| NE4 YORK STATE
HOLDING POWER PROJECT, 1957-1960%

IQe No. of Dropouts
grade ™ Sox - Total
11 X M F  Noe. Feto. .
I30-539 2 3 3 2 5 U3
120329 f’ 19 7 26 1.6
9

p 8]
2 A
110-119 39 93 69 162 20,2
100309 209 157 135 21 157 L1k 25.8
90~ 99 189 183 132 265 239 .504 21.7
80- 89 163 108 53 150 13h 32 20,3
70-79 75 L@ I3 73 55 128 8,0
6069 13 215 k. 23 9 3 2,0
50+ 59  w—— 1 e - 1 1 (138

Lo o\

Lyoollatt, 1961, po Se (Table k.)




A simple eye-halling of these mumbers reveals scme mtqrestinz

faota (though, because of the design and time of the research,

rasults must be men as suggestive, not conclnaiu). First, a.@gignificant

proportion of dropouta acanred substantially over 100, Therefcre,
zenaralj.zationa aaout dropouta' ﬂ%osad low mtollizence mst be
guspect.s Second, the diatribution curve 1a displaced upward over
time. That is, thehigherthagradeinhﬁuchamhft.,tho

higher his I.Qe score was likely to be. " This obaamtim is omaia‘hant

with Bachman's attempt to conceptualize edncational sttainment as ‘T
a contimym, but it suggasta that the idea can be t-ahn tarthor
U‘h.lle Bachman treated att—ainnen‘t as a trichotw-uith the thrao
divisions of dropouta 3 high school graduataa not entering college;
and graduatas entering college--these data suggest significant
dlfferenceb among dropouts from grades 10, 11, and 12, Finally, I.Qo

- differences betueonyvmale and female dropouts may ke fairly subtls.

The distribution of female dropouts may have less variance than the
distribution of males, but no pthier difference is cbviouse

~ Woollatt id;ntifies ‘smﬁa differences between dropouts above a.n:l‘b
Selow 110 in reagans indilcated for leaving schoolo Both the dropout
himelf/and his counseler were in each’ case asked to name the reasm
for leaving school, appa}-ntly By choosing one response from a given
list, Among males, proportionately more high- than low=I.Qo dropouts
indicated "Failu:re in subject(s)" ar "Famiy needs incame." Among
famalea » more low-I.Qo dropouts indicated "Dislikes school< "Fa:\..ura
in suhject(s)," ’mfera job to school," or "Wants own income,*® wh:l.la

more high-T.Qe dropouts indicated “Desires to marryenl

l1hide, pe 7o
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Counsgelors? r.;;rceptions did not coincide with the dropouts!,
but they do inply differences Yetwedn I.Qe groups. In the reasons
counselprs asaigned.,' more hlal:;I.Qo males left for reasons, of
"Discipline," mLack of effort," "Parental attitude-~family situa-
ticn," or "pmtiqnal and aocial," and more low=].Qo males lef?. for
reasons of "Dialilma school,® "Lack of succeas," "Low ahility,“’and '
”Overage for grade.” 0On the other hand, counaelora indicated that
more high-I.,Q., i‘emalas leﬁ. for t.he reasuna 'Dialikas achool,» ™ . .
wParental atti@ude-—fanily qituatian,' or "Harriage related »" whils
mors low-I.,Qo_ fema.lea left .far.‘the reasoas "Lack of auccess," _ﬂIm
ability," "Overage for grade," or "Emxotional and socialowl ‘

Fo;- a number of reasons; the specific results Woollatt reports
~ _probably ;Kould not, be trﬁstigit‘ﬂia data come from only one State
'and ere by now quite old, and, mm-eover, the methodology is clearly
not sophisticated enough to unravel the wab of causal ractora that. '
lead to a atudent's dropping out. Nonethsless, the results point
touard’ the conclusion that there Hay be substantial differences among
dropouts and that some of \these differences may be expressed as dife
farences between high- and low-I.Qe studenta or among dropouts leaving
. at different levels of high schoolo This present investigation has
not‘x;ncovared other useful research into these specific differsnces.

Aresa-specific studies are numercus, They differ greatly,
however, in their intent and methods, While soas maks use of sopnis=

ticated techniques of social analysis, others are little more than

lnid op Pe 80
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'thd counts of dropouts fram school s&stem. The needs assessments

o . or evaluation results of some ESEA Title VIII dropout prevention
pr}?jects might' be classified here, though in general their results

ha\;? ‘bben of limited use, Some studies that identify local peculiarities
wiu'i‘ be examined in a’latar section of this papeme o

"Dropouts--4 Political Problemt
N 1

A useful example of the third elass of literature is Se M, Millerts
paper, "Dropouts--A Political Problem," for the December 1962 National .
Education Association conference on dropouts in Wuhingt@ ' Because
Miller attempts to create a complste taxcnomy of the varistiss of
the species called “dropout," his paper will be quoted at length. His
primary division is between middle and lcr'war class dropouts. Hs

“ .
suspects (and, of course, considerable research supparts this conclasion)
that most dropouts are lower class, mt the middle class dropout dpes b /
exist in large numbers, and he is relatively wmanalyzed asnd unresearched,
Miller writess .

The likelihood is that there is considerable variation

middle class dropouts. Three types seem to smerge: (a) the

dropout with school-related emotional difficultias, (b) the

emotionally disturbed dropout whose difficulties are not directly :

related to school, and (c) the dropout from a family which is

economically marginal to the middle class. The latter type, 1

I would guess, makes up the bulk of the middle class dropoutse

He ldentifies four classes of low-income dropouts, "(a) schoal-
inadequate, (b) school-rejecting, (c) school-perplexed, snd (d) pchool-
irrelevantrs N g

IMiller, 196k, pe. 130 . -
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The school-inadequate categary refers to those wio may have
difficulty in completingz school becguse of low intellectual
fuactioning or disturding aamocticnal functioning. This

- catagory is probably mach smaller than generally aasnmd.l

Of the nschool-rej cting" dropout he writes:

The second type of low income dropout is propelled by a
push away from schools Not a few find school as prezently
coenducted confining, urmseful, ego-dastructive.

I doudbt if moat low ingome dropouts leave school because
of purg dislike of it,

7/

Miller describes the experience of the "achool-perplexed?

’

dropoutsr

For many low income youth and fomiliss, a complets and unrelicved
rejection of schoolX does not exist. We have to recognize that
many come to school with some personal or family concernms

about it buttacome perpleamed,.lcst, and sometimes reagtive
against 'the school experieuce, ending up as dropouta.

mller uueaaea that the first two utanha are small, the third

oo~ -"

g:mw‘ir.g, but the fourth, the "school-irrelevant" dropcmta, the
largests ' N
Many prospective dropouts never have expected to graduatew
they have a job level in mind which does not require much
education. Since they see education instrumentally, they
are not interested in school as such, and the school’s
inability to interest them compounds the problm.h
Millor's analysis leads him to conclude that the primary foous
of efforts to deal with the "dropout problem" should not be on the
schools, least of all on keeping students in school, but rather en
the employment experiences people facs when they leave school, at

whatever. pointe Farther, he. argues:

lrvid.
21bid., po k.
33\71&'1. s PPe 15-16,
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Wa should be aiming to make tﬁe problem of unemployment

and unsatisfactory employment a problem of politics—

of citiienahip rights, of economdc rights, of social

righta,.

Instead of oonstruoting a bag of attrihptea that ‘dropouts are
supposed to have in common, Miller haa, then, conceived of diftarent
gets of dropout.s » 8ach presunably with its own identifying cl;aractariatica .
’and each with different educational needs. His model is, of c;urae, ‘
conslstent uith the notion.that all dropouéa might tend to haxn |
attributes in common, too--that their common alienation might find _
expression in some common forms of bshavior. Nonetheless, his arientation
is " fundamen different from that of those who seek to creste dropout
nprofiles.” Rather than.seeﬁing to unify ths concept of ndropout," &
process which would tend to lgad‘to a unifiad "solution,” he has sought
to diversify it. -His way ?f“"t.hipld.ng“wdnld lead to a div;reﬂiqd set
of stratégieé to keep‘pupilé 1; school, %f that were one's ain, or to
the creation of a diversified set of educational institutions. if one's
goal were the more basic objective of neeting educational needs, Without
ocegsarily accepting the speclfic categories he suggests, it is, thsrafure,
j&asible to recognize that his thinking is on a higher level than that
of thosé who aeek only to describe "the ‘tjpical d ropoute” “

Miller's mddel,”however, falls short ofl:eiﬁg a comprehensive -
theory of d;opout behavior (not, of course, that.creating a COme

prensive theory was his intention)e His model does not attempt to

lmdoa Po 2ho /
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explain ths specifitc nature of the interaction between the dropont-
prone individual and his school environment and the mechanisms

through which the potential dropout becomes the actual dropout.

"Deviance in the Public School: An Interactional View"

walter E. Schafer, in wDeviance in the Public School: An Intere
’actional View," offers’ some theoretical notions that canbecome the
qutline of such a camprehensive theory, which will at once at'tempt to
explain comonalities among dropouts and, 1n & more fundamental way

/

".than Miller's model, the ways in which théy, differ.

ri

Schafer atte-pts todxplainthe social cohtext and mechaniam of a
series of behaviors that are likely to get a atudent in trouble in
achoole These’ vehaviors would include various forms of rebelliousness,

academic failure, absenteeism, and--at the most extreme edge-~dropping
out. What these behaviors have most fundamentally in common, S;:hafﬁ
argues, 1s that they are acts of deviance from the norms of the school,
Deviance, however, is not an intrinsic quality of an acét i}.self; an

act is deviant only in relation to a specific set of norms, accarding ~
to Schafer's analysis:

The starting point 4f an interacticnal approach to deviance

is the observation that there is nothing inherent in the

act making it devian®e It becomes so only as a label is

applied to it by othars, This in turn happens when the

act is defined as a violation of some gsocial norm, « o o

Wiam_e? is the product of an exchange between an

vidual and some other individuals, who represeat or

clain to represent the interests and standards of a particular

group, It is not properly to be seen simply as action engaged

in by an individual, but rather as characteristic of an
interacticm betueen ‘persons.l

. ISCh&fer’ 1967’ PPo Sl and 52°r
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Schafer makes the a priori argument, which, of course, considerable
research supports, that dropping out, whatever its specific nature,

will very rarely be an igolated act. It willgplmost always be only

the final act of a general pattern of deviant behavior (though deviance
need.not always end with dropping out). Schafer identifies four | |
significant aspects of the deviant role. First, the role must be emo
The deviaat must be so labeled. Having violated the norms of his
school, a student; to Secoma a deviant must be publicly identifed as a
transgressor, whether through the application of sanctions (as formel
disciplinary actien or ;nore‘ subtle soclal sanctipns-;‘ or through the
_provision of "treatment.® The two crucial point..\a in ‘Schafer's amhais;
then, are. firét,that the transgressing student does not become a
deviant unless the norms he vidlates are enfarced and, secord, that
this norm c;nrorcement is not necessarily punishment. It may be
acc:Jmpliahed through vsuc‘h relatively benign acticn as ass a
etudent to a “remedial® class. In either case, it is publfcly confirmed
4hat he has violated school norms. | ) l/ ‘
This analysis of role entry sﬁggests two dﬁema in dealing

with a studer;t who vio]:at,es norms. The first dilemms is _bet)wet‘m

norm enforcemsnt and confimiz;g the student's status as an cutsider.
Though the ignoring of norm violation, Schafer argues, msy lead to a
lces ¢f social control, enforcing norms will puéh students into

deviant roles, whic;'1 will confirm their position as altogether outside
the norms. The aécond d1lemma, closely related to the first, is
botween ‘sarly identification and early confirmation of the deviant

jdentity, If a student is identifiad as a poteatial dmpout, he may

20
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. receive remedial treatment to halp him perform better in schools

But he will therely -become'identified as a’ devia.nt, and thia Ray

become & self-fulfuli.ng prophacy; the proviaion of treatment, by

, ident.iiying him a.s out.ai.de school norms, may make it more likely that

he will drop out, - - ~ - -

The second a spect of the deviant role that Schafer identinfiea is the

differential rasp'onse_ of achools to deviamce. As a/lta‘eadydiaéuaaed, “the ‘
x(espon,lse nay lie anywhere ‘on the spactru:;: of extreme p:mitimﬁzaa to
special efforts to help. It is a fairly complicated matter, Schafar
suggests, to predict how a school will react, becauae it depends on

rmich more than simply what the violated norms were:

e o o What happenla to a student once he {s defined as-a

deviant depends not only on what he did, but also on who . ‘

he is, what his pait record is, who saw and judged him, and
where- it occurred.

The effects of school responses-~the t.hﬁ.rd aspect Schafer discusses=
likewise vary from case ta case. - Schafer'believes there to be three
1nt.ernal fécim/; _that rmake it likely for a student to benave inways
his school will find lobjectionqbla, a;xd, he argues, unless the
at.;.hool's response —i. appropriat.e to the particular.factor involved, the

) reault may be the opposite of@thsf!l.a intended:

e « o There are three individual (or intemal) factors
that may result in behavior or performance likely to be
definsd as unacceptable by the school: low innate capability,
low commitment to school goals ’ and low acquired capabilities,

In arder to be ma)d.mally effective in alleviating or heading

" off future deviant behavior, social responses must not only
control, contain, or cut off immediate deviant :behawior,
but must also davelop commitment or acquired oapabilities,
the case may be,

11bid., pe 550
zIbido, PPe 55 and 56.
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In other words, if a deviant with "low commitment to school
goals* were assigned to a remedial i'eading clas.a nore appropriate
to a deviant with "low ecq\iired capabilities," control of the
deviance would not likely be auhieved; :Lndeed, the situation may

s

be mada worseo

Finally, there @the problem of role exite The greatest

problem to be faeed, Schafer suggeste, is that once the label of

@

deviance is acquired it m be impossible to shed. '

A statement of the sets of norms that Schafer ';i.x'ienti.fiee ;ia '
aeeratingﬁ within geheola has so far been postponed, These sets are:
required attendance; academic performance; and standards of c"ondnct.‘l:
It is e‘ae& enough to see how his assumption of these sets of norms
has influenced his analysis, as in his identification of internal
factors likely to lead to deviance, It is our contention that A
Schaferfs analysis pmvideu\a very valuable framework for understanding
the phenomenon of dropping out, but that it suffers from scme im-
portant limitations; on= of the most significant of which is that
ne takes far too narrow a view of the norms that operate within
schools. The discussion that follows is an attempt to idemtify
other areas of norms that operate w“it.hin‘schee]a,‘to' fit some
parbienlar dropout studies into an expanded uotion’;f social deviance,

and to dirrerent:late among dropouts on the huis of the different

sots of norms frm which they dsviate ard the different. aechan:l.su
through which their deviance operates. |

. 1Ib1de, Pe .520
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IV. NORMS OF THE SCHOOL

‘The existing literature on the functioning of schools permits
thé identification of two general areas of norma: those that reflsct
Supposed requirements for the institutional functioning of schools
and those that reflect the hroader social contaxt of schoolss In the
first area are norms ;equiring success in meeting curricular demends
and those that reflect the requirements far convenient administration
of classroams and schools. To mest the demand for puccess in course
work, a student needs to be fairly competent in certain mental and
‘physical skills. A physical or mental handicap or a lack of acquired
skills could, t',herefore, force a student into the role of deviant, °
The process by t;hich a student fai:t.q academically and becomes labeled
an outsider is, however, likely to be .fairly complicated and to vary
greatly among schools, There is evidence, for example, that many of
oun schesla are perfectly capable of cert.i.tyinz barely literate young

people as high school graduates if they have simply sat more or less

quietly through twelve years 6f school, In these cases, since the school

apparently does not enforce nnrms relating to academic partormnce,
the students do not become d efined as deviants, . i

The pogsesaion of a certain amount of competence, however, is ‘noi‘.
the only q@lity necessary for successful academic performancee. 7To
succead’ i.n a history course, for example, a student must not only
be srart and literate enough to “read and understand a textbook, but

he pust also be able and willing to submit to the form of teaching

he roceives. He must accept that lsarning history means nenorizing

<
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dates‘, places, and lists of ncauses" for historical events--or, if his

hiat;oi-y course is ;no:-e innovative, he mjt have the initiative to pursue

an independent study proJecf... To‘“ satisfy his school's norme for

academic achievemn£, a student must not only be basicafly competent

‘in the skills d;manded of him, but he must also ada;t himself to the ,

spacific modes of instruction of his classes. Therp isabreed of

éropout @ whas researchers have given but little attenticn, theintellactm.l

dropout, His numbers are probably quite small, but.he does erl.af-.

He most likely has dropped out because of an umrillingness to subtait

.to a mo?le of instruction that he sees as silly or demsaning. In

some quarters, he has achieved the status of a folh-hero.l'
The‘ad:dnistx;ative fimctioni;xg of classrooms and schools-bhas ? ‘

given rise to a set of norms fox: ;tude‘nts'- behavior that is probably

at least as important as the norms related purely to curriculum. A % P

major weakness of Schafer's analysis is that, except for required %

attenda;zca,and fproper behavior," wWnich hs seems.not to see defined

by institutional imperativesu, he ignores th:l.s area of institational

expectations altogether. Yet there is evidence that the norms that'

regulate behavior for the purpose of school and classroom r.nana'gmuh

affect students at least as profom(xd]y as do norms felating to

academic achie‘vement. Some data from the Youth in Transitign study

N
~

are interesting in this regard. In comnsction with their other data

RPN

lsee s for example, ‘the essay"the Yearr3Q00," written by Pat
Ounkel, who is such & dropout, in Marc Libarle and
Tom Seligson, eds., The High School Revolutdonaries,’
Wew York: Random House, 1970, ppo 207/<2/Do




gathering, Bachman's associa'oes questionad students and teachers
on what they thought the fuactions of schools ideally should be
and on what thay pérceived the functicns actually to be, as their
schools were currently administered. Students' responses indicated
that they felt tk;at their schools .gave more weiéht to managing student,
, behavior than to such other values as instilling a desire to learn or
promoting competitive qthleticé. " Johnston and Bachman >ribé:
It is rather disillusioning to find that students smee the
maintenarce of order and quiet in the school as the top
priority of administrators and teachers.l
A sizable body of literature exists detailing the adainistrativs
restrictions on 1life in school. One of the most cogent analyses is
by Philip Jackson, currently Director of the Labaretory School at
the Univergity of Chicago, who, as a psychdlﬁgia‘b, carefully observed
the opera(tion of elementary school classrooms and analyzed the i.n—

stitutional imperatives that diclated behavior. There are two reasons

why we believe that an analysis of elementary classrooms is appropriate

to a discussion of high school dropouts. First, almost every
bigh school student is an ea-elamn‘bary school student, Both ’
the analysis of ;ocial _deviance we have presented»anq such research
gs the Yi:ut.h in Transition study suggest that dropping out is only

- one act i.n a well-established pattern of behavior, whose root.s likely
£0 ‘back at. least into the dvmpout's elementary achool years. The

~

deviant in the school system likely entered that role, we arguse, e ven

lldohnaton and Bachman, 1972, po 9o
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before he entered high school, -Second, much of Jacksan's analysis

, pertains directly to high school classroocms. Certainly there are

* differences between the two, as in the fact that a high achool student _

attends several classes and receives several teachers! Mtnmtiﬁ:, and -
a movement towards high school innovations possibly exists, MNonethelesa,
*

- the "three facts of life" in classroorns that Jackson identifies, of

"crowd_é, praise, and power,"l are, it W1l be apparent, fundamental to

the operation of a classroom, whether at the elementary or high school

-
-

levelo
Setting the context for Jackson's analysis of classroos is the
fact that the school experience is compulsorys ' o,

There is an important fact about a studentts life.that
teachers and parents often prefer not to talk about, at
least not in front of students. This is the fact that
young people have to be in’ school whether they want to

beo « « o the school child, like the incarcerated adult,
is, in a sense, a priscner. He too must come to grips with
the inevitability of his experience. He too mist develop
strategles for dealing with the conflict that frequently
arises between his mtural desires and interests on the .
one hand and institutional expectations onthe othero?

The fact of compulsion arises at least 1n part from the societal
expectation that schools be custodial institutions for young peopleo
;Iohnston and Bachman, for example; identify this ﬁmctian@ _social_ //
control as one of the three basic ;iemapds society makes of scl"xoo).:l.ng,'3
and the idea of "échéol-as-babysitperﬂhia been a theme comson to

much recent critical literature., Students are required to be in school

1Jjackson, 1968, pe 100

ﬂ 3
. & - .

3Johnston and pachman, 1972, ppe l-3o
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and not simply so t.hatAcan be taught but also for the independent
purpose of keeping them under physical control,

Jamss Colemm believes. that this function of schools is growing ¢
in importance. As the home and family have declined as centers of
adult activity, and as the young have been more and more excluded
from the workplace, he argues, the demand for custodial institutions

- for young peopls has increased, This function has extended doum into :

day-care centers and up into collegea, un.pr collegea, and nnivarsimaol

Young peopls are thus in schoola because aociety has faund nowhere

else for them to be and because they are not trusted to be on their

, own. Young people, confined and dist.ruated, therefore camot easily

escape tae expectations they encounter in school. This fact is the
basis of much of the school's power to enforce norns of bekiavio;r.

The first fact of classroon life that Jackson discusmes is

crowds, A teacher must manage in a crowded condition with only v

-limit.ed resources. The necessity of the situation therefore demands

?‘
that the teacher assume the role of a "cmbinatiql traffic cop, Jjudge,

supply sergeant, and time-keepero n? Line-font!.?g of varicus sarts
L

are inevitable, and delay cammot be avoided. I%ract, succsssful
pupils. are the most likely to experience certain kinds of delay, such

as waiting after the completion of a quiz or a writ'ing a

1Coleman, 1972, ppe &=7-

2 Jackson, 1968, po 13o
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commence., PDenial of :hnpulse is also necessary if a student is to
accommogate himself to the demanda of classroom scheduling. He
must tolerate beginning an activity before he is interested and

leaving it before-his ‘mtereat is gone. Further, he mist be able to

- 1solate himself in a crowd, to ignore the distractions of his fellow

students in order to work as an individual on assigned tasks, Therefare,
a basic institutional ezg)ec't.ation is that he be patient: "The
quintessence of virtue in most institutions is contained in the .
single word: patienceo"l Accompanying the idea of patience is the
virtue schools make of the ability to deny iupulse; classrocd
management demands that students disengage their feelings from their
action.é, ‘then re-engage them when inatimtioaally appropriaté.

When ha calls praise a fact of school life, Jackson is referring
to the pervaaiveness of evalu?t:.on. The primary source ol the

evaluations is the teacher, though other studants may often join in,

and these external evluaticns may be mirrored in self~-judgment.

Some evaluatioﬂq are secret, as I.Qo Or persanality test results,
but mostothers nvolve public identificition. The referents of
evaluations include educational achimrement, adjustments to inati-
tutional expectations, and the possession or absence of specific
;:haracter traits. Jhe quality of an‘eval.uation may be anywhere on
the spectrum of extremely béd to extreuelj good, though there is a '
groving bias in favar of the ugse of reward, rather than punishneant,

as the primary means of gocial control in cl essrocms. Nonstheless,

1Ibido, Po 18.
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evaluation is continuous and omnipresent, touching nearly avery

a.r.'ea of school activity and c‘oloring naarly every personal relatione
ship. The importance of tbe evaluations, even their supposed power
to determine the quality of the student's adult life, is constantly
impressed upon him. The school thus demands of students threé mther
difficult and sometimes conflic‘.‘.d:ng Jobs: that they ;triva to eam
praise and avoid punishment; that they publicize positive and conceal
negative é}raluations ; and that they satisfy f.he demands of two groups, |
teachers and their peers. Further, evaluative systems in schools -
require that students abandon the ideal. of "intrinsic! motivatiacm,
since there aften is no intrinsic reason to co:':form to the insti-
tut;Lo_na; demands contained in the evaluative systems, -

The third fact thay stu‘dents,'mnst face in schoolsis the over-
whelming power of the authority figures within the institutiom. The
student;, whether in high school or elemqtary school, is required to
give deference to rglative strangerswho wield power that has crucial
personal significance. Unlike parental authority, a teacher's authority
is as much proscriptive as restrioctive; the student, to remain within
the norms of his school, must meet the demands of an external authority
zyatem that requires work of him for which he-may experience no intrinsie
motivation. And, unlike a paid worker, he has no right to qQuites
ui;xtil his gixteenth birthday. Jackson identifies two types
"i;xterﬁeraonal maneuvering¢ that develop within a systail of such
groasly unequal power: the seeking of special favors and the hiding

of words and deeds that would ‘displease authoritien.l

’ ]Tbido, Pe 329
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Lawrence Kohlberg,' whose research into the davelopment of
xodes Gf ethical ‘thinking has led him to examine the operation of
social nomia within classrooms, offers an anscdote that 11lustrates
how the requirsments of classrooax mnagen‘snt may p-c;u in the ninds
'of students into full-blown moral impontivosb |

A second grade pupil announced at hoau nthat ke did not want
‘to be one of the bad boys in achooltg

When asled "Who wers the bad boys?" he replied, "The ones

who don't p&t their books back where they belong and get

yelled ato"

Thus, to avoid becoming a deviant from the school society a

student must conform to a series of norms that arise from lhe

requirements of conveniont management of clessrocis. When an indiviiwal,

because of lua own peculiarities or becauao of the qualities his am
c'ulture defines as virtmea s 1s unable to submit hlmvlf to these
requirements, the school system will likely brand him a deviant,
making him a prime cmldidate fo;- dropping out--whether or not
schooling would help himv.pursua the kinds of 1ife he may want to
lead, whether or not he could make constructive use of educ'af,ianai
resources if available i&hin another contexteo

The .second broad area of norms that we have 1dentified contains
those sets of norms that exist within schc\:ols because schools do not
exist in social vacuums. Teachers and sdministrators briné éert:.in
moral expectations with them into the schools. Whether these exw

L]
pectations are culturally derived or are the product of personal -

s
1K.o berg and Turiql, 1971, po W10
'? A .
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history, teachers and administrators do [?xpect the s tudents ‘to asbide
by certain norms that may not be at all necessary for academic )
succasse Of course, many’ of these norms will arouse little or no
controversy. Teachers may simply hope that their students 'posaess
such virtues as loyalty, moral cou.rége, and friendliness; In other
cases, hoﬁever, the moral expectations of school personnel may not
be so free from c;ontrovérsy‘, and the sanctions enforced for their
vioclation may be very destructive of ’the lives of students. The Task
Force on Children Out of School reports that ﬁoston city schools
routinei exclude women students who become wemt. . They persist
in this practice despite opposition from medical experts, despite
the fact.thaf’, nost of these women wish to remain in school, and despite .
the fact that thejir exclusian is clearly illegale The Task Force
concludes t.hat the reason for the practice is that school persannel
experience moral revulsion at the thought of unmarried women becgming
pregnant. Their verbalizations about the matter expresa the impulse
to m\ke an outcast of the deviant; they speak of not wanting the pregnant
woman around because she will "“contaminate® the other students and of
the need to punish her for her transgressimol et

Further, the fact that scﬁoola exist in social contexts meana that
students themselves develop norms for their fellow stu.dents. A
large body of literaﬁre .exis.ts describing and analyzing the operatiom
of adolescent society, both in and ocut of schools Great regional

and other variatioms no doubt exist in the norms\}f this society.

lrask Force on Children Qut of School, 1970, ppe 32-33o.
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Though little hard evidence exists on the matter, it is reasonable
to believe that some studeats drop out because they have become
deviants from an adolescent soclety whpse locus is the schoolo

In adx%ition, schools have social functions, usually related to
the process of socializing. These functions will themgelvaa generate
norms for student behavior, .

In the sectioﬁ that follows, a number of studies of specific
. locales, are examined from the standpoint of the social deviance model °

of dropping out. A recurring theme is that school systems that attempt

(
to acculturate members of sub-cultures into American middle”class life,

" holding out this accultiration as the only form of censtructive ‘em

virormental adaptation will suffer from very high dropout rates.

NS
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V. STUDIES OF SPECIFIC LOCALES

The Prediction of Dropout Behavior Among Urban Negro Boys

~

He Ao Bullock's study of dropouts from segregated, all-black

schools in Houston, JTexas focuses on the way in which s tudonts
became stay-ins oeroponts for reasans of their ability or
inability to meet the expectatioms they encountered, particularly
in regard to social mobility.' He followed through junior and senior

high school 795 males who e’nf.ered seventh grade in September, 1958,

By August, 196, three had died, one was physically unable to attend, '

snd 39L were classed as voluntary withdrawals.' His centrsl idea

is that dropout behavior, growing out of the differemtial

responses of children to their school enviromment, is a

form of educational maladjustment experienced by those who

encounter school demands 19 excess of their social-cultural

preparationg to meet them,

We would disagree on conceptual grounds withthe tone of Bullock's
language, which suggests that dropping out’ occurs when a student fails
to adjust to his school. We would prefer saying that the student and
“the institution have not found a common ground or that the instie
tution has not adjusted to the student. Nonetheless, Bullock's
analysis is essentially consistent with the ideas of social deviance
we have presented here, Wﬁile Bullock does not axpound csn the dynamics
of "educational maladjustment," we believe that Schafer's idea of
deviance is essentially the same notion and that Schafer's amslysis

of the social processes that describe deviance applies.

]'BUJ.IOCk’ 1967’ Po 290

2Ibid0’ p. 10 @
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Bullock states that his ®xmodel is a simpls onev:

Each American child who enters school finds himself in an arena

of pressure expectations. Each; too can be expected to

carry soms kind of preparation for dealing with this pressure.

The responses each makes to this stimulus wituation that

is highly personal in nature become differentiated as relatesd

to his preparation. Where this preparation quate, &

child can be axpected to meet the demands of his school

environment with enough efficiency to avoid the tensions of
maladjustment and the accompanying symptoms of dropout

behavior. Where it is not adequate, one can predict that he. . ‘
will experience educational maladjustment and subsequent ‘
withdrawal from school. A child's educational destiny is :
shaped by prior congitions that prevail long before he

enters high schoolo

\ Again, Bullock seems to be taking the nature of the school

environment for graated, when he in effect places the entire reepm-

sibility for madjustmsnt® on the student. wWhether this attitide
der‘ivea fi1com the refuctance of a profesaional soclologist to act ;
upon the world he is stlxdy:i.ng or from a conviction that significan
change is a practical impossibility, we would argue for a di.ffara&i\ |
orientaticne. '
One set of expectations, or norms, that Bullock ident::l:ﬁaa was

a formalized code regulating behavior, Part of this code would

correspond to the institutional demands i Jackson's analysis, particularly
those regulations that demanded respect for schoal authority, routines,
and p?gperty. Parts of it- prohibited fighting among students, aznd ,

"8lmos§}in9<éxible regulations were imposed. in the arsa of sex beh:zwﬂ.(:lrs"2

\
The most important and severe expectations, however, were informal . f ‘
) \

livid., pe Lo
2Ibid., po 3ko
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and uncodified and came from the teachers. As Bullock decacribes
these expectations, they related to a system "characteristic of

l

American society" of conformity socialization intothe dominant cultures
The salient traits of this system of socializatiog are that it demands
aspiration Yo middle class status through the rejectign of the milieu
to which one was born, that what rust be a@orbed for the child to be
socialized depends but little on the individual himself, ard that
the soclalizing agents operate an the principle of control through
an external network of reward and §WMnt rather than through
intrinsic motivatiom.l
The most important norms, then, by which teachers Judged their
students arose from the expectaiion' that the students would aspire for
individual mobility, in 'a rather narrow sense of that'expregsion:
Guided more by the aim of acculturation than enclilturationm
aspiring more to make pupils like Americans in general than
the people of their subculture in particular—the tieachers
had unconsciocudly installed a system of expectationa that
rejected the it raditional colored worlde o o o2
" The idea is not just that students were expected to aspire to econoud.c
mobility. Though this was par& of thc: expectation, they were. moreover B
expected to reject the sub-culture into which they had beentorn and
to conform to the life patterns o/;\middle class Americae |
Bullock sses several reasons for these expectations. The teachers®
parents were 111:91}; to have come to Houston from rural Texas in

search of better schools and more stable environments for their

children. As they grew up, the future teachers were encouraged to .

11bid., pe 13o ‘
zIbidQ, Po 360
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means. , To the teachers, being black and middle class meant

aspire to the middle class themselves, and high school and college

graduation, followed by securing teaching positions, became the

separating themselves from the rest ‘of the black commmity in Hcmston:

Practically all of them had confined their personal ‘ '

associates to psople who composed the “thin upper crust®

.0f Negro Houston; thsy resided, as they still do, in the

better or more exclusive residential areas available to

Negroes in the city; and, as indicated by the voluntary

associations to which they belonged, were noticeably set

apart from ihe class lewel out of which most of thea had

originated, _ b

‘Thus, the teachers were expecﬁi.nthheir pupils to follow t{e

. , -

path they themselves had trode A second, rolated reasom that Bullock
reports is that the teachers felt that parents had ceded them the
majbr responsibility for the growth of their students, The teachers

\ -
believf:d that through lack of sufficient imrolveme}t\ in their
children's education, the parents had turned the ch#dren over to
them. (In other studies reported below, however, students were found
to encounter vers; similar expectations, though their teachers had
not been born into the stusents®mbwculure.)

Stay-ins and dropouts thus identified themselves by their ability
or inability to meet these teacher expectations. Bullock observes
that teachers had little tolerance for failure to meet their

expectations. Though they recognized that many students! backgrounds

would no pare them to conform to the norms the teachers e stablished, } N\

11bid., po 360
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they did not feel they were being unrealistic, for their argument

was not that all students would bring this ‘preparation with them

to school, but that all students shouldo The schools! hi:g,h dropout

rate, then, can hardly be surprising. B%ock reports that dropping
upt was essentially an act of escape from pressurs t§ conforn to

,impossible norms, Yet most of the students were somewhat ambivalent--

they "tried to eat their cake and have it, too" by trying "to attend
- occas:.onally and yet remain in good st.andmg. But this strategy
 failgd, since their frequent zbsence provoked administrative sanctioms,

which precipitated their withdrawaloel

Warrior Dropouts:

As Rosalie H. Wax reports the situation, on the basis of four years
of study as an anthropologist, the phanomenon of very hlgh dropout rates

7 ' among Oglaia Sioux from the Pine Ridge reservation in South Dakota

! cnltu.re and the expectations they encounter in school. In this
regard, . she writes, the sitdation in Pine Ridge i3 quite liks the
situation in wrban slums:

In slum schools and Pine Ridge schools scholastic achievement
is low, and the dropout rate is high; the children's primary
loyalties gu to friends and peers, not schools or educators;
- and all of them are confronted by teachers who see them as
inadequately prepared, uncultured offspring of alien and
: ignorant folk, Thsey are classified as, toulturally deprived,®
¢ All such schools servs as the custodial, constabulary, and
reforma %ve arn of one element of svciety directed against
anothar, :

v

\

l1pide, ppo 61 and 62,
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can be attributed to conflicts between the expsctatigns of the Indians?
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The most salient feature of rearing boys m\the Siqux culture
is the reliance after infancy on other boys their own age or only
slightly older for caretaking, social control, and socializing. Ome
result of this practice is the development of very strong peer
group loyalties, which -are often at odds with the Mtitntioml demands
of schoolso As Wax describes how this conflict worka out., however,
it seems that the Indians win t.he battle in the element.a.ry schoolse
Peer group activitias dominate the schools, sonatimea even over-
whelming the operation of classroons, whether by overt disruption
or, more frequently, by unaninona withdrawal from clasaroon acti\_ritiea.
t.this level, most Students seem to 1iks schoel, becauaa Jt is -
the lgZus of social life. vaants tend to be those students who are
rej cted by their peers. (This 'fact.ais evidence of the class of

dropouts who are deviants fram the norms of their peer group within
school, ) |

y -

The greater demands of high school, espacially when attendance meang

‘

travelling great distances to a boarding school, however, are too much
for many an adolescent Sioux. The virtues his culture _has taught

- him to express mkahim 111-fitted to the norms he will encounter in

school--to both the administrative norms Jaékzs'con analyzed and to the

\
_cultural norms- of the elements of American society that control his

schoolss

\

..j/ ime he has finished eighth grade, the country Indian
s many fine qualities: zest for life, curiosity, pride,
physical courage, sensibility to human relationships, e xperience
with the elemental facts of life, and mteﬁse group loyalty
and inte?rityo o s o : !




But, on the other hand the country Indian is almost completely

ladking in the traits mo:,t highly wvalued by the school

authorities: a narrow and absolute respect for "regulations,®

"governmant property," routine, discipline, and diligence.

He is also deficient in othars skills apparently essential

to rapid and easy passage through high school and boarding

school-~especially the abilities to make short-term superficial

adjustments with strangers. Nor can he easily adjust to a system

which ‘demandg, on the one hand, that he study competitively as

an individual, and,.on the otkar, that he live in ba:rracf-

type dormitories where this kind of study is" impossibla,

A large proportion of the Sioux cannot gurvive this overwhelming
conflict and drop out. Interviews with dropouts indicate two
distinct responses. Some students, apparently those who take the
demands of school most seriously and who consequently suffler most
from the gap between school and their ownc ultui-e, report feeling
lonely, alienated, and hurt by the experience. The other group deny
, . v’ ¢
by their actions the validity of the school's expectations and retain
allegiance to the values of their peer groupo. "rh_ese‘ are thell-raisers,®
who enjoy ach’ool by engag:@xg in pranks that the school administration
defines as delinquency--until they are caught and sxpelled, It is
interesting to note that most of those Oglala Sioux who make it
through high school, including those who later become teachers in the
achool systen, boa.st of their hell-raiaing, too, but see as t.he main
difference betweenthemselves and these pushouts the fact that they

were nsver-caught, : .

mté&ed Good

Norman M, Chansky’s account is of a Dapartment of Labor-funded
Job training program for dropouts ir‘l. North Carolina, called Operation
Second Chance. It is intdresting for the insighnts it provides ca

o T ‘
lrbid., ps blo
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how the expectations of the community in which'an individual lives "

can determine his reaction to his failure to abide by. the norms of
schooling The program operated three- training sites, on the
Coastal Plain, 1n the Piedmont, and in the Appalachian Mountains in the
wgst of the State.  The' success of the site in the Piedmont, in
terms of numbers of trainees succeeding in the course and obtaining
employment, far outshons that of the other two sites. Chansky

attributes thisfact to the aiff"erent. reactions of the commmities
e
in ths uhree areds to failure, as defi.ned by school norms,.

L

« The dominant attitude in the east, Chansky reporte, was ohe of .

4

defeat and hopelessneas,

e ¢ « the dropout in the East finds: himself psychol@lhy
outside of the commmity. Because of so many roadblocks

to self-improvement, he gives up. When histeing is threatened—
as woell it is when he is hungry a&d out of work, he leaves e
the ‘community to_protect himself,

In a sense, the community has no expectations of him. Having failed

in the terms of school, there is no alternative way for him to succeed,
and his alienation and discouragement become complete. Sugh a dropout
is not likely to complete a training programe o

-4 ‘ - ,
The position of the mountain dropout within his community is

just the opposite. His position and self-esteem are well-established,

apart from vhather he succeeds in high school or not, since they are
derived primarily from the land off which he lives, "There is little

he can do to invite commmnity wrath. Rarely will he have to excel or
N L4

" achieve in order to gain additional statuse"? With this securs am::

lchansky, 1966, pp. 126-27.

2Ibid.s pe 1270
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environms;'nt, the sanctions that his higlt school could i.mp6§a for ")
‘violating its norms could cause him little anxiety, Likewise, he
experiences littlé or no pressure to succeed in a job tralning programe
Receiving the altipend for a time may be convenient, but”¥hether he
completesthe couripe or not he is likely to consider a matter of -

\
|

41ndifferenceo ‘
The position of the Piedmont dropout is quite a bit different

from that of either of these two, His comminity seems by and large

2

to have shared the expectations of school; drq:ping out is viewed ags —
e

a personal failure. However, he is not irrevocably doomed to the ’
role of deviant; Changky describes him as having *one foot + o . in

the commnity, one foot . . . out.nl He has the opportunity to regain H
community acceptance by proving himself, and sﬁccesaful]y conpleting
a job traihing progran ié a satisfactorj wayito accomplish this,
"Indians, Hillﬂill}ies, and the 'Educational Problemtn

The anthropologists Robert K, Thomas and Albert L. Wahrhaftig
examine the social functions of schools for the Cherokee and "folk
Anglo-aax(m" :Lﬁhabita.nts of esastern Oklahm. s They argue that schools -
initially developed wit.hin each group to perfom specific f\mctim

necessary for group survival but that various forces have subverbod
these functions and resulted in schools whose expectations imvit.ahly
alienate great numbers of young people and produce each year a large
-crop of -di-opout.s. Before 1907, the eastern Oklahoma Oza.rks were part

. 5

of the Cherokee Nation, and today some 12 000 Cherokae live there,

1ibide




9,500 of these in small, Cherokee-speaking settlements. Living

interspersed among the Indians are rural white communities, whoae

" ancestors either moved illegally into the Nation during the 1890'50

. . \".,
or intermarried with Indians. Though they are commonly called "Okiesg®
or whillbillies," Thomas and Wahrhaftig prefer ‘haming this group

folk Anglo-Saxons. Though quite distinct, these two groups have

" been similarly failed by the education system supposedly designed

to serve them. - In conventional for@latm;;mu"edmtiml
problems® are similars both popu}.atibns have very low levels of

education and high dropout rates, among the highest in the country,

- though in both these keasured:the Cherokee are wWorse off than the

}

whites,

Through various points in their history, Thomas and Wahrhaftig
argus, the bherokee developed independent education institutions to
nest threat..‘; of tribval extj.z_%ction; Early cdntadt with advancing
whites frequently resulted in the destruction of entire Cherokee
viilages--often ;n"mpri'sal for rash raids, uncontrollable by the
tribe, against the whites® encroach.;ﬁenta on Cherokee lands. Because
specialists in certd n tribal functions were being ld.lleci before thsir
apprentices were trained, the contimmity of Cherokee culturs was

threateneds It was in response to this environmental demand, Thomas

" and Wahrhaftig believe, that Sequoyah developed the Cherokee syllabaryo -

Through the medium of a written 1anguage,. gravely endangered tradie-

tions could be preserved, The introduction of the syllabary sparked

— -
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a rash of innovation, including the establishment of universal snhooling,
and within a few years nearly .universal literaqy was achieved. :
Education, too, became the means by which the Cherokee attempted

to counter the challenges of ths expandiﬂr white worlde At first, ¢hsy
'attemptad to educate, even in white schools, an elite among themselves,
who would have the professional sikills, as\in law, necessary for tribal
defense. - When, however, it became apparent that the menbers of this
elite were flnding the allures of the white*world too enticing -and

were foresaking the Cherokese tribal concept, this strategy was
abandoned. A system of Cherokee institutions in which English a& a
second language was taught was established inatead, and the Indiana
thus trained a professional class thomselves. Encroachments by the
federal government and the State of Georg;a, in spite of tgé Indians?
‘efforts at defense, led to the splintering of the coglitian of '~
interests that had governed the Cherokee and to the forced resettlemers
of the popnlation; Eﬁen 89, reliance contimued on superb education -
for meeting environmental demands, |

Pinally, Thomas and wahrhaftig state, the schools becana~

dominated by mixed-blood groups whose goals were the promotiom of

a kind of supereAmericanisa and the sbandamment of the ideal of tribal
preservation: Alienation of the Cherokee from their schools followed,
and ths end result vas the Indiana' present powerlessness and iaolgtinn
from the school system charged with meeting their meedso - !

Thomas and Wahrhaftig see similarities between the Indians? axe
£ .

parience and that of the folk Anglo-Saxons. The folk Anglo-séxnn ﬁan
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was an Uexpander of frontlers. Such a man would move 'west to keep
"one jump ahead of the Establishmeht,”. for he elected "to make life
for himself and his family an individual creationn:

This kind of man, 8 seeker of the good life, strong=-
minded, a pirate, an authoritarian within his homs, &
macho, and often enough an outlaw, settled in the hills
ol eastern O irlhhoma, wherever the Cherokees left a hollow

unpopulatedo ]

There the folk Anglo-Saxons built kin-based communities and relied on

certain social institutions for community preservation, the most
important of which was the school, Thomas and Wahrhaftig assign two
functians to the schools, First, the folk Angl axons, not unlile
the Cherokee, expected schooling to prepare the young to deal with
hostile forces in their entironment, im;luding bankers and lawyers in
tovn. The. greater education and sophistication of teachers, then, did
not set the teachers apart from the commmity but made thom commmnity
resources, "telling country folk what peopie in town have 'up their

sleeve' and acting as spokesmen for the interests of the rural
2

-

communi tyo"
The primary function of schools, then, was defensive. The
secondary function was to serve as part of the mechanism of ‘socializingo

In particular, the schools were uniquely well suited to mediating the

conflicting expectations of a child's mother and father. While fathers -

typically wanted their children to becoms head-strong, daring, and

fiercely independent, womenfolk sought to develop gentleness and

lrhomas* and Wehrhaftig, 1971, pe 2L0.
i
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docility and to rid their offspring of the curse of wanderluste
Social continuity depended on the resultion of this conflict, yet
the strsins accompanying it could disrupt the structure of the homa.
The existence of schools permitted the displacement of the conflict,
It was there, instead of in the home, that children could be inatilled
with the qualities deemed\gfcesaary for community stability. There they
would be made to "work hard,ﬁ and there they would receive fdiscipline.»
What was essential for functioninL of gchools in the view of the falk
AngldcSaxons was, therefors, that they belong to the community--not
be the creature of "the Establishment.® Y

In the 1930's the amount of edulation the Cherokee and the folk
Anélo-saxon received was gimilar to today, but then no ‘educatiom
problem" was recognized. "Today," however, -

Oklahoma has a full-blown "education‘problem,"‘but the

rough outlines of regional life are not that greatly changed,

nor are new skills necessary for living there successfully. « . e

Over these decades, it is the requirements for status and

social mobility that have most changed, and the newly for=

milated expectation that neducation® will confer both. Conm-

pletion of education is equated with arrival in the middls

class, But, although many academic critics of our educational

system overlook the point, this was no less true in 1930,

What is new is the expectation that all youngsters mst arrive

4n the middle class by completing their education, along with

the new r?quirements for class mobility to which schools are

tai;l.o'redo

This radical change in the function of the schools, then, has
itself become the "education problem" in eastern Oklahoma, in Thomas
and Wahrhaftig;s view. They are not, however, arguing "Sitwell’s

Fallacy," "that the pogr are hﬁppierlin their station in 1ife and

1rbide, pe 2436
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should oe laft to enjoy ito"l Rather, they are arguing that the
séhools in easterﬁ Oklahoma have come under the exclusive control
of the middle class and that this fact, alcmg with relate;l gocial
developments, has destrojyed schools' previous functions and caused
many formal ly ‘viable mechanisms of social mobility to witheraay
and has drastically narrowed the terms of this mobility.

Form.g;-ly, there was a reciprocity in the relationships between
town and country, and rich and poor, Partly because of ties of
kinship between town and country people, neither fully had the upper
hand, and the country people often set the expectations for the systems
Economic mobility was possible through a variety of means. Ladders
of occupations existed, which folk Anglo-Saxons and Cherokees alilke
" could climb without relinquishing the right to defins their own tarms
of existence. Whole kin groups could agpire to collective mobility
through a variety of strategies, such as resource podling to sponsor
an eldest son, who would then raise the ecanomic level of the whale
group. This and other strategies could be accomplished without
rejcting one's identification with his sub-cultureo

Since .the 19361:5 , however, the country groups hAve lost their
former powere New arrivals in the towns have lacked ld.n% ties to the
country, and dependence on State and federal governzents, such as for
cash flow into the local economies, has grown. A result of these,
de;relopmants has iieen that mobility has come to mean entering the

middle class on its own terms. The growf.h of service industries,

150 Friedenberg, 196L, p. 38o
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at the expense of what was traditionally considered productive

‘ ]abbr, has contributed, too, to the fact that mobility now

means transforming oneself, since "correct behaviorm 1s becoming
more highly valued than productivity, Mearnwhile, the schools have
been taken over by the middle class. State and federal control
. . : ’y

over budgets has increased, county superintendents have becoms
responsible to the state "legislature rather thanto commnity boards,
teachers have become a corporate group, not simply specialized
community members, and the consolidation movement has pulled schools '
out of communities.

In sum, a set of complementary forces has created a situati on
in which the Cherokee and folk Anglo-Saxons are expected to aspire
to middle class status on its own terms by rejecting the validity of
their own backgrounds, and the schools have become the agonts of this
transformation. Students find that they must redefine who they are
if they are to survive in schools:

The person that they are is unacceptable (what harried

executive would purchase insurance from a salesman wearing

cover-alls, rolling®his own cigarettes, and speaking hayseed

English?). Including Cherokees and folk Anglo~5axona

within the prospering class of the reglon demands the construction,

from them, of acceptable personi; To the schools has been

entrusted this act of creatiom.

In another sense, too, the terms of mobility have been radically
limiteds

Since the middle class is an aggregate of individuated’

people vho conceive of success as the result of individual
goal-oriented self-improvement, it does not occur to them

Lrhomas and Wahrhaftia, 1971, PPe ZhS'héo




to provide opportunities whereby entire commnities of

© people may improve their collective rank, nor do “deviantw
communities of Cherokses and folk Anglo-Saxons have suf-
ficient power to demand this concession. "{hus, to all but
mobile individuals, the system has closed,

The norms that the Cherokea or folk Anglo-Saxon child will
encounter in ﬁis school, then, will require him to accept the ldea
of his own unworthiness before he cansat,isﬁr them. That a great
many of them drop out {ca.n hardly be surprisinge. Tb&mas and Wahrh&ﬁ’-iz,
in noticing that Cherokees tend to ;irop out when they encounter a
predominantly middle class environment for the first time, suggest

that their dropping out shows what they have learned:
1 .

Significantly, the Cherokee dropout rate reaches its peak

at the point at which students transfer from backwoods

schools, where they are a majority, to consolidated high

schools, where town middle-class students are the najority,

perhaps, then, since for these students the school is a middle-

class ‘environment, dropping out represents not failure but

learning. Perhaps there is a.lesson to be learmed from

the image these students have constructed of their environ-

ment. And perhaps the lesson that students are learning

is that the middle-class-as-énvironment does not permit

itgself to be dealt with when a commmity strictly gemnds

that its children be educated but not transformed,

llbid. F) po 221»60
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C Vi. PUSHOUTS

It droppin’g cut is the final act in a pattern of deviance from
the social system cal.led the high school, then it makes sense to
believe ,that some drgpping. out i; at the initiative of the s tudent
and msome is th® result of sanctions enforced by the schoole
Students who are thus pushec_i ‘}Z‘rom school m.ay or may not be acf:ually
expelled or otherwise overtly ejected. There is evidence, mostly
informal, that schools déliberétely employ such strategles as exerting
v-arious kinds of pressure on students deemed undesirable until they
nvoluntarily" withdraw, For obvious reasons, this practice is not
wélll‘.i iaublicized by the schools involved. | There is therefore little
doqximentation except by anecdote, though it may be quite a wide-spread
pracgticeo There is little research on the results of specific disciplinary
practices and le-s still on the results of different acho:)l-uide ciiaci- '
plinary systems. Langenbach and Letchworth cite the paucity of in-
formation in this areaol

Most information on the question of pushouts comes from scurces
with l’ess than clinical obJectiv}ity——froxn indivifiuals and organizatian§ )

who see many ejections as abridgements of students' rights.

nSchools for Scandal®

Ira Glasser, Associate Director of.the New York Civil Liberties
Union, .writes of cases in which schools have expelled students in I
violation, in his view, of procedural, First Amendment, and personal

rights, In the cases he cites, students clearly enough have become

lx,angenbach and Letchworth, 1971, p. 1l
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deviants from schools through acts, some of them with polit’i.cal'
comotations, in viqlat,ion of Qchools' normse Glas‘ser observes the
fact, which we have so far ignored, that schools exlat in a legal

as well as in a social context, and that, therefore, ihere are
limit.#tiohs in law on the social functioning of schools. His con=-
cern is with schools that perform their social functions in violation
of the law, To make this pbint, he compares échools with the
;rﬁ.ﬂtarya |

There are only two public institutions in the United States /\\
which steadfastly deny that the Bill of Rights applies to

them. One is the military and the other is the public

schools. Both are compulsorye. Taken t ogether, they are the
chief socializing institutions of our society. Everyone

goes through our schools. What they learn—-not from what they .
are forially taught but from the way the institutiom is

organized to treat them--is that authority is more important

than freedam,.order more precious than liberty, and discipline

a higher value than individual expression. That is a lssson

‘which is inappropriate to a tiee society--and certainly
inappropriate to its schoolso ’

\) %

Glasser writes of the case of Walter Crump, who was expelled
from t.hé Wgh School of Music and Art in New York City for violating °
'on'e of the most crucial norms that Philip Jackson idqntiﬁ.ed; Crump
chalienged the authority and power of one of his teachers. As
Glasser relates the c‘aae,; jt’xfst a-few weeks before Crump was dué to
graduate, he bacame involved in "a minor verbal altercation,"” involving
wno violence or threat of violente," with a teacherz

It was the kind of averbal flare-up that-occurs daily in

almost every imaginable settin and which usually passes
without damage to either party.

lglasser, 1571, po 208
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. Glasser's main concern in this case is that the actions taken
against Crump were in blatant violation of the New York City Board
of Education regulations. Crump was summarily suspended and told

to go home until further notice the afternoon of the incident-e

"though fegulations required that a parent be notified before a student

N
was sent out of school. Not until twelve days later did Crump's

foster mother reéeive notice of a v guidanée conference? to deal with

the matter eight days from that time--though school regulatiops

' theoretically barred Crump's principal frcx'n keeping Crump suspended

nore than five days without a hearing.. Crump was unable to persuade
his foster mother to attend the nconfarence," and he himself was

LS nminutes late arriving. When he did arfive, he found that the

"hearing had been held without him and that he had been dismissed -

y
from school. Parents of fellow students had.attempted to represant

Crump at the hearing, but theirméxests had been denied--in violat.ion

" of 8 New York State ]aw that granted the right of such represent.ation.
- Compounding the problem was the fact that t.he school persuaded the

" Bureau of Child Weli‘are to cut off payments to Crunmpts foat.er mother,

gince he was at this point classified as over 18 and out of school\o.

oné of the friends' parents who had tried to represent Crump
arranged for an appointment for him with an attornsy fromthe New
York Civil Liberties, and suit was filed in-federal court. Noneﬁhelesa,
the Bureau of Child welfare pei'sistad in holding payments, though‘
Crump's contesting the dismissal made tfh,is“action illegale Ai‘tér
winning his requ%st for a new heariny by ths school, he was finally
reinstated, and he graduated from high school three weeks aftarways.

Glasser comnents H , .

</ SG ‘ &




If what happened to Walter Crump had been an isolated
instance, it would be no less outrageous; but at least one
 could not easily draw inference about an entire school
system. In fact, however, the procedures which governed
walter Crump's thse govern other cases as well. The
frightening thing about the procedures- followed by school
officials in the Crump case is precisely that they were
routine., The independent experiences of several respested
agencies in New York--the NAACP Legal Defense and Education
Fund, Citizens Committee for Children, the New York Mobilization
for Youth, and several parents associatiomns--suggest that what
happened to My, Crump happens regularly and widely to anycne
facing suspension. Two things may be said about the procedures
- governing student suspensions in New York (and there 1s no
reason to believe that New York is unique; although some other
cities may enjoy better procedures, c ases raising the same
issues have arisen all over the United States):

1, The procedures represent a gross denial of the constituti
right to due process, including the right to a fair hearing.

2. Even those 1n;de§uate‘procédures are regularly violated
by school officlalse

. 7
§Since;.as we have argued earlier, the different participants in

a échool system==the student§>\teachers, administratgrs; and other

staff-=bring with them into school sets of expectationa. that owe

-their existence-to causes operating outside the school, it;ia nof

surprising to find that students are sometimes expelled for violating

norms that have clear political connotations. In discusasing the Crump

case, Glésser'argued that therse are legal comstraints on the mechanisms

through which schools may enforce ganctions against student deviances
Ho also argues that the lmw--in particular, the First and Fourteenth -
Amandmegﬁa—-éonstraiﬂz schools aitogethsr from enforcing sanctions
egainaf stuéent‘d;;iance from certain clasges of norms. In short,

he argues that deviance from certain norms is.a political or bersonal

R

17bida, pe 21l
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right. A grm;p of black students in Mississippi, he wr‘itas, wvas
.su‘s;;ended in 1965 for wearing but.tons saying "Freedoa Now® t.o schoolo
Since no disruption was involved in the act, it seems highly probable
that the message of the buttong--or its asgociations~ewas in violation
of norms held by the s&ool administration. The ' th Circuit U.S. Court
of Appeals, reinata.’tingh e stufients, ruledvthat there was no lawful
basis for the suspension, since wearing the buttons did nét cause -
ai@ir‘ic\ant disruption of the educatiomal process.

‘ In a case involving similar issuea,"the U.S. Supreme Cmn't‘
reinst.stcd John Tinker, his sister Hary Beth, ad a-fiiend, Christopher
Eckhardt, who had been suspended fron a Des Moinss, Iowa hi@\ school
for violating school rules by wegring Jlack armbands to express their
oppoaiti"on to the Vietnam war. The standard of the Mississippl case
was upheld: freedom of e:épression was held to be a protected First “«~
Amendment x:,ight, unless actual disruption occurs; mere fear that: dig-
ruption might occur was ruled insufficient grotnds for curtailing
expression. We would inte;'pret this ruling as saylng that a student

. has the legal right to deviate from nOl;llB whose content is overt]y
political, but that deviance from norms relating to school and claos-
roon admlniatration--the norms Jacksunmalyzea-receivea no such
protection. chever, some issues involving freadom of expression

are still unresolved, Glasser reportso ‘Rights of sf.udenta to '
dfistriﬁute and possess unauthorized printed maberiais are still in
dispute. Further, the legal power of schools to regulate student |
dress and appem"arice is unresolved, Circuit Courts camnot bagree on

the issue, and so far the U.S. Supreme Court has declined to decide

on -1to




In sum, then, Glasser's analysis suggests that the law regulates
the procedures a school must follow for pushing students out of
school--for providing sanctions against deviant behavior-and has -
phced soms limits on the kinds of narms a school may enforce. He
also implies, however, that schools frequent.ly ignore the constraj.gts

of law, that they often enough get away with it, and thit significant

, issues of student rights are still unresolved,

nForce=Outs" ) -

A number of organizations, including the Natianal Educaticn
Associat.ion's Center for Human Relatians, the SOuthom Rezioml
Council, and the National Association'for the Advancement ‘f Colored
People Ilegal Defense Fund, have expressed concaern over what they see as
nmassive expulsions of black students from recently desegregated schoocls,
Though so far most of their documentation ha concerned scathern
schools, they claim that the phenomenon reaches into the norsh as
well, These organizations allege that the administrations gf many
desegregated schools care or understand little aﬁout. the needs and
concerns of black students. This fact provokes the at.u‘dents to -
engage in some disruptfw actions, which inturn allows the ad-
ministrations to expel black student leaders, using the rationalisation
that they have violated codes of conduw. Boyd Bosma, Alsistnnt.
Director for Civil Libertiés and Intergroup Relations in the Center
for Human Relations of the N.E.Ao writes:
The example is given of the superintendent’ who repeét.edly\
ignores legitimate student requests, finally meeting with
student representatives only after a sit-in and boycott

have threatened the stability of the system, and then reneging
on promises to fix the gym and enlarge the cafeteria after

A
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1

his expulsion of several of the student leaders. What
can be done for a student when “ha's laballed as one of -
the bad apples, one of the bad crowd, 8o when you get a
guy.who tries to make a constructive effort to solve the
probles and then ha's viotiaized worse than the guy who 1s
paoking mgrijuana in the bathroom, then wsre do you leave

at.udamgs

From information reported Wy the Southern Regional Council, the
ﬁississippi Teachers Association, the Anérican Friends Service Camxittes,
and the N.Eohe itself, among other sources, the Naticnal Education

Assocliation has compiled sa& numbers sw[gestive of the magnitude of

the problem. From July, 1970 to May, 1972, the N.E.A. claims, they

have documented ‘2L,866 suspensions and expulsians and 2,570 in 11

southern Stat;a. The‘mmberg of*students expelled and suspended hy
State are: l A}abana,- L11; Arkanégs, 2L3; Florida, 14863 Georgia, 802;
Louisiana, 357; Mississippi, 2L; North Carolina, 122L; South Carolina,

2696; Tennessea, L36; 'fexas, 12,250; Virginia, 19372

Since, however, only 256 districts out of 2,780 in the States |

examined are included in this ;uwey; the actual mmber‘s are probably , .
much higher. Bosma estimates that anywhere from 50,006 to l&,OOO

southerr; blacks are being pushed from school each year. Further,

since the N;EJo'a mmbex:s dep‘and?d largely on newapaser accounts,

even these estlmstes may underrepresent the problem. 'Bosma asks:
vwhat about those districts where the boycotts have continued
" for months, ewen thraugh entire school years, inadequately
reported because of local. news blackouts and indifference

or hostility of pub}ic‘officials and- commnity leaders?

m:xo cen tell how many students are daily suspended, expelled, *

or driven out of thé schools bacause of arbitrary and
discrininatory actions by school authorities?

lposma, 1972, po 8.

2Shlr9, 1972’ emlosums’ p. 10
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who can measure .the educational consequences when students

simply drop out, faced withthe realities of a system which

patently is not for them, which never has been and perhaps

ne’ér will be theirs? /J

And » too, how nmany stay in échool, expressing their allen-

ation and frustration either through open hosiility, active -

resistance, or merely passive nan-caompliance?

The N.E.Ae and the N.A.A.C.P. logal pefense Fund have suggested
a variety of strategies for dealing withthe prohlel; "Some have been
purely legal, inclnding contesting school actions in court and
training lay advocatese The N.E.Ao has contacted a';nmbor of
colleges to see if ways can be found to ad:it “atudentsﬁ who have been
denied their high school diplomas. If the analysis and numbers these .
groups report are correct, however, we f£ind it difficult to avoid the
conclusion that many at.udents are being forced from achool‘ essentially
for the violation of ons simple norm: these gtudents fail to wear
white skins. .

In this context, the resultsof Lawrence Vredevoe's study of the
effects of desomgation. on school discipline are int;ox"estin;. He
studied102 schools, mtei;vieMng administrators, students, parents,
lay leaders, school board officisla, and conmnity agents, in addition
to co;tducting some group interviewing. He concluded that blacks may
enter newly desegregated schools with some hostile attitudes, becsuse

they associate the school adninistration with landlords and other agents

. whom they see as ‘the cause of the miserableness of their environments.

The determining factor, however, of whether disruptions will occur
4s the school. If black students find a competent staff and a suppartive

lmam, m, Pe 8,
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mental climate and if they perceive that the school is committed ’
to serving thelr needs, disruptions will not occur., Stating the
point pegative'ly, it may be that disruptiona wili_ occur if their
initial suspicicms are confirmed,’ h :

The Way We Go to School: The Exclusion of Childfen in Boston

Another ca£egogy of pushout is the one whom the Task Force cm
Children Out of School has called the "excluded child." In their study
of Boston school-age children not in school they discovered a 183;;0
number of children, many of elementary school age, who were out of
school because the schools either did not provide the educational
services they needed or found it mcoﬁvenient to laet them attend
regular schools, E.x'ampleaof such pughout.a are:

- A Spaniéh-apeaking 15-year-old whose famlly recently 1.t.n--~
migrated to this country and who knows little English., The
language barrier would make success in a regulatz classroom
impossible, yet the school system offered no progranm appa'o;r:hto
to his needs. Since he was close to his sixteenth birthday,
the school system recommended that he not try to attend at a]l.

== A black taenager Hho recent.ly moved to Boston from the rural ]
South with her illiterate parents. The dialect she speaks
and her inability to communicate in standard English make for

speaking immigrant, amd the school system has been as helpful

in meeting her needs,

lVredevoe, 1967, pe. 5o
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-~ k young girl who has experienced petit mal seizures,
” Though the selizures have been completely controlled
through medication, and her doctor strongly endorses her
. .ambition to attend school, ahg is not allowed to attend
public eleéén;EFy school because school administrators
want to avoid "responsibility® for har,
= A-young boy who became emotionally disturbed at the death
of his father and who,because of this, became irregular
in his atﬁen&ance. His school reacted by sending a truamt
office; to his home to issue threats and by assigning him,
without his mother's knowledge, to @ class for mentally
S retarded students,, which was actually more of a dumping
‘ground, since those assigned to it recelved no aignigicant
services. Finally, he was suspended ami received no steady
educat;onal services for two yearse
‘e~ A young woman found to be pregnant in Rebruary of her
senior year. Her school reacted by ejec her, ending
her plans to becoms.; nurseol
) N The Task Force identifies three general categorieg of mexcluded
(H children."* First are those who are out of schooi without ever having
been ine These are mostly members of cultural minorities, and miqyo
speak only Spanishe Boston, at the time of the Task Force report,
offered no significant educational program for these people. Second

are those who have not been allowed to attend or who have been forced

lrask Foree on Childhen Out of School, 1970, pp. 7=X2o
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to leave. 1In this class are children with physical hax‘dicaps; as
_the crippled, that would not interfere with their success in school
but whom the schools have excluded even s0. Also in this group are
students who &con;-pmmnt. (That the crippled and pregnant are
clasasified together reflects the acheolsb' perceptions. When asked to
explaﬁ the policy of excluding pregnant wome_n\ fromn achool, one official
expressed the idea that "tpregnancy is an illness and pregnant girls
do not belong outside the.home. \"l) Third are chjidren whose unique
needs the school system does not meet. The mentally retarded and
emotionally disturbed and those with perceptual handicaps belong in
this categoryo -

The Task Force identifies as_the common quality of these three

groups the fact that they are all ndifferent": niculturally differentyt -

‘physically different,' and 'mentally or behaviora.lly different. 2
Thus, one important aspect of the dropout phencmenon is the

fact that many students, even at th{/ elementary level, are ejected

by their schools. In some cases, this ejection violates students?
rights to due process, and the school many be expelling students far
the exercise of legally protected rights. There is evidence, too, that
there may be a wholesale expulsion of black students from newly de-
segregated schools, and these expulsionf may be related to school
adndnisti'ators' lack of concé)rn for black students' needs, Finally,
schools may be refusing to serve many students fram cultural minorities,
pregnant; students or those with physical handicaps, and students with

special nseds,

llbido, Po 32.
zibido’ Po 130
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VII, WOMEN DROPOUTS

It seems obvious to common sense that dropping out will be &
differegt nat'ier for women than for men.and that it will have dif-
ferent consequences, Such matters as career planning, marital
expectations, Job entry, and employment experiences are clearly
different for the two sexes. Sex-related patterns of school staffing,
f.oo, seem 111;9131 to elicit different responses to the school environ-
ment from male and female students., Likewise, that dropping ot
willte different for male and female students is & reagonable con=-
clusion from:considering. dropping out as 'soclal deviance. It is
reasonable to believe that schools will éonfront female students with
different qxpactations from males, While both sexes nﬂ.ghf; face similar
demands in the pertolmance of school work (though even here differences

' seem likglj, since cerfain areas of study are commonly identified as
wfemine® and others as "mculiné" ), and while the same ‘standarda of
conformance to norms of institutional order are probably expected of
both ‘sexes, teachers and administrators undoubtedly bring into schoal
with them other expectations that are different for the sexss. We
have already seen that some schools enforce strict sanctions agalnst
vomen who have violated norms of sexual behavior. We have found no
ovidence that schools are as strict with men; and schools have a
harder time identifying male transgressors, since they do x_zot get
pregnant. \ v

It seems likely, too, that expectations relating to social mobility
vill be different {or the two mexms. The expectation that students

aspire to middle class status seems likely to weigh more heavily om

Q ¢
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men than on women, since the typical pattern of such mobility
probably dependg more on Qen's enployment than women's. (Regional
and other exceptions to this rule are, of course, likely.)

Despite these reasons for believing that the dynamics of dfoppihg
out is substantially differsnt for the different sexes, there is not
much hard information detailing how. Only males were studied in
Youth in Transition. Likewise, Bullock's study of students in
segregated Houston high schools ignored women. Rosalie He Wax's
study of Oglala Sioux, too, concentrates on male dropouts. Much
of her analysis concerns patterns of child raising that apply only
to boyso Thomas and Wahrhaftig, partly for the reasom that they are
studying cultures ‘in which male dominance is a fundamental fact, largely
ig;ofé ;he unique problems of wémen in school,

There.is some evidence that is suggestive of differences in
dropping out for men and women. The study of dropouts conducted under
‘Project TALENT treated men and women separately, and same inter&eting
differences emerge. (Whether Project\TALENT resulta are trustworthy
is a controversial question. The chief defect of the study is its very
low response rates. Only 37 percent f the sample on whom dropout
results are based responded to followZup data collection effbrts, and
the rate was IGJE;w::r dropouts than stay-ins.l Though Combs and
Cooley argue that ods were employed that were adeqqate for com=
pensating for bias due to this low response rate, Qillian H. Sewell,

president of .the American Sociological Association, does not agree.

| loombs and Cooley, 1968, pp. 3LL-3L5.




He cites apparent discrepencies between results Project TALENT

reports from its 1965 panel and 1970 census datao})

The Pm?ject TALENT dropout data are from a data colléction from
a national saxnpie of nix;th graders in 1960 and a follow-up collecticn
in 196L, The sample was divided in 196L into dropouts and *controlst
(high school graduates not enteriﬁg college)s Graduates going on to
college were excluded t;rom separate analysis but appear in to:t.also :
A first gignj_.rfvivc_:qpf.rdiffereng‘g is in the relationship between
academic ability and educational attainment. While 55 perﬁené of -
male dropouts were in the bottom quartile (for all males, not for
both sexes) of General Académic Ability Composite score, and only | '
S percent in the top quartile, the equivalent proportions for females
were 4O and 7 perceant. In comparison, 28 and 11 lpercent' of male
controls we;-e in the bottom and top éﬁartera , respectively, and ;7
and 15 percent of female controls were in these catt.egorie;s.2 'I“he~
implication of these mumbers seems to ba that measured academic
ébility distinguishes bettex; among males of all three levels of
academic attainment than among females.
On the other h:md, socloeconomic level seems to distinguish

better between female dropouts and controls than between males, but

it seems to distinguish better between males who attend college and
those who do not than between these two classes of females, Among - - ‘
- L] l |

males, 51 percent of dropouts are in the bottom quarter in socioeccnomic

lsewell, 1971, po 797ne

2combs and Cooley, PPo 3h5_ and 355.
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gle\rel, and 6 percent in the top. The comparable numbers for
females are 61 and 3 percent. For controls, L8 percent of males
are in the bottom quarter and 3 percent in the top; L1 percent of
females are in the bottom and 8 percent in the top.l‘

., Another difference is in the ability of interests to predict

‘the likelihood of dropping out. The Project TALENT Interest Inventory

revealed relatively few differences between male dropouts and

. N ‘ .
controls. Controls indicated greater interest than dropouts in gpovtes

and tl;e area of physical ‘sclence, engineering; and mathematics.
Dropouts showed greater interest in labor, skilled trades, and musice
Among females, however, this test of interests reveaiﬁd more dit—v
ferences., Controls scored higher than dropouts in: socigl service}
biological .Sc:h:ence-inedicine; computation; sports; physical sciem;e,
engineering, mathy and pixblic s ervice, Dropouts scored higher than
controls )om 1abo7; skilled trades; mchhmcal-techni;al; and hunting-
£1shing,? |

- In distinguishing between dro'pouts and cont;'ols , then, academic

ability is a less efficient predictor For women than for men; socio=

economic level is a more efficient predictor for womsp than for men;
and :Lnteraﬁt in areas of professional careers is a better indicator

of 1ikelihood of graduating for women than for men. What these facts

" taken together‘.maan is not clear. A possible explanatiom is that’

schools' response to male ~stuﬂents is moie highly differential than

l1vid., ppo 351 and 3S7o :
21bid., pp. 3L7 and 3560
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‘to female studentso These data might mean that the expectations male
stu.denta encounter in achool tend to ba related to each individnal'e
meeaured academic ab;Llity, while all fomale students tend to encounter
similar- expe;;t.ationa s relatively unrelated to :l.ndivid\ml ability.

The @e stﬁ‘dent with high ability will find. encouregement and pressu.re
in school to attai.n, while his’ equnlly talented sistdr w:l.ll be less
likely to Encounter these expectationeo Sewell reports resulte sup- V -
porting’ thy’is hypothesig and indicating, “further, that parents similafky
"encourageétheir eone more than thei.r‘ daughterso]' 'l‘herefore, the ‘
'determ&nants of women's attainment (tn the lavel of hlgh achoql greduation)

) n'ill, byﬁxdefeult, become socloecononic level and particular, in-

»
i

. ternaliaud ambiticons,
Pr'c%ect TALENT ‘results indicate signiﬁ.cant differences in poste
school @?xperiences of male and female dropontso Though Comba and’
Coolei( }Lhrgue that reaeone dropoute give for leaving ‘school. t.end to .
" have 1ittle meaningz a' view with which we agree, it is probably |
aignifi%ant that three-i:mirthe of wmen dropouta reported nGot married"
ag eﬁhé&?,r reason fqr Leaving°3 By the time of the August I96h data |

_ q,bl).eg ,_’_ion, 81 percent of the women but on],y Lb percent of the msn

q’hd dgepped out were or had béen married. '4

-

n's employment experiences were different from men'so while

vin

90;;:"' icent of male dropouts and 89 percent of male controls were

- v&” ’.‘. . ‘.\.,
« o
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. employed, women's rates were lower. Among women dropouts, 26 percent
were employed; 58 percent of single and 18 per‘éent of married femmle
dropou%h held jobs. In contrast, l"53 percent of women controls were

- employed. Significant differences are reported, too, in ihe kinds af
Jobs held. Male dropouts tended to be unsiilled workers, skilled ,
workers5- or service workers, while male controls tended t§ be
unskilled, s,kil];ed, or clerical and sal;'s workers. Female dropouts
tended to be miscellaneous service workers or’laborara, while female
control.s were mninly stenagz'aphera ’ sec.retariea, or clerical workers.
While the mean yearly salary for male dropouts was 33650 and for controla, .
33500, the comparable numbers for women were lowar. Dropouts earned
82570, and cqnfrols earned $2790,1 Just from these data,”it is .of |
course impossible to find the reasons for all these differences, Some
likely causes are discrimination in the labor market, role atereo-
typing in schoola and hons, and the operation. of general socletak

s e/cpectations ’ but. the relative weight of each and how they interact

' cannot be determ.ned. It‘is, however,- significant that for womenm,

high school graduation is associated with higher 'earnix;gs and employe

\ ment rates, Further, it is the key to jobs as secretaries and similar worke

Of interest in this context is the finding of Lee et al., who report
that schools do tend to pigeon~hole women students. They suggest that ‘<
high school teachers and counselors f.end to channel female students from

wa lack of information and a continuation of traditional stereotypes about

11bid., pp. 352 and 358,




. do not connect this result to drbpging out or to students' later .

employment, it is not unreasonable to believe ‘that both attainment

- .
B N , - -

socialiy desirable roles for women" and from a persistent belief in
] . + '

a "limited number of "appropriéte' female oqcupations."l while t.he"y.

’

and employment are influenced by these expectations. L.

-
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. VITI. DROPOUT DEFINITIONS AND ACCOUNTING PROCEDURES

1

086 \
To this point, our discussions have been rather theoreticales

Yet school systems face a serious practical _problei when thsy set

- ouf’ to determine precisely how_many students ate dropping ocut from

their schools--and to decide what precisely they mesn by the term
tdropout.” 8imilarly, the utility of'a theoretical study of dropping
out may be very limited if its dermtioﬁa make caamparison with other
studies impossible., Examining the various \geﬂ.nitiox\m‘ and accounting
precedures for dropouta; t@, as used in theoretical atudi:es, school
gystem a'oudiea,' and dropout pra\;ention projécts, can have‘atv'l. least
three purposes. ' ' (-

The first Mose of such-an examination is to reveal sources of
elementary error, if they ezd.st,. so that they may be avoided in t.he
future., For example, one significant fi.n%tng of an examination of
tﬁe ESEA Title VIIX dropaut‘ prevention proJecﬁa was that students who
left school during summers-<between terms--were frequently ignored when
dropout statistics were compiled, This fact might be used to support
the position that Title VIII projects whoase t:mrre.nt systems aie that '

déficient. be required to allocate some of their grant money to the

development of now pupll accounting systems, r

AN

A second purpose is to support uniformity of definition and
. procedures. While this has for soms time been a goal of bath the

Lartens, 1972, "Summry Statemsnt,” ppe 3=ho
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U.S, Office of Education and the National Education Association,l
it has yet to be achieved. If the differences that lstill exiat
among reporting procedures can be identified and the reasons why
they still exist can bs divined, progress toward this goal might
be ailded, .

A third and in some wéya the most baai:: purpose is to identify

points of discrepency that dropout definitions and accounting

' A procednfes might create between the processes of schools as insti-

tutions and the substance of education, It is a commonly observed
fact that as a goal becomes institutfonalized, the institution comes
to expend its :afforts not to advance the goal itself as it was ori-
ginally conceiQed but to further .the process with which the goal
has now become associated. The ’endsf of the pz;oceas and theu goal
may no longer coincide at every point and may even be at odds on
certain points. The goal behind a dropout prevention project is
presunably to increase the p;'oportiah of youn(‘people who m]m
effective use of available educational resources,- When tranalated
into instititional terms, this goal is stated as a decrease in
dropout rate, which is a measure of the proportion ‘of young pecple
vwho become disaffiliated from high school before bei;ng certified

as graduates. Already the aasu'mption is implied that proceeding

T

*ljohn F. Putnam and George G, Tankard, Jr. proposed in 1964
proposed a standardized pupil accounting system, which
would include a definition of dropouts and a procedure for
counting them., Their reasons for supporting such a

'\at.andard;l.zed system are as valid today as thens

s vThe universal use of the terminology in this handbook
can improve the quality of education by facilitating the
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along the (road to a diploma is equivalent to receiving the subataﬁce
of an edyéation. Refinemants in this definition, though administratively
logical, may move it further from the original goale A person may, .

for example, be cla ssed a dropout if he leaves school for even a few

e

weeks, whether or not he later returns to graduate. i, Though it might
be argued that pnder-certain ¢ ircumstances for certain individuals
'auch leave taking might promote educational growth, a achool systen
Agearad toward red\'xoinzh its dropout rate would tend to discourage it .
in every case. Further, the school system might find no reason to

encourage his return to school once he has left, since it would not

€
. erase the statistic that he had dropped out, and could even find reasém

s

,\&

kil
-’  meaningful evalnation, realistic planning, and efficient
operation of education systems throughout the United
States, This standardized terminology provides a bas@d
by which items of information about pupils can be recaorded,
reported, and studied adequately. When such informaticn
is used, records and repaorts about puplls may be prepared
" with greater speed, accuracy, and flexibilityo.® (Putnam
and Tankard, 1964, p. 1lo)

The Project on School Dropouts of the N.E.A., built on ths
‘work of Putnam and Tankard to develop atandardized procedures
for school systems to conduct dropout studies. They sound

a similar theme, but negatively: they outline the loss of
usefulness of dropout studies due to anarchic reparting:
procedures: ‘

n/3ince its inception in September, 1961J, innumerable @
ropout studies and reports have come to the attemtion of

" the Project. It becams increasingly evident as these

. reports accumulated that each was independently prepared
with little attention to standardization or uniformity of
terms, data reported, or mesthod of calculating the dropout
rate used. On'some occasions, in fact, two consecutive
reports from the same achool system would be.totally inadequate
for comparison purposes. Indeed, comparability between :
most of the studies was practically impossiblee® (NiE.hoy
19_65, Po 5e) W’

-

N -




to discourage the return, since he might be figured a .good risk to
‘ d;-op thMs‘ case, the logic of the institution would
dictate action contrary to the goal of promoting education. Of
cou.:'-s,e, this is not to say that everyone within a school would act

to reduce dropout rates whether or not students benefited, but goals

that have becona institutionalized may subvert the intent that orizi.nﬂ.].v

4

lay behind then. A.lso, gome of those within schools who mast
conacientioualy tried to help young people m:\.gm find that dropout
~statistics did not t"ai-rly reflect their effarta,

In the sedtions that follow, the procsdures and definiticas for
countihg dropouts will be analyzed for some theorstical and school
ay?gén studies and Title VIII projects. Then we will examine the |,
definitions and procedurss of the system proposed for unifarm adopti;n
by tiw U.S;O;E. and the N.E,A. Finally, we will offer some recom=

mendations for modificatione

Theoretical studies

The studies examined here are Youth in Transition, conducted by
the University of Michigan Institute for Socdal Research; the study
published as Big City Dropouts and Illiterates, conducted under the

auspices of the Center for Urban Education by Robert A. Dentler and
Mary Ellen Warshsauer; and Project TALENT.
Youth in Transition. On a conceptual level, members of the

probability sample of 2, Zm’unth grade boys in U.S. public schools
selected for study at the’ beginning of the project were to be ragandod

at any given point in time as belonging to one of three categeries:
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in school - if primarily involved in a school environment
- at work - if primarily involved in a work envircament

unemployed - if not-significantly involved in either a
school or a work enviromment. ’

Bachman writes that these categor}ea, however, may not be that
separate and distinct; in the reality of the experiences of the youth
he studied, membership in a given category is not an either/or
propesition but a cont:immn, and the categories, particularly work
and school, can easily shade into each other. He states that he
expects overlapping distributions and explaina .whyt

A major basis for this prediction is our belief that the

usual asaumptions of difference between school and work

environment are gross oversimplifications. It is.often

assumed that in school students learn by precept and example;

on jobs they utilise what they have learnsd. Yot there will
almost certainly be schools which offer the student little

‘%? opportunity to develop or use valued skills and no contact

with adlt male models with’whom he can identify while some
conditions of employment may be relatively rich in thsase
respects. Differences within major categories of environwent
probably have_done much to obscure enlightening comparisoms
between them.?
1f one were setting out to study the effects of association with
certain kidnds of educational experiences, rather thanthe e ffects of
schooling, this train of thought would lead to the conclusion that an
adequate definition of ndropout” would be very complicated; it would,
< , ,
for "example, count members of the sample who were participating in
certain kinds of certified schooling as ‘dropouts and others who had

left school for certain kinds of employment as stay-ins. The pure

P4

1Bachmaq, et al., 1967, pe 1llo
2101d, |

«
. L]
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pose of the Youth in Tra.nsi;bion study of dropouts, however, was not
primarily to assess the effects of education per sej it was rather

to assess the éfrecta of secondary schoolinge. And, unlike most school
systems that study their own dropouts, the Youth in Transition staff
did not assume at the cutset that high school graduation is good and
dropping out bad, This was & hypothesis to be tested. Accordi;ngly,
their formal definition of a dropout, while it does not recognize in

{tgelf the distinction between schooling and education, does not do

violation to that distinction:

In the analysis reported herein we will define dropouts as
those individuals who interrupt Thelr Full-tims atiendance
J¥ high school for more than a few weeks (and Tor reasons
other than I1llmess)o 7This means that an individual may drop
out and later return to school for his diploma, but we will
still consider that he was at one time a dropout, and for most
analytic purposes we will group him with all other dropocuts
(some: of Yhom may also have diplomas by the time this is
written)e .

Thus, only full-time uninterrupted affiliation with a diploma-
granting institution will count as school attendance, and suxmer
dropouts will be counted, since leaving school at any point in the

‘calendar year will count as dropping out.

At the times of data collsction after-their class had graduated,

;{,;s'lw
members of the study sample could be placed into three groups (‘@

N\

f

to be confused with the three "environments® discussed earlier)z dropouts;

high schodl graduates who were never dropouts and were not then
primarily engaged in post-high school education; and. high sthool

lpachnan, et al., 1971, pe 5o
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graduates (or, conceivably, dropouts) "who were primariiy engaged
in post-high school education."l
All .memt.aara, of the Youth in Transition sample were attending
~_ tenth grade at thes time of the first data collectioxi, October to
Novembéx:, 1966, and, in fact, the interviews, questionnaires, and
tests used in the collection were administered in the boys! schoolse
Subsequent collections--in March to May 1968, april to June 1969, and*
Juhp to July 1970--were all made in "neutral sites® off achool pre‘mea.
‘Members of the sample were individually contacted, usually by phone,
to make appointments. Further, hrief questionnaires were mailed to
. sample members at six-month intervals, which included questions on
their current occupational .and educational ataf..uaog Tt seems, there-
fore, that. dropouta were self-reported.
si.nce the study focused on youth in and out of school rather than
on the schools themselves, summer dropouts would be identified equ.nlly
as well as students dropping out other times duri:\x‘g the year. At th' l
fourth data collection, 73.2 percent of the respondents to the first N
collection could still be reached, amd the research ataft reportedly
spent "condiderable effort" trying to locate sample members who had
movedol Since the study was nqt an attempt to implement an accounting
system, it was, of course, not n;ceasary to know the whereabouts of

all sample members at the time of the fourth collectione

lIbid., po 17.
21bid., pp. 15-16,
3Bachman, et al., 1967, po 27.

bpachman, et al., 1971, ppo 16-17o
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Big City Dropouts and Illiterates, The Dentler and warshauer

study of dropout rates and ]:evels of adult 41literacy in the 131
largest citiss in the Nation began with plans to compile estinmates by
mail from State and local education agencies, but these phmé changed:
After studying the dropout problem in kemral, and consulting
with various associates, we found that one oft the major
problens in this area is the lack of uniformity in reparting
statistics dealing with school retention and withdrawalo
Many cities do not compile these figures in a usable form.l
Accordingly, an alternate plan was adopted, and this plan, in
effect, determined the definition of dropout used. Data from the.

1960 U.S. Census of Population were used to determine dropout rates in

the cities of the st'udy'. In a given city, the mmber of person aged

1; to 19 whose last graie completed in school was 8, 9, 10, or 11 who
were not e‘m-olled in sch601 was divided by the number of persons int hat
age group who had completed the same grades whowere enrcllsd in school
plus those Who were not. Thereh were at legst two advantages fx:o this
system. First, a dropout would not be missed simply because he left
during the summer, and, second, student migration was eliminated as a
problem. Further, a member of the age group who had left school for &
time but returned by the time of the census would be counted only
under his current status, thet of a student. Census data op school
enrollment are fror;x answers to Question Fl6 of the Household

Queé tionnaires

Has he attended regular school or college at any time since
February 1, 19602

If he has attended only mursery. school, business or trade
school, or adult education classes, chedk "Noo"

1pentler and Warshauer, 1965, p. o

2U.S. Bureau of the Census, 196L, po XLIX.

79




17

nRegular® schooling is defined as
that which may advance a person toward an elemsntary school
certificate, a high schfol diploma, or a college, university
or professional degreeo
It seems, therefore, that part-time attendance would count but that
only affiliation with formal, scademic, diploma-granting institutions

would count as high school attendance,

Project TALENT. A reading of Project TALENT documents has not

uncovered a formal definition of a dropout, but the methods of the

study show fairly clearly who was counted a dropout and who was not.

in*the classes of 1960 to 1963) were administered a battery of testa,
and follow-up data were collected on each class during the year

following graduation.2 An analysis was made of dropouts from the

>  mailed initially in August, 196k and from ‘interviews of some non-
respbndents. Members of the sémple were asked to indicate the iaat
grade they hah completed and were asked further: |
Did you get a high school diploma?
! Yo, at the time I finiched grade 12, - N
-=Yes, by examination after I left high school.
~-No, I entered collepge at the end of grade 1ll,
~-No, I dropped out of high school,
-~=No, I went through grade 12’but did not get a diploma,

—<No, T am still in high schoolol

lrbid,
2combs and Cooley, 1968, p. 3h3. . .

3¥lanagan and Cooley, 1965, p. A-le.

80

In 1960, about LLO,000 ninth- through twelfth-grade students (students

class of 1963. The follow-up data were collacted from a Juesticmnaire




It seer{w clear enough that sample members who indicated the first,
second,\ third, or sixth ’response on 'thié 1list were not counted as
dropouts and that those indicating the fourth response wWere. It is,
however, unclear how members were categorized who requndad that they
had completed twelfth grade without receiving diplomas.

Therefore, a sample member who was attending what he would
describe as high school, Qhether full- or part-;tim.e » would not be a

dropout. The entire calendar year would be accounted for. A sample

member could have left school before graduation yet not be counted as

a dropout so long as he had returned oi receivad a diploma by the time

he completed the questionnaire. The other categories to which those

who left scheol could be assigned would be graduates, recipients of
equivalence certificates by examination, early college entrants, and

those who completed twelfth grade without graduating, unlsss this last

category was included with dropouts. Since the study did not operate

as an acqounting system, students could leave school and miss._ beigg

counted in the follow=up collection. In fact, the response rate was

considerably less than half, only 37 percent, as has been discussed
earlieroll Transfer to another school by a sample member would make
no difference, as long as the project could reach him with a mailed

. Yy
questionnaire,

This analysis has revealed no major internal definitional problems

in any of these studies. The question of comparability is, however,

more important. The Dentlerkarxd Warshauer study, because it was based

lcombs and Coolay, 1968, p. 3Lk.
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on Census Bureau data, depended on Census Bureau definitions and

survey procedures, and 1t seems'unrealistic to expect those to change

for the sake of unifofmity among dropout studies. The twollongipudinal
studies of education; Youth in Transition and Project TALENT, though, ’
were develoged for purposes that at least overlap, yet there are eanough
diéferences between ‘thelr d;oeout definitions to make!preciee compariacég
of their results hazardous. A student who left school for a time but
later retdrned or who passed an equivalency examination without feturning
would be counted as a dropout in Youth in Traneition but as a stay-in‘

in Project TALENT. A student Hho,left full-time high Bchool before
graduatlng but continued in part-time attendance would be counted aa a
dropout in Youth in Transition but not in Project TALENT. A student
leaving bezigﬁefg?‘ ess would count as a dropout in Project TALENT

but no{ in Youth in Tyansition. Finally, drOpoet analysis in Project

TALENK made use of data from only one follow-up collection, at a time
t one year after the claes gtudied was to have graduated, while '
Youth in Transition analysis was based on data from questionnaires mailed
every six months in additibp to four more complete follow-up coileeticna.
As discussed earlier, the Youth in Transition definition of a
dropout was intended to capture inro;mation on schooling Eore than on
education. - Even so, there is some gap between what it uaaauree and ;ha
‘reality of the experiences of its sample members.l The Project TALENT
definiticn creates less of a gape A student could leave high schooi,
yat if he returned full-time or part-time or passed an equivalency

examination, he would not be counted as a dropout. This definition
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is, there di,e, more consistent with an intuitive conception of the

Yy

of such a 8 udent., : -

'. Schiool s&t

ehg) etudie 8 , \ .~

v ~.

L
‘term "dropxi?" and is prebably more consistent with the. self-definition

¢

The st.udf‘ s considered’ here w:Lll be the Ruth C. Penty study of
reading arig dr%auts in $he Battle Creek, Michigan High School, &
1963 study by t} Maryland State Department of Education, a 1963
study by thé ‘ »

- by this’ last boda}'; All of these except *t.be :laat were conducted before

i 1§na Department of Education, and a 1967 study

the publicatibn by t.he N E.A. of auggested standardized procedurea.

... Battle Creek ai h School. An elaborate definition of dropout. is”

nd’cl_, stated. éxplamed simplyz - | )

' The terms 'schoeﬁ. 'Ver and drop-out will be used inter-
.changeably. }n refor#ing. to s't:uaen‘is who leave school befors
_g‘raduation. . v ‘ N

~_ A

———

. ’[’he etudy apparently rélied on information routinely gathered

by t;pa high echool, and the methods and. definitions used: are un-

L rortunately not speeified any further. It eeema,f though, that gn]g

v

full-time attendance at- orml 'diploma-granting imtitution uonld .
qualify a member of the gtudy as a stay-in andﬂ.hat. sumey: dropcmts_

vrere cmm'bed. Other catqgories to whlch students leaving echool wers
‘assigned were trensfers and graduates, and mmbers cited seem to in-

dicate that every student stud:.ed could be asmgned to one of theee

. t.hree.2 There ia no indication of efforta .made to verify reported j\ '"

Q
transfers to other schoolso e

Z.Ibid"., .p. 120 | . |

gl

<
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- . Maryland State studyo From June 1960 through May .1961,-a

Maryland cooperative Studv of Dropouts wag undertaken by the sute

: Depsrt.mnt. of E‘ducation../ Informstion about dropoutsb-euch as fa,d.ly
background, kinds of school expariences, and reasons cited for ‘
leaving--was obtaa.ned by questionnai.re fron individ\lal schoo]s in the
State.l Unrortunately, the report ‘of the study does not provide a
description of the questionnaire, an explanat.ion ol how schoola v
obtained their information, a statement of how dropouts were
defiﬁed, exce‘?t that they ver, st.u‘der_xts who left school before
"ér‘addatingl.

. Louisiana, 1963. Information was collected from s chool o

studén—t..s who dropped out dui-ing the 1962-63 school Yesr an
desigsed for f.h.st purpose."' The oniy_ definition of school |[dropout

given is x;sther vﬁgde: nthe student who termiriates his eduwcation

\(3 prior to high-scheol graduation, at the least.® For the practical-
’I \7 purposes of the study, the "at'the least" expression was 1
\ Terminating education was clearly enough taken to mean leaving school,

&

but it. was not 'so clear what kinds of transfers a student would be
allowed before- ‘he was classed a dropout-or on which side of ths

o ,'paleroul'd' fall patterns other than f\zll-tims, day'attendance. It
seems doubtful that summer dropouts were corunted under the procedures
used, even though the time of year when dropp out ogcurs is ir-

relevant.in ghe definition. i

vlnaryland State Départment of Educdtion, 1963, po lo

%Robert and Jones, 1963, p. lo
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ALThe main purpoée of thié-brigf analysis ofiQhese threé studiea
hag been to illust:i-ate the vagueness in deﬁ;nitiona and procedures
of goms studiea." Crbss-study c;xmba;fisona are"'hazaxdou;, and it is
difficult to tell within a given stndy who is described by the word
"dropout. One characterls&ic common to t.hese studies is that their

data collectzion relied on procedu.res already establishad in the
‘schools being surveyed L o - : P

Louisiana, 1967. After the U.S. Office of Education and the

,National-Education Associationts urgings that local and State school
systems adopt uniform definitions and accounting proceduroa; louisiana
ﬁcorporat,ed into its yearl;\r }eport a dropout definition that is
nearly identical to Putnam and Tankard's,] The uniform accounting
, procedures, however, were not adopted--tvisiting teachers# witml{'
the school .systems simply collected information on identified dropoutp==
and, though information on summer dropouts is included, it is |
.impossible to tell to what de.gr?e. the standardized definition was
adopted only on papere - - .

Title VIII projects .

This same problem occurred among ESEA Title VIII dropout prevention

projects dur#ng FY 1971, It often appearsd that the language of

' * standardized procedures was used- to report information that had been
co.liec«ted by n_xethotlis’altogethar different. Though the pr'ojgcts were
required to &sport dfoéopt rates on forms that -11‘ic.:o:‘porated important
aspects of- the N«.E;A.&and U'%S.O.E. standardized procedures and térms,
mambr proJec;;-n.;s relied on -loca'i education agency procedures for ine

for{nation gathering, disre'gz;rding those procedurqs suggested by the

@

o - Yiohmann, 1967, p. 25

tnan %Tankard, 1‘${6h, PPe SB-Sho

§
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N.E.A, and O,E. A very common departure was in counting summer .
dropouts, At ;east three, and r;robgbly five or six, of the te;l )
original projects failed to inélude them i: their ;'ates. s

In some ptojects, ;uch as those a_t. Paducah, Ke;ntucky , and \
Dayton, Ohilo, non—ay;temtic-lists of "reasons" for withdrawing
had to be made to correspond with O.E. definitions. The L.E.As
in payton, for example, established one class of withdrawing
students as "losses: 8A." These were studerits who left for reasons
of "deceased, illness or m.';.d-tem graduated [8ic/." The evaluator
found reporting results in 0.E. terms difficult, because by O.E.
procedures students classed here would belaong to three quite disti.nct
classes, viz., those who had died, dropouts, and graduates. ‘

Not all projects computed rates by use of the base that N.E.A.
;;rocedures .requirg. In Texarkana, for example, a dropout rate was -
computed witha'atart-of-‘-yéar enrollment as‘a\haae, while gtandérdi;aed ]

. procedures call for a different nunber (discussed below)e

Another d;fficuh.y that the. Dayton) "Ohfo‘p'rojéct doc{menta.

repért is that the UfS.0.E. insisted that very strix:zgent conditions

|
l
|
be met by the other school before a withdrawn student could be . ) 1

certified as a transfer instead of a dro.out. According to the

project ewva2uator, he was required to count as dropouts former studemg ’

who were then in Ohio Iouth'Comusaion -achools, acbooh for 'pregnant , Py

girls, night schools, summer schools, general education develop -
courses, Job Corps, and other vocational training. : -

Because of the diversity of the projects, it would not be very

useful to ekxamine the procedures of each in greatér detail, Of greatest
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significance is their departure from the st.andardized‘procedures
and definitions they had presumably adoptedo’

Pupil Accounting for Local ‘and 8tate School Systems

Putnam and Tankard describe their report a_ns."t.he product of
ly years of cooperative work by 10 national education associations

2

and the Office of Education.”® Two national conferences, a policy

meeting, a‘ planning conference, and a tecl.micai conference were held
during the course of its production.>” It was an attempt to build

a comprehensive, standardized syaten\\of student information col=-
léction and reporting procedures for Qlementary, secondary, and
adult education schools and junior colleges under local or St}ah
education agency édministra\tion. Student information was &0 include
the areas oft personal identification; familj residenge; physical
health; st'emdardized test and social and pa;c,cholog:l:&al informationg -
‘enrollment; performance; transportation used; and tuition and special
assistanceol‘ Specificalljr relevant to dropout studies is the '
information to be collected under enrollment. A ‘series of itens
permitting automatic data processing is listed with indications of
whether each itégm is recommended or only §ptional for different
levels of schoolse Information to be collected on each student in

regular (as opposed to summer) secondary schools includess .

&

lInformation for this discussion is from Mertens, 1972, IZC[.A.2°
2Putnam and Tankard, 196L, pe Ve

3Ibid., p. ixe

bIbid., pe 2-3.




ENROLLMENT INFORMATION
5000 Series .

"5100, Entrance Information

5100, Type of Eatry

5110.10 Type of Original “ntry

5110.20 Type of Reentry

5110,90 ‘Other Entry (optional)
5120, School From Which Incoming Pupil Is Received
51L0. Instructional Organization Entered - -

51L0.20 Sedondary School Instructional Organization
5150, Grade  Entered .
5160. Iocation of Instruction
5170, Type of Class.
5180, Principal Means of Instruction’
5190, Time Status _ ' .
5210. School and Teachers ’ ]

. & ' 3
5300, Membership and Attenddnce Information

5310, Number of Days of Mambership
5320s Number of Days of Attendance - .
5130, Number of Days Absent ) -
5340. Reason for Aosence (optional) . ' '
5350, Referrals Because of Absences (optional)
5360, Number of Times Tardy
5370, Number- of Early Departures

SLOO. Withdrawal Information
5410, Transfer
5420, Completion of Scho 1 wOrk
5L430. Dropout »
5431, Compulsory Attendance 3tatus at Time of Dropping Out
5432, Reason for Dropping Out (optional)
.o SL33. Residence After Dropping Out‘(optional)
- 5ULO. Death . I
5500, Nonentrance Information
5510, Reason for Not Entering Locil Public Elementary or
Secondary School (optional)

This accounting system, il fully inplemented wiqpin a school
system, would undoubtedly proyide i.ntemally consistent data that
would be comparable with data obtained slzewhere by the same proceduresc

One of its most apparent virtues is that each studeat who entered’

~
>

l1vid., ppe 12-210 : N N
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the ;yst'em would be accounted for ét. his departure, The problem
" of the uncounted summer dropout would, therefore, be eliminated.
Sbu/dent leavers would be sorted in%e four categories: transfers;
those who completed schoolwork; E!ropouts ; and those who diedo A
dropoyt 1s defined fairly preciselyr .
A dropout is a pupil who leavea achool, for any reason
except death, befare graduation or completion of a progranm
of studles and without transferring to another school.

The term "dropout#n ia used moat often to designate an

elementary or secondary school pupil who has been in

membership’ during the regular school term and who with- . ’
draws from membership before graduating from secondary

school {fgrade 12) or before completing an equivalent

program of studies. Such angindividual is considered a

dropout whether his dropping ocut occurs during or between °,
regular school terms, whether his dropping out occurs before T
or after he has passed the compulsory school attendance age, '
and, where @pplicable, 'uheth,ir or not he has completed a

mtnimm amount of schooling,

Some \‘mcertainty enters the picture, however, when the categories
,of transférrjing and completing s;:hool work are examined, Under the
definition of "School or School System to wWhich Pupil Transfersn
Putnam and Tankard suggest that students would be classed transfers,
‘not dropouts, if they left school for a "locatlian of instruction which
' 45 not a school facility, such as instruction at home or mstmction s
within a noneducational institution," and they imply elsehwere m
that students would bé .clasged {ransfers if ‘
sent or transferred by lega® authority to residential , -
corrective institutions where they take part in instructional N

" programs which can be applied toward thezcompleticﬁ'x of .
elementary or secondary school programse.

11bid., pp. 53-5ks
2Il'aid., p. 53, ' 89
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These classes of transfer.s“ seem to conflict somewhat with the glmpout

definition, which specifies that‘ ntransferring ‘to another school® v;ill

keeia a student out of the dropout category. It is noteworthy that

when this very conflict arose in the Dayton, Ohio dropout prevention

project, the-U.S. Office of Education ruled that entering only & very

limited range of education experiem:;a should be éopsidﬁred transferring.
The definitioxyd%completion of Schoolwork® raises some othed

questions. A student may be put into that class of 'wit.ln:.lrawa..l if he

ncompletes school in an approved man’nar," even if he does nod’. receive

a graduation diploma, so long as he “"receives a certificafe of\ at-

tendance or a cert.if iéate of completion."l It is unclear how .auch h\j |

student would be distinguished from the one who "has completed a

minimim amoxmﬂof schoolwork," who would be classified as a dropout,

o/ne ot'her comment seems worth makingo A student who left school

for even a few weeks and then reburned, provided that he retumed in

a,new school term, would appear in the accounti.ng books as a dropout.

and then a new entry. That he returned the next term would not erase

his name from the dropout listo2 . . )

propout Studies: Design and Conduct

The National Education Association proposals for uniform dropout'
studieg within States and local school 3ystems were the outgrowth of

an invitational meeting sponsored jointly by the U.S, Office of

.,,' Education and ‘the N.E.A. in October, 1963 for the purpose of promoting

uniformity‘ of terms and procedures. The system developed was intended

) lIbid., -Po' 530‘
210id., pps 38-39
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to be compatible vith the Putnam and Tankard handbooke Accordmgly,
definiticma in that Wwork were adopted. Otkmr crucial aspect.s o(" the
N.E.A. aystem includax

! Beginning date for calculations. The annual cycle for studies

Ais July 1 to June 300

Contirmoug membership. A pupil is a menber of a class for the

’ " entire calendar year, until he leaves by graduating (or otherwise
. - . f . N
completing his work), transferring, dropping out, or dying. 'He doed \\
not have to reregister each fall to renew ﬁnnherahip. .. o ) )

_Arithmetic accountabilityo This is the key concept in the N.E.A.

system, Its first implication is that a school system (or a school or : .
.State) mst "balance its books#--must account for all students who | '
enter it b)} identifﬂng‘ them either as having withdrawn or as being
“l - in current:‘members};ip. The second meaning of arithmetic zccountability
~ is more comcretes It,‘ referél\ to that bésq from which all arithmetic
computations for a yea;r will be made and is the sum of and—of-— ar

mmbership (June 30) plus all graduatea plus dropouts (July 1 %o

June 30). 1 .The date for determining arithmetic accountabdlity izs
thua June 30, and its qﬁ,mtlty is equivalent to the st.art-of—yaar
members (the preceding July 1) plus transfers in, minus transfers’ out,

minus deaths (all these quantltiea for July 1 to June 30). Fln'thar, \

in sonme contexta an arithmetic accountability will be for some period
of time other than July 1 of one year to June 30 of the next, in
which case the periods of time for counting the numbers of graduates
and dropouts used in computing the accountability will be adjusted

¥

accordingly.

]ﬂatiqnal ‘Bducation Association, 1965, ppo 2L-25.
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" Annual holding power. This is defined as the quantity end-of=-

year membership (June 3O) plus 3raduatea, divided by arithmetic .

accountabilit,

)

““ ‘ Curulative holding power. The power of.&.school to hold a
Class (i.e., that’group'of students who enter a s;condary school -
at about the same time and are expected with normal progrea; to

. graduate at the same time) as it moves through successive gradea‘
is measured by the total of graduates from the Class (end-of-year,
mid-year, and sumer) divided by the arithmetic acewuntability.

Dropout rates. Similarly, an anmal dropout rate for a school

(o} a system or a State) is the number of dropouts (3uly;l‘to June 30) ¢
divided by the arithmetic accountability (June 30). The cummlative

dropout rate for a Cla$s is the number- of dropouts from the Class }

at the end of that tifle - L
One aspect of the N.E.A. procedures should be noted. Thé'inpliéitf
- assumption is made that.educatipnal att%;nment is an éithpr—or process, X
. \ 5 . . 9 ) x
that one graduates or drops out. To use arithmetic accountability as y
"4} a base for dropout rate computatiens ﬁeana, for  example, that if a

student drops out on July 1 of one year or waits until June 30.-of

over the period of time studied divided by the arithmetic aciigﬁtability :
|
\

the‘nekt, he will have the same influence on an_anmal dropout rdte,
although in the latter case he wi}i have been in membership for a "A |
year (minus a day) longer. This pbint.arisea in a discussion of why

averagé daily . membership (ADM) was fejeeted as a bases

’\ ‘ ’A’

11bid., ppe 26290




Tiéle VIII projects, it is easier to develop such systems than
to achieve their implementation. If the U.S. Office of Educatiom
,seriously wants to promote uniformity in obtaining and feporting
dropout informatian, it could begin by assufikq that ESEA Title VIII
projebts employ uniform pracedures. This could be accompli;m'ed eithc;f
by requiring ihat some of the project grant money be set aside for this
purpose or by providing other funds specificallyrfor thisqggrpose, if
the costs would unduly drain money from other project actiﬁitiéq,
The most beneficial modification in the uniform system would,
we beliév;, be t; expand the number' of activities that wouid count
as school attendance. Deter;;ning the preciéq;fange to be included . '
» would take ﬁu;h study, and the result would‘depend on one's philosophical
bent. Acti;ities, however, for which an argumemt could be’made would |
include secgndary schooling withip correctional iqstigutions, forms
ofxin¢ebendent study, Job Corps participation, "formal apprenticeships,
other ;n-site vocational. education, attendance at certain propristary
schools, night high sé;ool attendance, and specialized schooling, as ﬂ

in music or dance. Y .

s A different train of thqught can lead to a different conclusion .

about dropout’ definitions In common usage, ‘the word "dropout®
hds more meanings than the strictly technical, Timot?j Leary assoclated

the term with drug use and the act of'reﬁbvingcmneelf from American

society. A syndicated cartoon called "Dropouts! concerns two characters

< )

P ' whose maln activitf seems to be lying on a beach on a remote tropical

isiand. Bachman quotes a song by a popular oomedian-singer that




associa'te§ dropping out with poc;I halls, ;!ails ’ "hoppt;d-\xp" cars,
stupldity, and bad lookse} It seems, then, unlikely that a student
. .who chooseé.to leave achool befor.o" high school graduation w’ill'e‘scapd o
" these, connotations of the term "drlopout." We believe that to characterise
this student with theée\darogatgry associations of the term is both
_ inaccurate and unfair. We would agree with thefa't.atamnt of the
Newman panel on higher education, as applied to high_schoo].a as well

as to collegeaz”

“

vpropping out" i3 a pejorative term, and, we think,

unfortunately so, Individuals should be able to "drop

ind and ndrop out® of college without social stigma,?

We would, then, agree with the suggestion that the term “dropout®
be abandonsd in favor of a more nearly neutral word, such as
#school=leavero® Tr;ough we admit this ;t;em is less colorful, its
adoption, i{ coupled wlth substantive reforms in the structures of
American secondary education and with meaningful changes in atti-
tudes toward education and schooling, could have scme -beneficial

aeffectse ' -

lgachman, 1971, po 3v. . .

2)ielvm::m s 1971, po 2o.
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"IX. ESEA TITLE VIIT PROJECTS

: . A
s An analysis of dropping out as social deviance can contribute

to an understandihg of ESEA Title VIII dropout prevention activities,
First, this analysis permits an assessment of the subetence of |}
projects! needs assessments. .Second} it'permita olaseiﬂyiné eroject!
: activities into efforts to promote studeats' conformity to norms and
efforts to modify norms, which we believe is a useful basis for a
critique of the pfejectso Thi:d, this analysis lends itself to an
asgessment ef how fundamentally the Title ﬁiii projects are
dealing with the educational problems of studemts in project areaaol

Three different modes of needs assessments ‘are repréeented in‘the,

ttempts to correlate certain behavior .and character traite with

dropping out. An example of this kdnd of assessment is from the -

. Baltimore, Maryland project. A "profile" of a typical dropout from
the target area was developed from schools' records and interview datae
This dropoutjwae black, was as likely to be-male as femaie, had poor
attendanc%, received failing grades, and was'likely to have been
disciplined for "unsatisfacto}y behavior."? Tuo‘featuree of such an
assessment are immediataly obvious. First, it focusee on the dropout
himself. Our a?alysis suggests that it would be more useful to focus
‘on the interaction between the dropout and pis specific school environe
ment. Sscond, there.ie no formal attempt to construct a theory of

//

lrhe discussion that follows conce;ns only the ten original

projects and makes use of information from project reports
through FY 1971,

zuertene, 1972, Baltimore, Md., IT.AeLkey Pe 1o
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Title VIII projects, First, sdme'aseeeemante af localﬁﬁlededane simp;y'




causaiity. Dropouts are simpiy credited with possessing certain
characteristics. This information may be helpful in identifying
studentsllikely to drop out, bui by iﬁsalf it 1is a‘whol%y inndequaia
foundation on whi?h to build a dropout prevention project. Yet
administrators from some projects have made the leap from the
statement that a dropout tends to possess & certain quality to the
statement th;t that guality caussés dropping out.
The Texarkana, Arkansas project administrators, for example,
.observed that dropouts tended to be academically deficient and to
' have inadequate~study skills and c0ncluded that remedying these problama
would prevent students from dropping . .1 while we believe that
%@gching students study sidlls and giving them the opportunity to
overcome academic deficlencles are 1audabi3'52tivities in themselves,
it qus'not'follow that these activities are the most efficient means
of pr;venting dropping out. There is no reason ﬁo bélieve that
academic deficiencies and inadequate study Skills are the primary
causes of dropping outo While this may be tﬁe case, ‘it is~just“aa
raasonable to believe that these qualities and dropping out are both
the symptoms of some more basic cause. We would -teand toward the view
zh;t there is a more bas;d‘causé behind the symptoms of poor performgn:e

and study methods and that dropping out results from both this more

‘/4‘)’ \\ V4
1MT3181'W, gArko, IIsAobo; Pe lo
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A second class of needs assessment depends on students', dropouts’',
teachers', or oommunity members'/ perceptions of the causea of droppin;

out. 'l'he St. Louis, Miasogri project conducted such an asseasmnt

by mterviewing students, dropouts, and teachers. Some of tha

&resu_lts were quite intereating;/ Teache;'a, for example, expressed

their belief that smaller classes and schools would reduce dropping

. out, though neither students nor dropouts agreed. Students ard

dropouts rated pregnancy as about the most important reason for

dropping out and the desire for a job as not far behind, but teachers

"considered both these reasons to be insignificant. In additiom,

dropoﬁt;s placéd higher :hnport,ancﬂe on personal and family reasons than did
the other groups.l While the utility of these results is obvious,

and while it can be argued (and we would agr\ee) that student and

.community perceptions can be the best base for building educational

programs » these results do not in themselves make for a coherent theory

’ of the causes of dropping out in St. Louis. (This is not to say t.hat.

adninistrators who assume the need to reduce dropping out necessarily @

need such a theory, In fact, we believe that this was one of the

best-utilized needs sssessments and that the St. Louis project was,

in general, one of the most successful.)
A third class of needs assessment contains those that attempt\

to come to grips with the fundamemtal causes, of dropping out in given

loca}es.‘ An example is the Paducah, Kentucky assessment. Project

administrators discovered that dropouts tended to come from poor and

N~

lrvid., St. Louis, Mo., II.Acko, PPe 1-2e
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shattered famllies and discovered evidence that they lacked feelings.
of acceptance, worth, security, and love. Tbe administgetors con=-
cluded, too, that schools made matters worse by emphasizing students®
weaknesses rather than gtrefigths and by beiittling them rather than’
emphasizing their wgrth.l Having thus analysed'droppieg out as a
psychological probiem resulting from students' poor relationships :
with family and school, the administsators sought to build a progran that
would counterect rather thah reinforce the desiructiveness of
students home environﬁen&s.

It has been noted that project activitles can be placed into
two classes, those that promote studente' ‘conformity to school norms
and thosge thet involve modification of the norms themselves. Nhether

student conformity or norm modiffcation should be supported depends

on the specific case, An ideal project Would bezif with a specific
uederstanding of the goals schooling was to accomplish in the project
area. Project administrators would then analyss those expsctationns th;t
dropouts werg unable to meet and attempt to determine whether these

‘expectations were actually necessary to achieve the goals, If not, an

expectathn would be abandoned. If, however, they were found to be

necessary, students would be g{§én what help they needed to meet the

school dempnqs;
Actiyities in the Paducah project can be placed into each classo
The central component involved instructional reforms. Soms of‘ghese

reforms changed the nature of schools' academic expectations b&

changing the mode of instruction. Students participated in outdoor

| 122., Pa(j‘u’c;h, mo, IIvobo, bo 1o . Q .
Q ‘ ’ ) .
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educational progxlama at a rec'reatior.x,and education centér maintained )
by the Te'nneséee Valley sAuthority. There,'lessnons in language arts
and mathematics would be r\'ernoved from the abstr;ct classroom setting °
and ins,tead would be related to students!’ concr.ete aciivities?‘, Similarly,
"intensive unit" remedial instruction would offer students unable to
adapt to the expectations of regular classrooms an alternative environ-
nent .in which to succeed academi.callye,l
70n the other hand, other activities of the Paducah project were
attempts to improve the schools' efficiency in persuading students to
conform to the already existing norms. An hnpc;rtaht aspect ‘of the Z
rintensive unit" program, for example,was the u.se of techﬁiqﬁes of
N -

behavior modification to lead students to conform better to the norms
.of classroom mqagenaept, whick; Philip Jackson analyzed. The evaluation
of this program‘includéd an assessment of students' conformity with

a "Behavior Checklist.n Mng ",inappropriatfa motor behaviors" identified
on this checklist were: "turning head or head and body to look at
another person; showing ohjects to another child ; a ttending to another
child." Other "inappropria#te behaviors" included: "Blurting out. Vocal
noises, singing, Hhistling, laughing, etco"z The project adminiatratora
seen to have( taken the norms implied here as a given. We would
question'whethe_r they actually are necessary in this form for
‘educational growf.h'.

] &
11vid., Paducah, Ky., II.C.l., Pe Lo

2Ibid., Paducah, Kye, IIIede3e,. Pe deo
o
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0£her projact actiwvities, too, stressed iﬁproviné stuéents'
conformity to existing normns., The'cantral purpose of a "Home-School!
component wa;‘to ga%n parent support for.efforta to improve gtudenta'
attendance, achievement, and behavior°% This seems to be the primary
aim of most such attéempts in Title VIII projeqts to establish stroﬁgg;
ties between the school and home. ‘

It is worth commenting that those projects that provide servicea
Tor pregnant ‘'students under the name ncontiming education* ?re, by
‘segregating these womsn from regular classrooms, persisting in’

!

consigning them to the status of’'social deviants, no mattar how

supportive an environment their special classes are. "It is difficult

D . - -
to see how this practice can support any proper educational goal. If

this policy-of exclusion represents teachers and adnministratars!
moral judgment, these students should be allowed to remain in regular
classes, except in those rare instances when there 1s medical reason
to remove them and unless being pregnant isolates them from their
peer groupse

One crucial area of norms'with which the Title VIII projects have
not dealt contains those norms that ariae from schools! social
functions. The Paducah project, for example, attempted to modify
some norms of academic performance and tried to promote better
adaptation to expectations of classroomr behaviér, but norms relating
to schools' socializing functions were ignored. The Batesland, South
Dakota project was the only exgeption to this generalization. In

their needs assessment, project administrators express the view that

]

l1vid., Paducah, Ky., T1.C.2., Pe Lo
r
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high dropout rates amoqglthe Oglala Siqux in the prdjecé area are
only one symptom of the greater problem of Ihdian-whiteArelationshipa
in this country. The Indians, they argue, aré faced wyith a great
dilemna. Qn-Lhe one hand, they can retain th‘eir culture and traditioms
and live with the accompanying povert&, while on the other, they ’can
become economically and socially assimilated into the do;n:lna;xt white
world and lose their own sub-culture, ’The schools, the project ‘
administrators'aay, have faileq to help these Indians. reach realistic
l;fe-choicés between these alternativesol This analysis shouid lead
to a recognition of school norms }elating to the eEFounkgr between the
two cultures within that institution.

Unfortunately, however, project activities reflect little of
this anaiysis or-of Rosalie Wax‘'s analysis of the neducation problemn
.of the Jglala, = Three project qomponenta were to deal directly with the

fact of a high dropout rate among these Indians, but as of FY 1971,

little of substance was actually being aécomplishéd. A nparental

{nvolvement" component was to involvé\parénts in the operations of the

schools, from which they had long been alienated. As the component
operated, however , it\ ems to have been basically a public relations
arm of the school adm tration. The project evaluator could produce
no~evidenc.e that pafén ' suggestions had‘any impa‘ct on the school
'administration, ar/n;#a/plan to train schc;ol board members in

local coMties apparently was shelved.,2 A cﬁmponent o; vinstitution

.change," which was intended to remake the schools to provide better

t

lIbido, BateSland/S’. Do,IIoAcho, po. 1.

éIbid-, Batesl&nd, s. bo, III.B.VIO, p’ l.
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for the upique needs of the Oglala, seems to have accecmplished very

little of'wha£ it set out to doot Further, a compdnent designed to
belp utudent: adjust to dormitory life sevis o have been non~
operatiohalo2 _The thrust of this component, even on paper, was to !
le;d students to accept life in dormitor;es. Yek,‘as wax described,
a fundamenital problem was that the expectation that students should .
1ive in these dormitories was in conflict with the expectation that Ve
they reach cer&ain levels of academic performance. Clearly enough,
the situation called for changing the norms, not’trying to promot;e‘
students' conformity.
The gchool system that was created for the Oglala Sioux is a
clear-cut, case of a sodial institution that.has become destructive
~  of the pzéple it is chapged with serving. The Batesland needs
assessment reflects some sensitivity to this fact, yet project
activiiies, instead of seekin to remake schools' social functions
‘ ;nd expectations, have tried to lead students to confofhrbetter to

the expectations as they are.

L

1l
Ibido,‘ Batesla‘-n.d, S. Do, III.B.I., Po l.
;‘1 ‘ 2Ibid. l )
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. X. RECOMMENDATIONS

Recommendations for an educational policy that ‘uould face .
the problem posed by dropouts arise from the analysis and research
examined in this paper, , .

Vigorous action should be taken to Bhfront the proble@'oﬁ
student pushouts. The U.S. Office of Education should urge school’

systems to respect students! rights of due process and to First

" Amendment and personal expression. The exercise of legally protectbed..

rights shouid never become the reason for disciplinary action.
Further, the U.S.0.E. should require that a part‘of éil federally-
funded dropout prevention effort; be the establishment of’procgdurea
to protect the rights of students threatened uitﬁ suspension or
expulsion. .These rights include, but are not limited to, the right
of the accused to know the qffense he is charged with‘committing,
the right to be represented by counsel, the right to access to all
evidence againsi him, the right to testify and present evidence and
witnesses, and the right to questioh his accusors.l

The U.S, 0ffice of Education ahéuld imnediatély investigate
charges of massive suspensions and expulsions of black students
from recently desegraegated schools. If the charges have basis 1n(
f;ct, the U.8.0.E. should do what is within its power to assure that
the pr?ctice ceases. ‘

Special services should be provided students with uniéue needs,.
Included in this group are the emotionally disturbed, the mentally

retarded, and thgse for whom a language.barrier exi§ts, inéluding,

5

réeve;al model systems exist. One, developed by the N.E.A. Task

Force on Student Involvement, is the Code of Student Rlights
and Responsibilities-(Washington: N.E.A., IS71)o
-~
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students speaking only non-standarfd/iiﬁiocts of English. The
EL of assigning these studehts to "dumping grouids" should
cease. | ,

I(ﬁthe U.S. Office of Education is concerned with comparability
in reportings of dropout rates, it should urge the adoption of
uniform definitions and accounting propedures. In particular, sch;ol
systems operating ESEA Title VIII projects should be required to
i;;titute a uniform system, financing it with part of their grant
money 1f possible or with additional federal funds if necessary,

The idea of dropping out as social deviance should suggest a. .
general approach to dropﬁut‘prevention. If a school system is see%}h;
to reduce the number of students who leave before graduaticn, ita
administrators should try first to understand ghat the specific
;xpectations'are in the school environment that these students are
£ailing to meet. If meeting these expactations is essentially unrelated
to educational achievement, they should, if possible, be abahdoned.

For example, the practice of banning pregnant students from regular
classrooms should be stopped, with only a few exceptions, such as

wﬁén legitimate medical reasons for exclusion exist or whem such gfudents
yill experience‘paychologically damaging peer-group rejection. Similnrly,'
physical handicaps that do not interfere with education should be

no reason for thée denial of access to regular schooling, Further,

no student should be excluded or otherwise penalized for the in-

ability to conform to a single mode of learning. It should be

recognizéd that equally able students'may ndt be equally well suited

P

to the same forms of instruction. Alternatives should be availablees

”
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The norms that arise from the artificial gtructuring of time
,tﬁat characterizes schooling should be abandénﬂdo High school
graduéth}n ‘should be possible well before a student has sat through
twelve years of schooling, if’%h.at is his optipn. In generaly, nmchg
greater freedom for exit #rom and re-entry to high schools should
be allowed. Credentialing and evaluation should, thus, be changed,
perhaps to perﬁit the certification of gassessian of sldlls rather
than of years of schoolinge

As educational options expand, so should the options of adult
lives for which this education is preparatory. Individual sspiration
to milee class life should not be the only social goal served by
acgooling;(and there is gvea£ evidence that even thié\goal is being

poorly serurd)o Schools should encourage a variety of forms of social
aspiration,gsoma of whic@ may allow continuing identity with one's
sub-culture and some of which may allow group ﬁobilityo - s
To accomplish this end, communities must be reiurnad tpe power
- to define the functions of their schools, Practical and philosophical
problems no doubt ;xiat in allowing communities thié control if equality
and social Juaﬁice are not to be sacrificed, but these problems must be
solved, for defining one'!s future of the future of one's children is
a right' that canmot be usurped without c;eating an alienation that itself
defends ;géinst the externai imposition of life definitions.
A dropout policy thus becomss a policy for remaking schools and

their functions.

—
-
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_ this outline of a drOp\out poiicyo Specifically, more do‘etailed

» . —
-

More research would be necessary to fill in the flesh of

knowledge is needed of the ways in. which schools soclalize young .
people, of f.he kinds of mobility schools are best suited to encourage,
and of altermative f orms of mobility appropriate to the social and
economic context of American 1life today. In addition, there 1is
relatively little information on schools! effects on mmén. How do
the expeét.ations they encounter di:’fer from ments? How does their
rearing in comparison to men's prepare them to live in the environ-
ment of school? ‘How do school staffing patterns that e vidence
discrimination against women affect their perceptions? TheSe and
related questions need thoughtful probing if the phenomenon of

A
dropping out is to be understood,

L
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