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A PSYCHOLOGICAL STUDY OF EDUCATIONAL ATTAINMENT AMONG HISPANICS

The quality of the research literature on the Hispanic dropout
problem is quite uneven, but most reviews (Rumberger, 1981; Steinberg,
Blinde and Chan, 1984; National Commission on Secondary Education for
Hispanics, 1984; Walla P, 1985; and Guajardo, 1987) y4eld so much
redundancy about the precursors of dropping out that Wallace lists six
variables as "hard-core" causes: poverty, illiteracy, failure and being
held back in school, problems with the English language, conflict or
alienation, and deviant social behavior. Walters and Kranzler (1970) were
able to identify 91% of high school dropouts with a combination of four
variables in ninth grade: age, IQ, arithmetic achievement, and father's
occupation. Lloyd (1978) was able to identify 75% of high school dropouts
from a similar combination of variables in third grade: age, IQ, course
grades, parental social class, family size, marital status of parents, and
tested aptitude in reading, arithmetic and language skills. We should
point out that the conceptual illumination from these impressive
longitudinal statistics may be less than meets the eye. They could be
condensed to mean that children of disadvantaged families from alien
subcultures with language handicaps fail early in school, and repeatedly,
until they quit trying at the earliest legal opportunity (or sooner).
Understandably, their exit from the school system is often accompanied by
disappointments, frustrations, confrontations, remedial attempts, and
ultimately disillusionment, but the nub of the matter is that most of them
quit because they fail at school.

Steinberg et al. (1984) make five telling points in their analysis
of the published findings thus far: 1) Although social class is an
extremely powerful predictor of dropping out. Hispanic youngsters drop out
of school at a higher rate than youngsters from other ethnic and racial
backgrounds, even when social class is controlled. 2) Language minority
youth have higher dropout rates than others whose primary language is
English, and this probably holds true even when social class is
discounted. 3) Hispanics drop out at a higher rate than do language
minority youth from non-Hispanic backgrounds. 4) Spanish-speaking pupils
have lower academic achievement than other non-English-speaking pupils,
who appear to suffer little educational disadvantage. 5) The lower school
achievement does not appear to be attributable to cognitive deficiencies.
It therefore seems that we must look further to explain fully the
extraordinary proportion of Hispanics who drop out of school.

Psychological Factors in Educational Attainment of Hispanics
The present study addresses important (and neglected) aspects of

childhood development which can plausibly be expected to play a
significant ole in shaping the educational attainment of Hispanic youth:
psychological, social, cultural, and familial factors. Sound empirical
evidence in these areas is sparse. Chicano parents and students have been
found to value education as much as other ethnic groups (Espinoza,
Fernandez and Dornbusch, 1977). Well-educated Chicana mothers hold higher
educational aspirations for their children (especially their daughters)
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important for Hispanic women because they are triple minorities,
discriminated against because of their status as women, as ethnic
minorities, and as members of lower social classes. Self-image is based
partly on cultural feedback regarding the legitimacy of one's primary
reference group (Zimbardo, 1979). Therefore, racist and discriminatory
experiences may easily lead to the internalization of negative
self-characterizations, devaluation of one's ethnic identity and
self-regard, and ultimately to demoralization and loss of educational
aspirations and achievements.

Chicano students appear to consider higher education later in
their school careers than other students do (Munoz and Garcia-Bahne, cited
in Vasquez, 1982). Once committed to higher education, Gandara (1982)
found that the strongest influences on the success of Hispanic women were
strong maternal role models, emotional support from their families, and
the advantage of having attended integrated schools. Supportive
relationships with same sex peers and parents are important for
adolescents of all ethnic types (Burke and Weir, 1978) and especially so
for Hispanics (Serrano, 1984), in view of the fact that adolescents must
deal with the simultaneous challenges of identity development and
educational endeavor. Systematic research in this area is seriously
lacking.

Peer Relations
Peer support is often undermined by parental disapproval of the

peers, which has been associated with educational failure (Cervantes,
1965). This may be explained, in part, by the friends not beiig school
oriented. Similarly, lack of rapport with one's family is common among
dropouts. Cauce, Felner and Primavera (1982) distinguished among three
forms of social support for adolescents: family support, informal support
from peers, and formal support from counselors, teachers and clergy.
Uniformly, Hispanics perceived lower levels of social support tnan Blacks
and Anglos. The authors found high levels of informal support related to
low academic performance and to positive peer self-concept. This suggests
that strong friendship ties may discourage academic achievement, althoagh
Kuviesky (1981) reported that only 42 of Chicanos cited peer pressure as a
reason for leaving school. The disturbing thing about these findings is
the possibility that responsiveness to peers, a crucial developmental task
for adolescents, might be antagonistic to educational attainment, another
central task for healthy adolescent development.

Weiss (1974) has proposed that people look to different persons in
their social networks for the provision of different forms of social
support. For example, guidance is typically sought from trustworthy
authority figures, usually adults, whereas social integration provides
companionship and opportunities to share ideas and experience, typically
with peers. A key objective in the present study is to examine where high
school students seek particular kinds of social support and whether there
are differences in this regard between successful students and dropouts.
For example, Guajardo and Markman (1985) found that level of support from
Hispanic friends was inversely related to Anglo acculturation among
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Hispanic women. It would be important to discover whether that friendship
pattern is related in any way to academic success.

RATIONALE
Causal analysis begins with careful jbservation of dependable

relationships among variables. In view of the uneven quality of the
research knowledge i'- this field, especially as regards deeper
psychological processes, it is prudent to assume that little is presently
understood about the primary causes of the dropout phenomenon. Given such
uncertainty, a useful strategy is to study intensively a representative
sample of high school dropouts and to contrast them with comparable
samples of successful students from the same school classes. It is
crucial to exert rigorous control in the selection of subjects, in order
to ensure stringent comparability across the samples and thus bolster the
credibility of any group differences found as meaningful factors related
to educational attainment. The contrasts that we observe between dropouts
and achievers can therefore serve to identify relevant psychological
dimensions from which we can infer causal processes and (later) develop
appropriate intervention procedures.

Our theoretical orientation follows closely the competence model,
which is identified primarily with Erik Erikson and Robert White.
Identity development is a principal element of competence theory. The
domains of investigation are based on the previous literature, including
family background factors, individual characteristics of the student,
school factors, and relationship factors. The psychological factors of
greatest interest are social support, cultural assimilation, intellectual
and social and emotional development, perceptions of the learning
environment, and selfimage. The underlying premises of our investigation
are that, in order to succeed at school, Hispanic youngsters must acquire
a sense -1 belonging and social support in the school, feel comfortable
with the majority culture, identify at least minimally with conventional
educational objectives, make progress toward valued social, vocational and
sexual roles in society, and develop positive perceptions of themselves
and their niche in the school culture. The principal strategy for testing
this rationale is to make direct comparisons among three groups of
Hispanic pupils (described in detail below) with differing degrees of
success in their educational attainment. A large part of this initial
endeavor can be regarded as hypothesis formulation or theory generation,
but we shall also test empirically many of the correlational hypotheses
featured in the research literature.

METHOD
Subjects

The subjects for this study comprised 130 urban Hispanic high
school students and their families and 92 rural Hispanic high school
students and their families. Half of the urban subjects were drawn from
the current 10th grade classes and half from the 12th grade classes at two
Denver high schools (North and West). Finding very few differences
between class levels in the urban sample, all of the rural subjects were

4

6



drawn from one class (10th grade) in Walsenburg, Rock" Ford and Alamosa.
Dropouts comprised 39 in the urban sample and 27 in the rural sample who
had left school within the last year. Strugglers included 44 urban
students and 37 rural students who had remained in school but fell below
the class median in current grade-point average and above the class median
in absences from school during the current year. Achievers were 47 urban
students and 28 rural students who also had remained in school,
maintaining a current grade-point average in the top tertile of their
class and a record of absences below the class median.

In the urban sample 61 were boys and 69 were girls, and in the
rural sample 41 were boys and 51 were girls. The rural sample comprised
21 subjects from Walsenburg, 32 from Rocky Ford and 39 fom Alamosa. All
of the rural pupils who met the criteria outlined were invited to
participate, whereas a random selection was made from the three target
groups in the Denver high schools. Approximately two-thirds of all the
families solicited in both regions agreed to participate. Each pupil and
each parent was paid a $5 honorarium for taking part. In the previous
year, 1984-85, 1,211 pupils were reported as dropouts in the 10th and 12th
grades statewide, so we can estimate that the 66 dropouts in this project
comprised about 5.5% of all the dropouts in their classes throughout the
state. Comparable figures for statewide enrollments in those two classes
were 11,713 in 1984-85, so we can estimate that the 81 strugglers and 75
achievers in this project comprised about 1.3% of all regularly enrolled
pupils in their classes, throughout the state. The design of the study is
represented schematically below:

Region Gender Dropouts Strugglers Achievers Total

Girls 23

Urban Boys 16

Combined 39

22

22

44

24 69

23 61

47 130

Girls 17 16 18 51

Rural Boys 10 21 10 41

Combined 27 37 28 92

Measures

Personal History Form. A modified version of the Personal
History Form (Markman, Jamieson and Floyd, 1983) was used to collect
demographic and other relevant information, including age, ethnic
identification, socioeconomic status, ethnic background, educational
history, number of siblings, number of individuals in the household, and
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generation level of residence in this country.
Dual Acculturation Scale for Adolescents. Levels of

acculturation to the Anglo-American and Mexican-American cultures were
assessed by Guzman's Dual Acculturation Scale (1985), which is designed
for use with Chicano adolescents. It is a 24-item inventory that requires
ratings of subject preferences and frequency of behavior in eight areas,
including school, language, food, music, dance, friendships, dating, and
holiday celebrations. Internal consistency for 107 Chicano adolescents on
the Anglo-American Acculturation Scale was .90 and on the Mexican-American
Scale was .91. Test-retest reliability over a three week period was .91
and .90 on the two scales, respectively. Good construct validity was also
reported for both scales (Guzman, 1985).

Self-Perception Profile for Adolescents. This measure is the
adolescent version of the Self-Perception Profile for Children (Harter,
1985), which is a revision of the Perceived Competence scale for Children
(Harter, 1982). This instrument measures self-concept in several
different domains, three of whiel were included in the present study:
Scholastic Competence, Social Acceptance and Self Worth. Subscale
reliabilities for the Self-Perception Profile for Children are acceptable
(Harter, 1983) and psychometric data for the adolescent version will be
available shortly.

Network Relationshi1 Inventory. This instrument was developed by
Furman and Buhrmester (1985) to assess social support, based on a theory
of social provisions by Weiss (1974). On 5-point Likert scales, subjects
rated members of their social network (parents, teacher, a relative,
peers, and siblings) for satisfaction of various social support needs.
The present study utilized six of the scales: Companionship, Intimacy,
Reliable Alliance, Enhanceworth of Worth, Punishment, and Conflict.
Results of the questionnaire permit an assessment of the quality of social
support received and the types of social support exchanged with members of
the social network. Several studies have established the reliability and
validity of the instrument (Buhrmester, 1983; Furman and Buhrmester,
1985).

Pupil Rating Form. Two classroom teachers evaluated the school
behavior of each pupil on the Pupil Rating Form (PRF). This instrument
was extrapolated from a coding system developed by Watt, Stolorow,
Lubensky, and McClelland (1970) for quantifying information in school
records. The PRF consists of 28 behavioral and personality dimensions
along which teachers are asked to rate each child on 5-point Likert
scales. The form requires approximately 10-15 minutes to complete.
Systematic methodological evaluation by Shay (1978) demonstrated the
reliability and both convergent and discriminant validity of the
instrument. A confirmatory factor analysis yielded four primary factors
in the PRF: Scholastic Motivation (9 scales), Extraversion (8 scales),
Interpersonal Harmony (7 scales), and Emotional Stability (4 scales).

Offer Self-Image Questionnaire. This instrument measured
perceptions of oneself in five domains: Impulse Control, Emotional Tone
or Mood, Body and Self-Image, Sexual Attitudes, and Psychopathology
(Offer, Ostrov and Howard, 1981). The questionnaire has been administered
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to over 15,000 teenagers, including males and females from normal,
physically ill, delinquent, and disturbed populations. Standardization
data from a normal population of working class and middle class
adolescents in the Chicago area yielded internal reliability scores
(Cronbach's alpha) ranging from acceptable to moderately high (Offer,
Ostrov and Howard, 1977). Stability coefficients ranged from .48 to .84
for the scales, and were maintained at acceptable levels over an eight
year period (Offer, 1969; Offer and Offer, 1975). Moderate to high
correlations have also been found with other tests of similar constructs
in the Bell Inventory, the MMPI and the Tennessee Self-Image Test.

Learning Environment. The children's perceptions of the school
:limate were examined with a modified version of the Individualized
Classroom Environment Questionnaire (ICEQ) developed by Fraser (1980) and
the Learning Environment Inventory (LEI) of Fraser, Anderson and Walberg
(1982). Three of the ICEQ's five scales were used: Personalization,
Participation and Independence. These three scales assess the amount of
individualization in the classrooms. The ICEQ has acceptable internal
consistency, test-retest reliability, and discriminant validity (Fraser
and Fisher, 1983). Three of the LEI's fifteen scales were used:
Friction, Difficulty and Cliqueness. These scales measure the amount of
conflict perceived by the pupil at school, the difficulty of the course
work, and the prevalence of cliques. The first and third of these scales
have been found to correlate negatively with measures of learning. All
the LEI scales possess satisfactory reliability and internal consistency
(Fraser, Anderson and Walberg, 1982). Subjects rated the six aspects of
the learning environment at school on 5-point Likert scales.

Procedures

Participation by the subjects was solicited by telephone
invitation to the mothers. The phone calls were made by bilingual
assistants, so the conversation could be conducted in either English or
Spanish. 142 purpose of the study was explained without deception. The
Dropouts were told that we are trying to learn more about Hispanic
dropouts and what can be done to deal with that problem. The others were
told that we are studying educational attainment among Hispanics and what
can be done to foster greater educational achievements by them.

Interviews in the hone were scheduled for all subject families
that accepted the invitation to participate. The home interviews, lasting
about 90 minutes, were carried out by two project assistants, at least one
of whom was bilingual. During the first 60 minutes, the index pupil was
tested and interviewed by one assistant and one or both parents by the
other assistant. A conjoint interview, including debriefing, usually
occupied the last 30 minutes. Subjects were assured that their responses
would be handled confidentially. The entire procedure was recorded on
audiotape for convenience, if the subjects did not object to that
procedure. Before the interviews commenced, the standard rights of
research subjects were explained to all participant! and both parents and
children signed informed consent forms.
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Data Analysis
The principal statistical analyses employed straightforward 2 X 3

analyses of variance for independent samples, with two levels for gender
and three levels of educational attainment. Since preliminary analyses
showed few meaningful differences between the 10th and 12th grade
subjects and between the two high schools in the Denver study, all the
principal analyses pooled the data across grade levels and across
schools. For similar reasons the data were pooled across study sites in

the rural project. Significant sex differences and significant
interactions involving sex were usually noted in the text. Because of
the exceptionally large number of significant findings, the tabular
results in this report present simply the group mean scores for the

Dropouts, Strugglers and Achievers (combining boys and girls), followed
by the probability value indicating the level of significance of the

F-test for the difference among the three experimental groups. Further

statistical analyses are presented discursively in the text.
Concise abstracts of the interviews with the parents and the

children were prepared by Project Assistants, based on the tape
recordings. Names and other indicators of personal identity were deleted
from the abstracts, so that copies of the abstracts could be submitted to
the school authorities in each community without violating the
confidentiality of the communications win the subjects. These abstracts
comprised noteworthy observations by the Project Assistants, salient
quotations from the subjects, and anecdotes to illustrate the perspective
of the research subjects on their educational experience, including
comments, questions, suggestions, and criticisms about the educational
system and their own perceived needs.

RESULTS

It is a challenge to present concisely and understandably the
results of a project of this scope. A primary strategic decision was
made to compare the three experimental groups on the principal variables
measured, using analysis of variance procedures. The three groups were
sampled from three points on a continuum of educational success that
extended from one extreme to the other. Therefore, significant
differences among the three groups would indicate which variables were
associated with educational success and might consequently be considered
as ,potential causes of success (or, inversely, of failure). One caution
about this approach to data analysis must be emphasized: correlational
analyses of this sort can not establish definitively the direction of
causal effect. That must depend on logical inference about the pattern
of relationships observed. For example, household income was found to be
significantly associated with educational success because the Achievers
in both studies had the highest income and the Dropouts had the lowest.
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We can therefore conclude with confidence that educational success is
correlated with family income. It seems implausible that a child's
educational success would determine his or her family's income, but we
might well infer that family affluence contributes to educational success,
e.g., by enabling material purchases that facilitate school performance.

We present the results of the statistical analyses in two forms
for this report. First, Appendix A at the end of this report summarizes
in tabular form the group means of the scores on the variables that
yielded significant differences among the three groups, followed in the
last column by a "probability value" (P) that indicates the level of
significance attached to the F test of differences among the group means
in the analyses of variance. In this section we also present nine graphic
figures that summarize in historical perspective several aspects of the
scholastic performance of the subjects in this study. Second, we present
later in this section a narrative summary of the results that may be more
useful for readers with limited understanding of statistical methods.

Developmental Summaries of Scholastic Performance by the Three Groups
Figures 1 and 5 present the mean grade-point averages (GPA's) of

the three groups in the urban and rural studies, respectively. The data
are presented for four periods in the children's school careers: grades
1-3, 4-6, 7-8, and 9-10. The first two periods cover the elementary
grades; the third period includes middle school; and the last period
represents the first half of the high school experience.

Figures 2 and 6 summarize the school attendance of the three
groups in the urban and rural studies, respectively. These g.-phs present
the mean number of days absent from school during the academic year, and
the data are clustered in the same four developmental periods of their
school careers.

Figures 3 and 7 present the composite mean scores for the total
test batteries on nationally nonmed tests of scholastic ability achieved
by the three groups in the urban and rural studies, respectively. These
data are also clustered by developmental period, with the first three
periods depicted for the urban study and all four periods for the rural
study. The high schools in Denver employ a local measure called the
Proficiency and Review (P & R) Test instead of national tests of
scholastic ability. The mean P & R scores in 9th grade for the three
groups in the two Denver high schools are presented as a bar graph in
Figure 4. In interpreting this figure it is important to know that a
score of 32 in each of the four scholastic domains is the criterion for
sufficient mastery to graduate from high school.

There was some divergence in the rural study between the
developmental patterns for verbal abilities and mathematical abilities.
Therefore, Figures 8 and 9 present, respectively, the mean verbal test
scores and the mean mathematical test scores of the three groups in the
rural schools.
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URBAN HISPANIC PUPILS
GRADE POINT AVERAGES
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FIGURE 1. Historical summary of the grade point averages of
39 Dropouts, 44 Strugglers and 47 Achievers in two urban high
school s.
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URBAN HISPANIC PUPILS
DAYS ABSENT FROM SCHOOL
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FIGURE 2. Historical summary of the average number of days
absent from school each academic year for 39 Dropouts,
44 Strugglers and 47 Achievers in two urban high schools.
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URBAN HISPANIC PUPILS
TOTAL BATTERY TEST SCORES
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FIGURE 3. Historical summary of the average percentile scores
for total batteries on nationally normed tests of scholastic
ability recorded for 39 Dropouts, 44 Strugglers and
47 Achievers in two urban high schools.
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FIGURE 4. Summary of 9th grade Proficiency and Review Scores
in four domains of scholastic ahility for 39 Dropouts,
44 Strugglers and 47 Achievers in two urban high schools. A
score of 32 is the minimum required in the Denver schools for
graduation from high school.
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RURAL HISPANIC PUPILS
GRADE POINT AVERAGES
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FIGURE 5. Historical summary of the grade point averages of
27 Dropouts, 37 Strugglers and 28 Achievers at high schools
in three small rural towns.
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FIGURE 6. Historical summary of the average number of days
absent from school each academic year for 27 Dropouts,
37 Strugglers and 28 Achievers at high schools in three small
rural towns.
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RURAL HISPANIC PUPILS
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FIGURE 7. Historical summary of the average percentile scores
for total batteries on nationally normed tests of scholastic
ability recorded for 27 Dropouts, 37 Strugglers and
28 Achievers at high schools in three small rural towns.
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RURAL HISPANIC PUPILS
VERBAL TEST SCORES

FIGUR- 8. Historical summary of the average percentile scores
for verbal abilities on nationally normed tests of scholastic
ability recorded for 27 Dropouts, 37 Strugglers and
28 Achievers at high schools in three small rural towns.
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RURAL HISPANIC PUPILS
MATHEMATIC TEST SCORES
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FIGURE 9. Historical summary of the average percentile scores
for mathematical abilities on nationally normed tests of
scholastic ability recorded for 27 Dropouts, 37 Strugglers and
28 Achievers at high schools in three small rural towns.
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The patterns of development depicted in these graphs are very
clear and easily interpreted. Statistica' tests distinguished the
Achievers from the other two groups significantly in every measure of
performance, whereas the Strugglers and Dropouts did not differ
significantly from one another except in GPA and Attendance in the middle
school and high school periods. Our interpretation of these results is
incorporated in the narrative summary that follows.

NARRATIVE SIMMARY OF RESULTS

The empirical findings are organized here under four rubrics:
family cnaracteristics, family practices and perceptions, student
characteristics, and academic performance and school involvement.

Family Characteristics
1. Most of the families in this study were from the lower and

lower-middle social classes. Educational success of Hispanic children is
directly related to parental social class, even within the restricted
range of classes studied here, which reflects the advantages of high
parental education, occupational status and financial income.

2. In the urban schools, educational failure is associated with a
subjective feeling of poverty that exceeds the objective evidence based on
family income.

3. In the urban schools, educational success is associated with having
smaller families, i.e., fewer children.

4. Relative fluency in English vs. Spanish has little association with
educational success. Twenty percent (20%) of the parents in the urban
study (primarily mothers of Dropouts) maintain Spanish as their primary
language and consider themselves unable to communicate proficiently in
English. Otherwise the only noteworthy group differences in language
fluency showed that pupils with high academic achievement claim greater
facility in reading and writing both English and Spanish, which reflects
greater literacy in general, but not differential facility or preference
for one language over the other.

5. We found no evidence that educational success is associated with
religiosity in parents or children.

Family Practices and Perceptions
6. In the urban schools, educational success is associated with both

mothers and fathers having read books to their children. This is
exceedingly important because it models parental commitment to literacy.
Parents read to their daughters more than to their sons, which may give
some advantage to girls in their educational careers. (Parents also visit
school more frequently for their daughters than for their sons, which may
reveal a related partiality for girls.)

7. Parental exhortations to attend school and do homework are
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associated with educational failure, especially in the urban schools.
This probably reflects primarily that successful pupils require less
parental urging because they are intrinsically well motivated. This
finding also reveals that attendance and performance at school are major
sources of family distress because the parents of Strugglers and Dropouts
are anxious for their children to succeed at school.

8. In the urban setting, educational success of pupils is associated
with their mothers' perceptions of having opportunity to discuss their
children's school problems with people at home, at school and among
friends. This is less true for mothers in the rural setting or for
fathers in either setting.

9.. Educational failure is marginally related to pupils' perceptions
of discrimination at school, but it is significantly related to
discrimination at school perceived by both mothers and fathers, especially
in the rural schools.

10. The importance attached to participation in extracurricular
activities by mothers (but not by fathers) is related to educational
success. However, educational failure is related to mothers' perceptions
that their children have been left out of school activities because they
are Hispanic.

11. In the urban schools, educational success of the pupils is
associated with how comfortable their mothers feel in visiting school.

12. Mothers (and to a lesser extent fathers) attribute more importance
to parental education as a cause of their children's scholastic
performance if their own children do poorly in school than if they do well
in school. Th...s indicates that parents of Strugglers and Dropouts
intuitively attribute some responsibility for their children's educational
disappointments to their own lack of education.

13. Educational success of Hispanic pupils is more closely related to
attitudes and actions of their mothers than of their fathers, because
twice as many of the maternal variables were significantly correlated with
educational success. Mothers appear to be particularly salient figures in
the lives of achieving Hispanic girls.

Student Characteristics
14. Educational failure is associated with frequency of suspensions

from school, troubles with the police, acknowledged problems with drugs
and alcohol, and frequency of teenage pregnancy. Two thirds of the
dropout females in the urban sample and one third of them in the rural
sample acknowledged pregnancy either before or after leaving school.
Developmental analysis of behavior and performance at school, however,
suggests that such adolescent behavior problems are as plausibly
considered consequences of scholastic demoralization as they are causes of
failure. Teenage mothers in the urban sample cited the lack of financial
resources as a major reason for being unable to return to schucl.

15. Educational success is directly associated with the satisfaction
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expressed toward school by pupils and both parents. Similarly, more
successful pupils find school classes more interesting, feel more
comfortable at school, consider it easier to stay in school, and are more
confident of graduating.

16. Educational success is associated with self-evaluated assimilation
in the Anglo culture, but it is not associated with either attachment to,
or alienation from, one's Hispanic heritage.

17. Educational success is associated with the pupil's perceptions of
having opportunity to discuss school problems with people at home, at
school and among friends.

18. In the urban schools (but not in the rural schools), educational
success is associated with pupils' perceptions of the imnortance attached
to graduation and of support for their academic endeavors by parents,
siblings, friends, and school personnel. This finding may reflect, in
part, defensive responding by urban pupils who perform poorly in school,
but it is very plausible that Dropouts and Strugglers in the urban schools
realistically perceive withdrawal of support for their academic striving,
or equivocation, giving the pupils some license to limit or terminate
their efforts. The lack of association between educational succes and
perceived support in the rural sample does not reflect 'a deficiency of
support for academic striving. On the contrary, it shows active and
impartial scholastic support for all pupils, regardless of their degree of
educational success. Rural pupils who limit or terminate their scholastic
efforts do so in spite of the support they perceive on all sides to
continue.

19. In the urban schools (but much less so in the rural schools),
educational success is related to positive qualities perceived by the
pupils in their relationships with friends and school personnel. These
qualities include companionship, instrumental help, intimacy, affection,
enhancement of worth, and freedom from conflict. (Educational success is
not systematizally associated with perceived social support from family
members.) These findings are cause for concern because they indicate that
distortions in social rapport, especially outside the home, accompany
disappointments in school performance. Whether causes or consequences of
such disappointments (or both), they imply heightened emotional risk for
urban Hispanics who do nit thrive at school, especially for Dropouts. In
particular, urban female Dropouts perceive less social support than
in-school pupils from teachers, counsel,- s, administrators, and friends.
They do not feel admired or respected, sense deprecation from family,
friends, and school personnel. For the mo: part, these findings were not
replicated in the rural study because the Dropouts claimed abundant social
support. The rural Strugglers did acknowledge some deficiencies in social
support at school, but less so in their relationships with friends. This
indicates that social relationships and success at school, in general, are
less interdependent in rural schools than in urban schools.

20. In the urban setting, Achievers distinguish themselves from
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Strugglers and Dropouts by reporting twice as many role models, both from
their families and in the community.

21. Educational success in secondary school is strongly associated with
aspirations for higher education in college.

22. Impatience about planning marriage and starting a family at an
early age are associated with dropping out of high school. (First steps
along these lines have already been taken by many of the Dropouts.)

23. In the rural schools, the self-image of the Achievers is more
favorable than that of the Strugglers in several domains: emotional tone,
body image, vocational and educational goals, family relationships,
mastery of the external world, adjustment, and scholastic competence. In
most of these comparisons tne Dropouts fall midway between the Strugglers
and the Achievers. Urban Chicanes still enrolled in school appear to be
more "empowered" than urban Dropouts, reporting better coping abilities,
such as learning and planning for their vocational future, adapting better
to the immediate environment, and feeling self-confident. These are
ominous findings because of their implications for future emotional
development of Strugglers and, to a lesser extent, Dropouts. Scholastic
competence differentiates the three groups in the urban sample, showing
the most favorable self-evaluations among the Achievers and the least
favorable among the Dropouts.

Academic Performance and School Involvement
24. Academically successful Hispanic pupils begin their school careers

with grade-point averages, attendance and tested scholastic ability better
than those of academically marginal pupils and future dropouts. These
margins of superiority increase gradually over time, especially in middle
school and high school.

25. Grade-point averages, attendance and tested scholastic ability of
academically marginal Hispanic pupils and future dropouts remain
relatively constant through elementary school, but deteriorate
substantially in middle school, i.e., at least a few years prior to
entering high school.

26. Educational success is strongly related to level of participation
in extracurricular activities and to self-rated involvement in those
activities. This is considered vital because it is an indication of full
engagement in the school culture. These extracurricular differences could
not be attributed to varying amounts of employment after school and on
weekends.

27. In the urban schools, educational success is related to four
aspects of the learning environment, as perceived by pupils: personalized
attention, encouragement of student participation, independence allowed,
and lack of friction observed. The results from the rural study were
ambiguous, in part because the Achievers were critical of the learning
environment and the Dropouts were not. The on17 clear finding was that
more successful rural students find their courses less difficult.
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28. Educational success is strongly associated with favorable teacher
evaluations of classroom beha't'icr in the areas of scholastic motivation,
interpersonal harmony and emotional stability. Success is similarly, but
weakly, associated with extraverted social behavior in the urban sample
(though not in the rural maple).

29. General contrasts of the urban and rural samples, disregarding
level of educational success, provide interesting insights about the life
situation and the atmosphere in the two settings. Rural families are
rated higher on parental social class, largely because the rural mothers
report more educational attainment. However, household income is
marginally lower in the rural communities, reflecting the economic
recession in outlying areas of the state that depend heavily on
agriculture for employment. Urban families have more children in the
home. Rural pupils claim to read and understand Spanish better than urban
pupils do, but their parents do not differ in either Spanish or English
language fluencies. Rural pupils perceive more social support, especially
Lrom friends and family, and more support for their scholastic efforts
from fathers, opposite-sex friends, coaches, and counselors. On the other
hand, urban pupils report more positive self-images in all domains and a
more favorable learning environment at school in all domains. The urban
pupils are more satisfied with their schools, find classes more
interesting and the things learned there more useful. Urban pupils
perceive less discrimination at school and feel less that they are treated
differently than others because they are Hispanic. Perhaps partly as a
result of these "atmospheric" advantages and family income advantages,
urban pupils place greater importance than rural pupils on attending and
graduating from college. Teachers rate the school behavior of the urban
pupils more favorably than the rural pupils in all four areas measured:
scholastic motivation, extraversion, interpersonal harmony, and emotional
stability. The reciprocation of critical evaluations by teachers and
pupils in the rural schools indicates less rapport than in the urban
schools, which may limit opportunities for learning.

CONCLUSIONS

I. Parental social class is a fundamental cause of educational success
in Hispanic children. Children from more advantaged homes begin and end
their school careers with superior classroom performance and tested
academic skills. The processes by which such excellence is achieved are
not accidental. Being better educated, their parents read books to their
children, develop fluency in English and Spanish, and model an
unmistakable commitment to literacy. Being more affluent than other
Hispanics, they are able to provide better for the material needs of their
children and to make aspirations for higher education more feasible
financially and psychologically. Their children attend school regularly,
actually improving their attendance gradually over the course of their
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school careers. In these families, educatior and literacy are not
optional or arbitrary; they are premises or obligations of family living
and growing up. It is easy to see how that orientation facilitates the
adaptation of such children in the school culture.

2. Scholastic demoralization, which begins several years before the
entry into high school, is a primary cause of educational marginality and
the woefully high dropout rate among Hispanic pupils in our state. It is
well established that children of disadvantaged families from minority
subcultures with language handicaps fail early in school, and repeatedly,
until they quit trying at the earliest legal opportunity (or sooner).
Understandably, their exit from the school system is often littered with
disappointments, frustrations, confrontations, remedial attempts, and
ultimately disillusionment, but the nub of the matter is that most of them
quit because they fail at school. The frustrations of high school
personnel in teaching them, the documented limitations in the scholastic
skills they master ultimately, the frequent suspensions from school, the
troubles with police, the acknowledged involvements with drugs and
alcohol, the alarming truancy rate, and the distressing epidemic of
teenage pregnancies are all a part of that litter. Undenbtedly, each of
these forms of adolescent rebellion adds another nail in the coffin, but
the most fundamental causes of educational demise must be traced much
earlier in time, to the beginnings of the process of acculturation in the
school system.

Wehlage (1983) offers a thoughtful account of the requirements for
effective acculturation at school:

"We believe that the problem is more usefully conceived as one of
broad adolescent development. Specifically, the accumulating evidence
on adolescents points to the need for experiences that promote those
dimensions of both social and intellectual development that are
fundamental to the long-term success of young people as they enter
adulthood. While specific skills in reading, writing, and arithmetic,
and vocational training obviously are needed, there are more
fundamental personal and social characteristics required for long-term
success as a citizen, parent, and worker in a complex and changing
society. The extent to which adolescents develop these qualities
hinges largely on the kinds of experiences they have with their peers
and adults in school, community, and work place.

...Social bonding occurs when there is a positive attachment to
parents and other significant adults, which leads to a commitment to
participate in the institutions of society. Youth are socially bonded
when they feel connected, integrated, and are engaged in the main
activities of the school.

To secure student engagement, the school must provide them with
some degree of succesn (underline added). Persistent failure ana517
messages of rejection will likely have some carry-over effect relative
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to conventional norms of work and even observance of the law. Every
student -hould have a niche in school where he or she can achieve
success. If the school fails in this effort, marginal students will
create their own social system ...where an alternative social
integration takes place with norms and attitudes that are contrary to
the mainstream of society (p. 19)."
By the time demoralized pupils reach middle school, the die is cast

and their educational destiny is - barring heroic intervention - sealed.
Their attendance falls off dramatically, missing three to five weeks of
school every year. Their tested scholastic skills have plummeted 5-11
percentile points by national norms since the beginning of their school
careers. And their grades have begun a nose dive that is apparently
delayed only by the earnest desire of their teachers not to add insult to
manifest injury.

The transition to high school brings more of the same. When asked to
evaluate their school experience, they (and their parents) express
dissatisfaction and discomfort at school, citing boring classes and
obstacles to staying in school. Their confidence in graduating has been
compromised, at best, and they have written off aspirations for higher
education. They acknowledge little participation and involvement in
extracurricular activities, raising suspicions in their mothers' minds of
ethnic discrimination. Teachers judge them to be scho?'.stically
unmotivated in the extreme, troublesome influences among their peers, and
emotionally unstable. The pupils themselves and their mothers feel
isolated, lacking social support at home, at school and among friends for
coping with or understanding the problems at school. Understandably,
school attendance and homework become sources antagonism within the
family. With their educational horizons shrinking, the children turn
their attention to other pursuits outside of school, planning early
marriage, starting a family and getting a job. Their parents feel guilty
over the possibility that their own lack of education may have contributed
to the disappointments in their children's school careers. Based probably
on bitter experience, they understand better than their children do how
difficult it is to realize lofty adult ambitions without a good education.
Ultimately, in the rural setting, demoralized pupils feel stigmatized in
their social relationships (especially outside the home) unless,
ironically, they achieve some relief from their duress by dropping out of
school. Discouraged pupils in the urban schools feel abandoned, deprived
of social support from family members, peers and school personnel, and
they view the learning environment at school as impersonal, regimented and
hostile. In both settings they devalue the importance of graduating and
turn their attention wishfully to alternative life plans. It is difficult
to evaluate how realistic the perceptions of pupils and parents are,
especially as regards the role of school personnel, but we infer that
after elementary school their teachers are also frustrated and discouraged
in their attempts to teach, counsel and manage behaviorally such
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progressively unmotivated pupils. Perhaps the most destructive aspects of
this process of demoralization are the perceived loss of social support
and the damage to self-image, leading the youngsters to question their
current adjustment, their body image, their prospects for the future, the
quality of their family relationships, and their capacity to cope with
life on their own. This melancholy outlook is poignantly illustrated in
the summary of self-image results (Appendix B) by the denial of the
statement, "I think that I will be a source of pride to my parents in the
future," and by the endorsement of the statements, "I feel that I have no
talent whatsoever," and "I feel so very lonely."

3. Integration in the majority culture facilitates academic success,
but success at school is neither fostered nor handicapped by maintaining
one's loyalty to Hispanic culture and language. (See Appendix C for a
summary of the acculturation results by item.) The clearest finding in
the research literature about the role of bilingualism is that frequent
reading to preschool children in either Spanish or English is positively
related to subsequent educational attainment, probably reflecting the
children's internalization of strong educational values of the parents
(Hirano-Nakanishi and Diaz, 1982). Laosa (1982) found that well-educated
Hispanic parents interact more with their children in English than less
educated parents, which could be expected to ease their children's
transition to the school culture. Perhaps related to this is the finding
that only 25% of Hispanic 3- and 4-year-olds were enrolled in preschools
in 1981, as compared to 36% of Black and Anglo children of the same age
(Davis et al., 1983). We conclude that it is necessary for Hispanic
children to make a smooth cultural t.ansition from their home to the
school environment, b,,t this transition must not be achieved at the cost
of sacrificing pride and loyalty to their Hispanic heritage and language.
Biculturalism and bilingualism should enrich the school experience k.nd the
lives of all children, serving the larger objectives of expanding literacy
and ethnic understanding.

4. Participation in extracurricular activities at school fosters
academic success for Hispanics by means of reinforcing the social bonding
within the school culture. Social clubs, student government, athletics,
musical and -rtistic activities, and hobby groups offer rich opportunities
for successful engagement, encumbered less by the initial scholastic
handicaps with which many Hispanics start school. Having a role in a
school play or serving on a planning committee invites children to take a
proprietary interest in the school and its programs. It also has the
potential to break down ethnic prejudices on all sides and counteract
feelings of alienation from a distant and foreign bureaucracy. These
activities must be relevant to the interests and needs of Hispanic
children, so the schools too must change. The motivation to strive
academically presupposes a sense of belonging and ownership in the school
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culture, both of which can be enhanced by active extracurricular
participation. As one illustration, among the strongest findings in the
urban study was the salience attributed by successful Hispanic pupils to
coaches in supporting their efforts to stay in school and graduate.

In order to present a credible image of integration in the school
culture, there must be a substantial representation of qualified Hispanics
among the teachers and administrators employed. In one of the rural
communities studied here 60Z of the high school pupils were Hispanic and
70Z of the elementary school pupils were Hispanic, but only one of 26 high
school teachers was Hispanic. That is clearly a situation that must
change.

RECOMMENDATIONS

Colorado schools must change to accommodate to the needs and
interests and ethnic concerns of Hispanic children and families, who
constitute the majority of the population in many of the schools and
communities in this state and a substantial minority in most of them.

Recommendation 1: We propose that the state establish a fellowship
program to recruit achieving ethnic minority students to the teaching
profession, with a pay-back provision of one year of teaching service in
geographic areas of high need for each year of fellowship support in
Colorado universities and colleges.

Recommendation 2: We recommend that compensation of teaching faculty and
administrators be continually upgraded, in order to attract more qualified
people to this occupation, especially in outlying rural areas.

Recommendation 3: We recommend that extracurricular programs in all
schools be improved and expanded, with particular regard to engaging the
interest and participation of Hispanic pupils at all levels of scholastic
ability.

Recommendation 4: We recommend that every school with Hispanics enrolled
appoint a person to the staff as child advocate at the school in order to
serve Hispanic pupils and their parents in meeting their educational and
personal needs.

Recommendation 5: We recommend that all correspondence with parents of
public school children be provided in both English and Spanish.

Recommendation 6: We recommend that college training programs for
educators and in-service training programs for teaching faculty,
administrators and staff employees be required in order to sensitize them
to the special problems of ethnic minorities and poor people.
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Dropout prevention and educational enhancement for Hi! panics must
begin much earlier than high school, in order to counteract or prevent
scholastic demoralization early in their school careers. It is not
sufficient merely to prevent Dropouts from leaving school; it is
essential to transform Dropouts and Strugglers into Achievers who attend
school regularly, participate actively in all aspects of the school
culture and improvf their scholastic performance throughout their school
careers.

Recommendation 7: We recommend that public schools throughout the state
accept the mandate to disseminate books in English and Spanish and other
scholastic materials to families with preschool aged children in their
communities by means of bookmobiles and cooperative programs with public
libraries and social service agencies.

Recommendation 8: We recommend that bilingual education be incorporated
in elementary schools with substantial proportions of Hispanic pupils as a
means of facilitating the transition from home to the public school
culture.

Recommendation 9: We recommend that schools concentrate on facilitating
the transition of Hispanic pupils from elementary to middle school, for
example, through mentorship and tutoring programs involving more advanced
Hispanic pupils who are Achievers.

Recommendation 10: We recommend that Hispanic pupils and their parents
recognize the importance of extracurricular participation as an ingredient
of acculturation at school, and hence as a source of support for
scholastic achievement.

Recommendation 11: We recommend that all school systems arrange seminars
for pupils, parents and school personnel in elementary and middle schools
to inform them of the possibilities for higher education and vocational
training beyond high school, including financial assistance programs.

Recommendation 12: We recommend that Hispanic parents read to their
children (and especially to their sons) in both Spanish and English,
starting before the children begin schooling, and consider enrolling them
in preschool as a means of compensating for lack of parental education or
lack of English language fluency in the home.
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According to an ancient Chinese proverb, it is wise to obtain a
good education, which is very expensive, because it costs less than a poor
education. That wisdom applies for the citizens of Colorado collectively
even more than for each of us individually. There are two obvious ways to
improve the quality of public education in Colorado: 1) to increase the
overall expenditures for education, and 2) to increase the efficiency and
cost-economic impact of educational programs. In 1985-86 Colorado spent
$3,740 per pupil for public education, which compared with a national
average of $3,677 and ranked Colorado 23rd in the country. Many states
spent half again as much to educate their children. Optimum impact and
cost economy can best be achieved by developing educational policy and
instructional programs through systematic empirical research. It is
unfortunately apparent that sophisticated research has guided few of the
policies and programs now in place in Colorado's educational
establishment. More importantly, few educators and administrators
comprehend that research, a costly enterprise in itself, need not be
merely another forum for declaring cherished personal convictions. Roth
theoretical investigations (such as this one) and practical experimental
trials can be designed to yield impartial and objective tests of policy
alternatives and program effectiveness, including questions about now to
maximize cost efficiency. Education is a labor-intensive industry, so
there are abundant opportunities for both waste and economy, depending on
the wisdom of the policies and programs that guide it.

Recommendation 13: We recommend that Colorado aspire to a position of
national excellence in education, with b':dgetary allocations from public
and private sources that are commensurate with such aspiration and
recognizing that educating the disadvantaged costs more than educating the
privileged in our society.

Recommendation 14: We recommend that empirical research be incorporated
throughout the educational system in Colorado to guide the development of
educational policy and instructional programs and to maximize cost
effectiveness.

Recommendation 15: We recommend that early childhood programs be
developed to assist children in entering schools ready for success. Such
programs have already demonstrated effectiveness in promoting educational
attainment of the poor and of ethnic minorities, and in reducing dropout
rates.
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APPINDIX A

SUMMARY OF SIGNIFICANT GROUP DIFFERENCES IN HISPANIC EDUCATION PROJECT

Variable Dropouts Strugglers Achievers P

Demographics
Household income Urban $16,445 $18,819 $25,665 .01

Rural 13,750 16,430 23,950 .001

Social class* U 112.15 105.93 100.17 .05
R 106.32 98.77 91.48 .05

Single-parent families U 32% 42Z 21Z .10
R 75% 31Z 12% .001

# Children U 4.92 3.72 3.37 .05
R 2.67 3.06 3.36 ns

Mother's education U 8.39 9.72 10.47 .05
R 10.46 10.69 11.34 ns

Father's education U 9.42 9.61 10.09 ns
R 9.32 10.04 10.74 ns

Descriptive Features of Pupils
# Times suspended U 2.82 0.84 0.23 .01

R 2.29 1.11 0.25 .01

# Times trouble (police) U 0.82 0.63 0.23 .025
R 1.38 0.97 0.23 .005

Drugs & alcohol keep U 2.28 1.53 1.09 .001
from school R 2.00 1.46 1.15 .005

# School activities U 0.69 1.21 2.30 .001
R 1.22 1.40 2.12 .05

Involvement in school U 1.95 2.47 3.55 .001
activities R 2.25 2.89 3.16 .10

Acculturation (DAS)
Anglo acculturation U 97.39 105.05 112.89 .001

R 104.21 105.80 115.36 .025

Mexican acculturation U 89.92 83.44 85.70 ns
R 92.17 87.74 84.54 ns

Anglo-Mexican difference U 7.47 21.61 27.19 .001
R 12.04 18.06 30.82 .001

*Reverse coding
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Variable

Education

Dropouts Strugglers Achievers P

Parental Involvement with
Mother reads books to U 2.95 3.59 4.05 .001

children R 3.75 3.48 3.75 ns

Father reads books to U 2.72 2.48 3.49 .025
children R 2.92 2.41 2.93 ns

Frequency school phones U 3.11 2.95 2.25 .025
mother R 3.10 2.33 1.96 .025

Frequency school phones U 2.68 2.79 2.14 ns
father R 2.92 2.09 1.87 .10

How often parents visit U 2.39 2.44 2.36 ns
school R 2.63 2.49 2.68 ns

How often father visits U 2.89 2.47 3.33 .05
school R 3.00 2.86 3.60 ns

Parents push not missing U 4.33 3.63 3.98 .05
school R 4.25 4.20 3.82 ns

Pupil's Views of School and Personal Issues
How satisfied with school U 3.08 3.70 4.40 .001

R 2.63 3.23 3.93 .001

School classes U 3.18 3.63 3.87 .005
interesting R 2.75 2.94 3.78 .001

Feel discrimination at U 2.21 1.65 2.04 .10
school R 2.53 2.37 2.14 ns

Feel poor U 2.64 2.05 1.51 .001
R 2.13 2.23 1.68 ns

Feel comfortable at U 3.44 4.14 4.55 .001
school R 3.17 3.74 4.39 .001

Confidence graduate U 3.21 4.86 5.00 .001
from school R 2.30 4.46 4.89 .001

How easy to stay in U 2.95 3.53 4.40 .001
school R 2.83 3.69 4.04 .005

Talk problems at home U 3.56 3.91 4.15 .05
R 3.39 3.60 4.07 ns

Talk ;problems at school U 2.55 3.48 3.26 .01
R 2.48 3.52 3.18 .05

Talk problems with U 3.55 4.10 4.19 .025
friends R 3.59 4.12 4.61 .025
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Variable Dropouts Strugglers Achievers P

Language Fluenci
Mother understands U 4.14 4.95 4.96 .025

English R 5.30 5.24 5.42 ns

Pupil understands U 5.54 5.47 5.80 .10
English 5.71 5.46 5.74 ns

Pupil reads English U 5.21 5.44 5.67 .05
R 5.50 5.43 5.56 ns

Pupil reads Spanish U 1.87 2.00 2.59 .10
R 2.46 2.46 3.26 .10

Pupil writes Spanish U 1.59 1.72 2.41 .025
R 2.13 2.06 2.74 ns

Importance for Pupil:
to get married U 2.85 2.42 3.09 .10

R 2.63 2.31 3.21 .01

to have a family U 2.87 2.23 3.02 .05
R 2.35 2.23 2.93 .10

to attend college U 3.49 3.65 4.68 .001
R 3.04 3.34 4.18 .005

to graduate from U 3.28 3.51 4.83 .001
college R 2.92 3.20 4.07 .025

Age to start a family U 19.32 27.00 26.50 .001
R 23.15 25.34 26.85 .05

Age planning marriage U 19.92 25.51 24.95 .001
R 22.26 24.91 24.97 ns
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Variable Dropouts Stniulers Achievers P

Mother's Views
Mother pushes not to U 4.71 4.24 3.07 .001

miss school R 4.50 4.03 3.25 .025

Mother comfortable U 3.54 3.90 4.41 .025
visiting school R 3.70 3.82 3.67 ns

Mother pushes pupil to U 4.45 3.83 3.39 .005
do homework R 4.35 4.18 3.42 .05

Mother thinks student U 3.66 3.93 4.43 .05
activities important R 3.95 4.21 3.50 .10

Mother thinks child left U 1.79 1.44 1.29 .05
out of school activities R 1.95 2.03 1.33 .10

Mother thinks child U 2.16 2.10 1.98 ns
treated differently R 2.67 2.61 1.75 .025

Mother thinks child U 2.32 2.15 2.24 ns
discriminated R 3.54 3.00 2.21 .005

Mother thinks job U 3.87 3.95 3.27 .10
important now R 4.05 3.48 2.54 .01

Mother rates her U 3.74 3.32 2.73 .001
education as cause R 3.25 2. 9 2.13 .005

Mother's satisfaction U 3.35 3.71 4.36 .005
with school R 3.29 3.64 4.04 ns

Mother thinks pupil will U 3.32 4.76 4.91 .001
graduate high school R 3.33 4.61 4.92 .001

Mother talks problems U 3.95 3.90 4.62 .025
at home R 3.60 4.31 4.38 .10

Mother talks problems U 3.16 3.49 4.07 .025
at school R 3.25 4.03 3.96 .05

Mother talks problems U 2.68 3.51 3.61 .01
with friends R 3.40 3.39 3.41 ns
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Variable Dropouts Strugglers Achievers P

Father's Views
Father pushes pupil to U 4.63 4.60 4.03 .10

do homework R 4.67 4.19 4.C7 ns

Father's satisfaction U 3.16 3.76 4.39 .005
with school R 3.08 3.36 4.33 .05

Father thinks pupil will U 3.79 4.72 4.92 .001
graduate high school R 3.67 4.91 4.80 .005

Father thinks child U 2.11 1.96 1.81 ns
treated differently R 3.67 2.77 2.00 .025

Father rates his U 3.68 3.04 2.86 .10
education as cause R 3.09 3.48 2.80 ns

Father talks problems U 3.68 3.29 4.03 ns
at school R 4.00 3.14 4.00 .10

Father talks problems U 4.21 4.40 4.82 .10
at home R 3.92 3.14 3.94 .10

Pupil's Self-Image
Emotional tone* U 34.53 34.02 32.44 ns

R 24.85 29.21 25.16 .005

Body image* U 33.60 33.50 33.53 ns
R 23.00 25.69 20.63 .005

VoLotional and U 37.10 36.10 36.49 ns
educational goals* R 20.04 22.29 15.91 .001

Family relationships* U 72.95 73.82 72.76 ns
R 43.72 49.19 40.10 .005

Mastery of the U 33.40 33.48 33.17 ns
external world* R 25.54 29.31 22.29 .001

Superior adjustment* U 52.18 49.40 48.23 .10
R 38.00 39.88 32.59 .001

*Reverse coding
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Variable

Support

Dropouts Strugglers Achievers P

Pupil's Perceptions of to Stay in School
Coach U 0.94 -1-.-62 2.80 .001

R 2.48 3.31 3.18 ns

Administrator U 2.00 2.40 2.89 .05
R 2.52 2.86 2.89 ns

Friend U 2.58 3.07 3.23 .05
R 3.42 3.40 3.32 ns

Mother U 3.77 4.19 4.53 .025
R 4.27 4.03 4.29 ns

Father U 2.87 3.14 4.02 .005
R 4.00 3.71 3.96 ns

Pupil's Perceptions of Support to Complete School
Coach U 1.00 1.40 2.93 .001

R 2.86 3.04 3.04 ns

Administrator U 1.86 2.50 3.26 .001
R 2.35 2.97 3.00 ns

Same-sex friend U 2.78 3.14 3.47 .10
R 3.48 3.41 3.47 ns

Mother U 3.76 4.40 4.64 .005
R 4.50 4.17 4.36 us

Father U 3.00 3.33 4.17 .01
R 4.05 3.90 4.16 ns

Teacher U 3.03 3.50 3.79 .05
R 3.33 3.91 3.59 ns
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Variable

from

Dropouts Strugglers Achievers P

Perceived Social Support Friends
Affection* U 26.64 22.97 21.69 .05

R 31.59 32.94 33.46 ns

Companionship* U 26.18 22.43 20.74 .01
R 34.68 34.94 35.80 ns

Enhancement of U 28.56 24.29 21.83 .005
self-worth* R 31.88 30.46 31.64 ns

Intimacy* U 29.88 27.37 24.52 .05
R 28.00 30.25 31.12 ns

Instrumental help* U 29.68 27.11 25.62 .10
R 29.96 30.03 28.33 ns

Punishment U 37.36 37.29 38.36 ns
R 15.96 18.22 13.64 .025

Perceived Social Support at School
Affection* U 38.32 35.82 32.59 .025

R 18.09 19.41 18.50 ns

Companionship* U 41.31 39.92 41.14 ns
R 11.96 14.10 12.55 .10

Enhancement of U 36.07 31.45 29.23 .01
self-worth* R 19.68 22.34 22.24 ns

Intimacy* U 40.83 40.85 41.73 ns
R 11.73 15.37 11.75 .005

Punishment U 38.11 36.88 39.18 ns
R 17.54 20.07 16.21 .10

Conflict U 37.29 39.50 42.49 .005
R 17.14 18.59 12.93 .01

Perceived Social Support from Family
Intimacy* U 27.12 32.26 29.39 .05

R 28.64 25.46 24.33 ns

*Reverse coding
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Variable Dropouts Strugglers Achievers P

Learning Environment Perceived by Pupils

Personal Contact U 18.15 20.38 21.13 .025
R 16.07 15.63 15.23 ns

Participation U 20.00 20.93 22.19 .025
R 15.14 15.20 12.87 .05

independence U 13.29 14.83 15.94 .01

R 22.72 20.17 20.94 .025

Friction* U 14.68 16.10 17.68 .005

R 20.18 19.88 20.23 ns

Course Difficulty* U 16.10 16.17 15.89 ns
R 19.04 19.11 20.69 .025

School Behavior Observed by Teachers

Scholastic Motivation U 3.19 3.27 4.06 .001
R 2.33 2.68 3.80 .001

Extraver-sion U 2.98 3.06 3.41 .05

R 2.83 2.80 3.16 ns

Harmony U 3.8! 3.74 4.29 .001
R z.92 3.44 4.14 .001

Emotional Stability U 3.43 3.38 3.96 .001
R 2.67 3.17 3.89 .001

Self-Perception Profile

Scholastic Competence* U 2.45 2.11 1.93 .001
R 2.33 2.52 2.05 .025

*Reverse coding
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APPENDIX B

SUMMARY OF SELF-IMAGE ITEMS SIGNIFICANTLY RELATED TO ACADEMIC SUCCESS

The following 20 items (of 82 altogether) from the Self-Image
Questionnaire yielded statistically significant differences among the three
subject groups in both the urban and rural studies (15 items) or else a
significant difference in one study and a strong trend toward significant
difference in the other study (5 items). The statements reveal the
cumulative psychological toll of educational failure because, in every
instance, the differences showed that the Achievers had more favorable images
of themselves than the Strugglers and/or the Dropouts. The item statements
are presented below, followed by the probability values (P) of the tests of
statistical significance for the urban and riiral studies, respectively. By
standard cmvention, a probability value of .050 is statistically
because a difference that large would occur by chance less than
20. At the extreme, a probability value of .001 indicates a very
difference because it would occur by chance less than one time in

Item # Self-Image Statement

Statements endorsed by Achievers:

significant
one time in

dependable
a thousand.

P Value

Urban Rural

32. I am a superior student in school. .001 .001
18. The picture I have of myself in the future satisfies me. .001 .001
33. I feel relaxed under normal circumstances. .002 .001
19. I am sure that I will be proud about my future profession. .001 .002
82. Dealing with new intellectual subjects is a challenge for me. .001 .003
40. Our society is a competitive one, and I am not afraid of it. .001 .004
5. I think that I will be a source of pride to my parents in

the future. .001 .011
39. When I decide to do something, I do it. .025 .006
7. Most of the time I think the world is an exciting pla.:e to

live in. .012 .023
15. If I put my mind to it, I can learn almost anything. .042 .001
55. I feel that I am able to make decisions. .036 .014
23. My work, in general, is at least as good as the work of

the guy next to me. .041 .050
24. When a tragedy occurs to one of my friends, I feel sad too. .091 .001
35. At times I think about the kind of work I will do in the

future. .071 .029

Statements denied by Achievers:

78. I am certain that I will not be able to assume
responsibilities for myself in the future. .010 .001

74. School and studying mean very little to me. .001 .011
63. I feel that I have no talent whatsoever. .001 .017
47. I find life an endless series of problems without

solutions in sight. .001 .062
53. Usually, I feel that I am a bother at home. .021 .060
49. I feel so very lonely. .059 .029
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APPENDIX C

SUMMARY OF ACCULTURATION ITEMS SIGNIFICANTLY RELATED TO ACADEMIC SUCCESS

The Dual Acculturation Scale comprises 24 items that measure the
assimilation of Hispanic adolescents in various aspects of Anglo culture and
24 items that measure their orientation to aspects of MexicanAmerican
culture. In both the urban and rural studies Anglo acculturation scores were
significantly related to academic success at school, whereas Hispanic
acculturation scores did not differ significantly among the three groups of
subjects. In view of the controversy that is likely to focus on these
findings, this sumaary presents the specific item statements on the
questionnaire that yielded significant differences among the groups, followed
by the probability values (P) of the tests of statistical significance for
the two samples combined. The samples for the two studies were combined to
produce the most stable mean scores for each subject group, because the
findings from the two separate studies were mutually corroborative and
support the same general conclusions about acculturation. By standard
convention, a probability value of .050 is statistically significant because
a difference that large would occur by chance less than one time in 20. At
the extreme, a probability value of .001 indicates a very dependable
difference because it would occur by chance less than one time in a thousand.
There were 17 Anglo acculturation items (of 24 altogether) that
differentiated the groups significantly, all of them endorsed more strongly
by Achievers than by Strugglers and/or Dropouts. There were 6 Hispanic
acculturation items (of 24 altogether) that differentiated the groups
significantly, all of them endorsed more strongly by the Dropouts than by the
Strugglers and/or the Achievers.
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Item Acculturation Statement

Anglo acculturation items endorsed most by Achievers:

P Value

13b. When you read, how often would you LIKE to read books,
magazines or newspapers in English? .001

17b. When you spend time with friends at school, how often would
you LIKE to spend time with Anglo American friends? .001

13a. When you read, how often DO you read books, magazines or
newspapers in English? .002

lib. When you listen to music, how often would you LIKE to listen
to music that is in English or that is Anglo American (for
example, rock, soul, disco)? .0C2

3b. When you dance, how often would you LIKE to dance to music
that is in English or is Anglo American (for example,
rock, soul, disco)? .004

lla. When you listen to music, how often DO you listen to music
that is English or that is Anglo American (for example,
rock, soul, disco)? .006

17a. When you spend time with friends at school, how often DO you
spend time with Anglo American freinds? .009

9b. When you have a steady e_rlfriend or boyfriend, how often would
you LIKE to have an Anglo American girlfriend or boyfriend? .015

3a. When you dance, how often DO you dance to music that is in
English or is Anglo American (for example, rock, soul, disco)? .019

19e. When you date, how often DO you date people who are Anglo
American? .019

lb. How often would LIKE to wear styles (for example, clothes,
hairstyles) that are Anglo American? .020

9a. When you have a steady girlfriend or boyfriend, how often DO
you have an Anglo American girlfriend or boyfriend? .027

7b. When you eat, how often would you LIKE to eat Anglo American
food? .033

la. How often DO you wear styles (for example, clothes, hairstyles)
that are Anglo American? .04

21b. When you watch T.V., how often would you LIKE to watch T.V.
programs in English? .046

5a. How often DO you use English? .046
23b. When you spend time with friends outside of school, how often

would you LIKE to spend time with Anglo American friends? .047

Hispanic acculturation items endorsed most by Dropouts:

20a. How often DO you wear styles (for example, clothes, hairstyles)
that are Mexican American? .001

20b. How often would you LIKE to wear styles (for example, clothes,
hairstyles) that are Mexican American? .001

8b. How often would LIKE to use Spanish? .019
24b. When you listen to ssuic, how often would you LIKE to listen to

music that is in Cpanish or that is Mexican American? .027
12b. When you late, how often would you LIKE to date people who are

Mexican American? .038
10b. When you celebrate holidays or special events (for example,

birthdays, weddings), how often would you LIKE to celebrate
in a Mexican American way? .050
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GOOD PRESCHOOLS FOR POOR
CHILDREN ARE COSTEFFE :o4TIVE

It mold be herd to insoglose that sociey cooltIlhall a
higher phth I fora donor of hoosteleot thew thetfouted he
preschool programs for Its et-risk citation.

Coovolttee ler
Ecoosesic Development
Investire is Our Child rem (1985)

1121erSewed public interest in early childhood progams
Alin the U.S. springs both from thegrowing need for
child cam and from the need to lessen the harmfulcon-
sequences of drilcbood poverty. The percentage of
mothers of young chicken who were employed, only
14% in 1950, grew 6248% in 1985. The percentage of
young children who were poor, only 15% in 1969, grew
to 23% in 1985.

The High/Scope Foundation's Perry Preschool
study strikingly demonstrates the poundal benefits of
high quality early childhood programs for poor children.
In the study, poor 3- and 4-year-oidswere randomly
asOned either to a group that attended the Perry Pre-
school program or to a group that did not Folow-up on
both groups years later showed that preschool partiapa-
ton had apparently increased the percentages of persons
who, at age 19, veto iterate, employed, and enrolled
in postsecondary education, whereas it had reduced the
percentages who were school dropouts, labeled mentally
retarded, and on welfare.

An economic cost-benefit analysis of the Petry
Preschool program and its long-tam effects revealed
that such a program can be an ocelot investment for
taxpayers, returning sir dams for every dollar invested
in a one-year prognsm, three dollars for every dollar
invested in a too-yearprogram.

Other research on good early childhood programs
for poor children confirms that such programs have
positive short-, mid-, and long-term results. The evi-
dence is that these programs do help improve childrer'-
hitellectual and social performance as they begin school,
probably help children achieve greater school success,
and can help young people achieve greater
socioeconomic success and social responsibility. Yet,
despite these findings, fewer than 1 in 3 poor children
has the oppxturity to attend a preschool program.

*hese findings apply to children who five in poverty
and are at risk of school failure. There is less evidence
on preschool program effectiveness for children who
are not poor or otherwise at risk of school failure. A good
supposition might be that a preschool effect found for
poor children would also apply to middle-dass children,
but to a lesser extent

Such impressive results were achieved only by
good preschool programs ones characterized by the
follovAng developmentally appropriate amiculum and
assessment procedures; teaching teams that are trained
in early childhood development and continue to receive
such training administrative support that includes
curriculum leadership: dames with 2 adults and fewer
than 20 children: and systematic efforts to involve parents
as partners in their children's education. Such programs
may be relatively expensive, but a good, expensive
preschool program with a ttgh return on investment
makes more economic sense than a poor, inexpensive
program with a low return.

High/Scope Perry Preschool Study Age-19 Findings

Preschool Gimp
No Preschool Group 0

I I
15% 35%
Meats*
Retarded

33% 51% 31% 51%
School Arrested

Dropouts

18% 32%
our

Welfare

II I

61% 38% 50% 32%
Literate Enntkind

I I 1

38% 21%
College,

Voc.School
Nett Al group differencesare math** *indicant p < .06. tvoseallet
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GRADE RETENTION: A CONTRIBUTION TO DROPPING OUT

When a student leaves school before he or she graduates, a clear statement is
being made: I do not belong here! This sense of "not belonging" is a
manifestation of one's alienation from a place and other persons. How often
have we heard dropouts say, "No one cares"? Urie Bronfenbrenner States that "To
be alienated is to feel cut off from family, friends, school, or work." 1

School staff interested in addressing the dropout issue must come to grips with
the role alienation plays in the life of the children and youth they serve.
Contributing factors must be identified and those that are within the control of
educators must be changed. The purpose of this article is to examine one school
policy issue that is nighly associated with dropping out: grade retention.

The Policy of Grade Retention.

Gregg B. Jackson defines grade retention as "the practice of requiring a student
who has been in a given grade level for a full school year to remain at that
level for a subsequent school year". 2 This practice of non-promotion'is not
uncommon in our public schools. It is highly associated with dropping out. We
know that the dropout rate among students who have repeated one or more grades
is twice that of students who have not been held back. It may be that this is a
practice that needs to be examined in the light of what alienation contributes
to a student who leaves school.

The Effects of Grade Retention

A study conducted by M. Scott Norton found the following:

1. Non-promotion and Learning. Non-promotion does not increase learning --
pupils who ordinarily would be retained and are promoted tend to learn
more the next year than pupils of like ability who are not promoted.

2. Social Maturity. Non-promotion does not increase socialization or
learning readiness for most pupils. Retained pupils often show actual
regression.

3. Group Homogeneity. Non-promoted children tend to choose
companions from grades higher than their own and socialization is not
improved. Non-promotion does not increase the homogeneity of groups.

4. Motivation. Non-promotion tends to promote discipline problems, is a
negative influence on the child's self-concept, and serves as a
potential danger for fostering personal maladjustments. 3
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Ho/ms and Matthews, after conducting an examination of the research in this area
concluded:

Those who continue to retain pupils at grade levAl do co despite cumulative
research evidence showing that the potential for to.gativc effects
consistently outweighs positive outcomes. Because thin cumulative research
evidence consistently points to negative effects of nonpromotion, the burden
of proof legitimately falls on proponents of retention plans to show there
is compelling logic indicating success of their plans when so many other
plans have failed. 4

By retaining a student in grade it would appear that we are contributing to the
dropout problem. The student will face humiliation and teasing from peers. The
family may be embarrassed by or punish the child. School becomes a place which
the child or youth "can't wait to leave."

Alternatives to Grade Retention

Montrose, Durango, and Greeley have piloted programs that could be utilized as
alternatives to grade retention. They include summer school activities,
alternatives to suspension, and alternative school placement. For additional
information please contact:

Dave Smith

Colorado Department of Education
201 E. Colfax Avenue
Denver, CO 80203

Footnotes

1. Bronfenbrenner, Orie, Alienation and the Four Worlds of Childhood, Phi
Delta Kappan, February 1986.

2. Jackson, Greg B., The Research Evidence on the Effects of Grade
Retention, Review of Educational Research, Fall 1975, Vol. 45, No. 4, pp.
613-635.

3. Norton, Scott, It's Time to get Tough on Student I' on - Or Is It?
%;ontempxry Education, Vol. 54, No. 4, Summer 1983.

4. Holms, Thomas and Matthews, Kenneth M., The Effects of Nonpromotion on
Elementary and Junior High School Pupil,: A Meta-Analysis, Review of Educational
Research, Summer, 1985, Vol. 54, No. 2, pp. 225-236.
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Early Childhood Education as Dropout Prevention

The Problem

The consequence of students leaving school before completing their education
concerns parents, educators, business community leaders and taxpayers. Besides
the obvious loss of human potential and the pain of failure, there are
devastating economic consequences. Consider this:

In A985 the unemployment rate for men and women ages 16-24 who had not
graduated from high school was more than double the rate for high school
graduates (U.S. General Accounting Office, 1986).

. The coats of dropping out exceed S200,000 per individual dropout over his or
her lifetime and 200 billion dollars for each school class across the United
States (Stanford Education Policy Institute, 1985).

Who Drops Out?

There is no one reason why a student drops out. Dropping out is a highly
individual dynamic that is influenced by experiences in school as well as out of
school. There are certain predictors of dropping out that do stand out.

. Poor academic performance is a strong predictor. Students with a "D"
average are 5 times more likely to dropout than students with a "B" average
(U. S. Department of Education, 1983).

. Students from low income families are twice as likely to drop out as
students from middle income families and three times as likely to drop out
as those from high income families (National Center for Educational
Statistics).

. A student's race/ethnic background is also associated with the likelihood of
graduating. The graduation rates for whites is 80%, for blacks it is 64%,
for Hispanics it is 56% and for American Indians it is 51%.

How Early Do We Know the Potential Dropout?

In order to prevent dropouts, it is essential to know who they might be as early
as possible. Academic performance is a strong predictor, as well as
racial/ethnic background. There is reason to believe that the dropout dynamic
is in place by first grade. In 1987, the Colorado Department of Education
slmpled 25% of our first graders using the Iowa Tests of Basic Skills. On this
test we would expect the average score to be 50. The following are averaged
scores:



. Blacks

. Hispanics

. Whites

. No Preschool &
No Kindergarten

. Kindergarten Only

. Preschool and
Kindergarten

38th percentile
45th percentile
68th percentile

52nd percentile

59th percentile

68th percentile

The Role of Preschool as a Dropout Prevention Strategy

We know that preschool experience can make a critical difference for the child.
The High/Scope Foundation has studied the Perry Preschool Project graduates
through the age of 19 and found the following results:

Preschool No Preschool

. Completed High School 67% 49%

. Hold Jobs 50% 32%

. Arrested for Criminal Acts 31% 51%

. Receiving Public Assistance 18% 32%

Looking at the impact of preschool experience in combination with Colorado's
first grade achievement dare, the importance of preschool as a dropout
prevention strategy can be seen.

The Dropout Prevention Project

The Colorado Department of Education, in partnership with Governor Romer's Job
Training Office and the Colorado Trust, is sponsoring the High/Scope "Training
of Teacher Trainers Project" in Colorado. This will provide our state with 35
trainers who will be able to implement a model with proven effectiveness in
serving young children placed "at-risk."

In addition, the Colorado Department of Education is supporting Pueblo 60 in
identifying and serving 4-year olds who are placed at risk of academic failure.
Further information about this and other projects can be obtained by writing or
calling:

Dave Smith
Dropout Prevention Coordinator
Colorado Department of Education
201 E. Colfax Avenue
Denver, CO 80203
!3(%3) 866-6710

Colorado Department of Education

Program for Educational Quality
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School Dropouts in the United States

by Aaron M. Pallas

Overview

Substantial numbers of salamis drop out before grad-
uating from high school. Many never return to the
educational system. Dropouts are of concern to fami-
lies. educators. and poiicymakers for a variety of
reasons. They may suffer economic and social disad-
vantages throughout their lives. For the Nation as a
whole. the costs of the dropout problem are reflected
in higher welfare otpendinues. lost tax revenues. and
increased crime and crime prevention costs (Catterall.
1985). The intangible costs to individuals and society
are also substantial.

This paper presents a variety of information regarding
school dropouts. It examines national data and trends
:elated to dropouts. and the reasons for dropping out.
In addition. it considers the consequences of drop-
ping out. with particular attention to the frequency
and malts of later MUMS to the education system.
The major findings are

Dropout Rates

Calculating dropout ries is difficult because
of definitional and data problems.

National data over time on the incidence of
dropping out do not exist. The available an-
nual national data instead measure related phe-
nomena high school graduation or comple-
tion rams.

Nationally. slightly less than three-qeaners of
all 18- and 19-year-olds have completed high
school.

High school completion rates vary consider-
ably across school districts and population
groups. They are much lower than the national
average in urban areas and for black and His-
panic youth.

Reasons for Dropping Out

Poor academic performance is the best predic-
tor of who drops out of school.

Students who are rebellious. delinquent. or
chronically truant drop out of school at higher
rates than those who are not.

Substantial numbers of young women cite
pregnancy or marriage as reasons for dropping
out.

The Consequences of Dropping Out

Dropouts have more difficulty in finding and
holding jobs. The estimated unemployment
rate for dropouts shortly after they leave
school is more than twice that of high school
graduates of the same age.

Those who do not finish high school earn less
money annually than high school graduates. In
1985. among year round. full-time workers 25
years old and older. the typical high school
graduate earned over 54.000 per year more
than a comparable worker with 9 to 11 years
of schooling.

The estimated lifetime earnings of high school
graduates who do not attend college are ap-
proximately 5200.000 highs than the earnings
of those who do not complete high school.

Returning to the Educational System

An estimated 40 Sett ent of the student who
drop out of high school subsequently return to
the educational system.

An estimated 30-percent of the smdents who
drop out of school .eventually receive a high
school diploma or an alternative credential.

National data show that the proportion of indi-
viduals who have not completed high school
declines considerably with age. The
noncompletion rate for 31- to 3:-year-olds is
approximately half that of 18- and 19-year-
olds.

The decrease in the noncompletion rate with
age is due to the graduation of some who
were still in school at age 18-19 as well as
the return to school and completion by others
who were out of school as 18- and 19-year-
olds.

Those who are more likely to return and com-
plete include whites, those with higher test
scores prior to dropping out. and those from
families with a higher socioeconomic status.

Alternatives to regular day school programs
have become more prevalent in the past 20
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years. and mans people are using these routesto acquire high school entLientials

Little is known about the social. economic.and educational consequences of obtaininghigh school graduation credentials outside ofregular day school programs.

Imprecations

A key to effective dropout prevention pro-grams may be the early identification of po-tential dropouts. so that services can beprovided to at-risk students prior to highschool.

Given the substantial proportion of dropoutswho later mum to the educational
system. an-other approach to the dropout problem isgreater efforts to bring young people back intothe educational system after they have droppedCOL

Also helpful may be more flexible high s:hoolprograms. such as those for experint mothersand parents of young children, that allowyouth to stay in school while meeting familyor job rerionsibilities.

h is important to know who receives sham-tive high school cadentials. and what the con-sequences of obtaining these various creden-tials might be.

Data

Three sources of national data art used in this re-Via.'94 the Bureau of the Census*
Current PopulationSurvey (CPS). the Center for Statistics' (CS) Com-mon Cote of Data (CCD). and CS' High School andBr yood (1541-2) study. These are described in detailin the appendix to this paper.

Dropout Rates

Difficulties in Measuring Dropouts

How seven is the dropout problem? While the ques-don is simple. the smswer is not. because,thete is nostandard definition of who is a dropout or boo tocalculate a dropout rate.

Most education agencies (schools. school dis-tricts, and States)
have their own arrive WINS

of Lalculating Oropout rates There are no con-tent definitions of who is 4.(ifisidered 4dropout. or what the appropriate baseline pop-ulation is on which to calculate a dropoutrate.

Because definition, of the dropout rate varymuch from one locale to the next. a is diffi-cult to compare dropout rates across schools.districts. and States.

Even the two moor Federal producers of educationdata. the Bureau of the Census and the Center forStatistics in the Department of Education. col-lect data related to dropouts in quite different ways.

Many of the discrepancies in reported -dropoutr =tes" stem from the fact that the data being coi-ned do not directly pertain to dropouts. but totither related concepts.

National data on dropouts over time are notavailable. Data typically reported concern highschool graduation or completion rates. whichare not the same as a dropout rate.

The differences between a dropout rate and a vaduirtion rate are ilium:rued by Figure 1. which traces al-ternative educational paths a student may pursue.Conceptually. a school dropout can be thought of assomeone whose progress toward a high school di-ploma has been interrupted by a period of nonenroll-meat in school. All students. then. can be charac-terized as either dropouts or -swim.- with stayinshaving continuous school enrollment through bignschool graduation. However. some dropouts eventuallyon gmdume from hip sr.naol or obtain an thananvecredential.

Dropouts can be classified as eitr r -staruu- or- returnees." Layouts are those dropouts who havenever Manned to the educational
system. while retur-nees are dropouts who have returned to the educa-tional system at least once. The -educational sys-tem- here refers not only to the same school as waspreviously anended. but also to other schools andsaninp. inclading alternative and nottregehr oaf ed-ucation programs. and to other crecientialing proce-dures such as the General Educational Developmer,examination (GED) or specific Stve equivalencytests.

Th,
hay
On

2._

5o

two types of returnees: -dropins." whoand gone again
tperhaps repeatedly: with-. ;mg a diploma for other credential). and



FIGURE 1 Alternative educational paths through high school
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"returnee-completers.- who have returned and have

eventually earned a diploma or its equivalent.' In-
cluded in the latter group are chose stuaents whose

return to the system consists only of taking and pass-

ing an equivalency examination.

The Bureau of the Census publishes estimates of the
proportion of different age groups who have com-
pleted high school (public and private) based on re-
sponses to a household survey. The Center for Statis-
tics reports a graduation rate, derived from i!s
Common Con of Data (CCD) collection, which rep-
resents the number of public high school graduates
nationally in a given year as a fraction of the num-
ber of 9th grade students in public schools 3 school
veers earlier.

Graduation rates are calculated frtran both Bu-
reau of the Census and Center for Statistics
data. based on the number of high school
graduates in a given cohort (an age cohort in
the case of the Bureau of the Census and a
grade cohort in the case of the Goner for Sta-
tistics) at a specific point in time.

In either case mturnee-completers who have gained
their credentials through several different paths ate
included along with stayins in the count of gradu-
ates. However. stayins making slower than normal
prop= are implicitly considered dropouts, since
they are not yet graduates.2

The Center for Statistics does have national 'ate on
dropouts from the High School and Beyond study,
but those data are only for a single cohort of stu-
dents. high school sophomores in 1980. Furthermore,
because the students was surveyed oaring their soph-
omore year. the dropout rate is underestimated since
it does not take into account those who had left
school prior to that time.

Dropout and Completion Data

Although the Bureau of the Census' and Center for
Statistics' methods for calculating high school padua-
non rates are very different, they produce rates for a
similar age group that ate quite similar For those at
the age when students are expected to graduate, both
methods meal that

Nationally for the past decade, slightly less
than three-quarters have completed high
scuool, and

High school completion rates improved some-
what atter 1982 (Table 1).

Completion rates have increased substantially in the
period since World War 11. The completion rate for
18- to 19-year-olds was 43 percent in 1947 (U.S.
Department of Commerce. 1948).

Dropout rates vary considerably across schools and
population groups (Table 2).

Students in urban areas are more likeiy to
drop out than those in rural and suburban
WM.

Students in public schools drop out more than
those in Catholic schools.

Blacks and Hispanics ate more likely to drop
ow than whites.

Men are more likely to leave school before
graduation than women.

Students from lower socioeconomic back-
grounds are more likely to drop out (U.S.
Department of Education, 1983).

Reasons for Dropping Out

Knowledge about wii:- young people drop out of
school can help schools.- school districts and States
in developing effective policies and praaices for en-
couraging them to stay in or return to school.

Students drop out of school for a variety of
reasons, which are related to both in-school
and ow-of-scbool expenences.

There is no one reason why students drop out of
school. But the reasons for, and factors associated
V..ds, dropping out can be grouped into a few basic
categoric academic paformence, social adjustment.
and early transition into adulthood (Pallas. 1984).
The most currant data on reasons for chopping out
are from the High School and Beyond study.

Academic Performance

Students' marks in school and, to a lesser extent.
performance on standardized tests are salient indica-
tors of academic success or failure. Students who ex-

4
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Table 1

High school completion rates using Bureau of the Census and Center for Statistics data:
1974 to 1985

Year

Percent cornmesee m same

Burma of
Me Census.

Caner for
Semmes

1974 73.4 75.7
1975 73.7 74.7
1976 73.1 75.1
1977 72.9 74.7
1975 73.5 73.7
1979 72.8 72.6
1950 73.7 71.9
1981 72.5 72.1
1982 72.0 72.8
1983 72.7 73.9
1984 73.3 74.1
1983 74.6

OMMINO.

Pmoorom at 18- urea 191emees nme awe cremmea ow scow.
? Paw me scorn creams a a omen= a mole seem Mn grams one moor yews wee
SOUR*: U.S. Omaronme of Commerce. amem at me Came. Cur= Poolroom Reoons. Sens P-20. Sanaa EtwaaramSoaat ami Eau OMCancans= a I Sam= Omar (wow meet sr Went Pearmoon Same Wooer 1983. swam meemons. U.S. Determent of mammon.%mons Comer or Berme &ammo. 17* Comm of Emma* (mote yowl ma Ova at &Nana Sawa* (venous yarn
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Table 2

Dropout rates for 1980 high school sophomores b sex and selected background characteristics

fiaeleyound amoon=
Potent a000111 ate

Tmo1 awe Femme

AN students
13.6 14.7 12.6

Racefetnn:-4.,-

Arne rim ti.iian and Amman natives
29.2 27.2 311Naos= 16.0 18.1 18.0MU
17 0 2C.3 14.1Vane
12.2 13.0 11.5Pao Amman
3.1 3.5 2.7

Soemenononw ems
woe

5.2 7.0 3.2Middle
9.0 9.6 1.3Lon

17.4 17.8 17.1Ur"10W11
31.6 32.3 309

Commie qve
Unto

111.9 201 179Swam
11.$ 12.5 11JFired
12,6 13.5 12.0

61109116114 nom
1101111ffilla

11.3 13.4 9.0Norm Coma(
12.0 12.2 11.7Soren
15.2 16.4 14.0 .Woot
15.6 17.0 - 163

5enool ten
Pone

14.5 15.5 13.6Olin.
2.3 3.2 1JOne PINE - ..-
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4.0 4.5 31Wool
123 12.7 13.0Vocouninovinal
16.1 16.9 132
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perience failure in school are more likely to drop out
of the system.

Poor academic performance is the best predic-
tor of who drops out of school.

-Students with a "D" average are 5 times
more likely to drop out than students with a
"I" average (U.S. Department of Education.
1983).

Social Adjustment

Students experiencing difficulty negotiating the per-
sonal and social adjustments of adolescence are more
Wady to drop our of school.

Students who are rebellious. delinquent or
duonically truant drop ow of school at higher
tares than those who are not.

Truancy and getting in trouble in school frequently
foreshadow dropping out of school. Among high
school sophomores. chronic truants are 40 percent
more Wady to drop out of high school than regularly
offending students. everything chic being equal. and
delinquent south are 25 percent mom likely to drop
ow than are comparable nondelinquent youngsuus
(Pallas. 1984).

Early Transition into Adulthood

Adolescents who assume adult responsibilities at an
early age may find it difficult to cope with bath
school and adulthood. Teenagers assuming adult fa:o-ily and work roles are more likely to drop out of
school than rungsters who postpone those mks.

Adult family roles. Substantial numbers of young
women claim pregnancy or marriage as tensors for
dropping out of school.

Among young women. only poor academic
performance rivals the importance of adult
family roles as a reason for dropping out of
high school (U.S. Department of Education.
1983).

Among female dropouts from the sophomore class of1980. 31 percent claimed they dropped out becausethey mimed or planned to many. while M percentgave pregnancy as a reason for dropping out (stu-dents could give more than one reason).

Adult work roles. Many dropouts report that they
left Pugh school to go to work (U.S. Department of
Education. 1983: Rtunberger. 19831. Dropouts report

leaving. both because they had to support a family.
and because they were offered jobs and chose to
work (U.S. Department of Education. 1983).

Working at a regular job while in high school
increases by more than one-third the chances
char a youth will drop out compared to young-
sters who are not as involved in work (Pallas.
1984).

High school students who work over 20 hours
per week are more likely to drop out than
those who do nor work at all (D'Amico.
1984).

Working more than 20 hours per week may contrib-
tue to an increased likelihood of dropping out be-
cause of the drain on time and enthir available for
schoolwork. Alternatively working may mach rune-
stets the importance of persistence and dependability.
traits critical for successful schooling as wen. This
may 1CCOUllt for the fact that those who work less
than 20 'lours per week are less likely to leave
school than those who work more hours or do notwork at all (D'Amico. 19841

dna

The Consequences of Dropping Out

Dropping out of school worsens the life chances of
school leavers. Education is generally regarded as a
means for social mobility. and vouch who fail to
complete high school tend to damage their chances
of fume sua:ess. Nongraduates do worse than high
school graduthes in the labor market and in overall
economic well-being.

Honey= it is unclear how much of the differential
between dropouts and stayins is arributable to drop-
ping ow as opposed to other factors. since dropouts
have other disadvantages as well. They rend to come
from disadvantaged families. They are disproportion-ately minority youngsters. and frequently have so-cially and economically deprived backgrounds (Pallas.
1984: Ramberg= 1983: Table 2). Furthermore. as
was noted earlier. dropouts often have a history of
academic failing.

Labor Market

School dropouts are less likely to participate in the
labor force than high school graduates. Fourteen per-
cent of male dropouts and about one-half of female
dropouts age 16 to 24 were not participants in the
labor force. that is. were neither employed nor look-
ing for work. in 1985. Among high ,cbool graduates
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rim enrolled in college. much lower proportions-6

percent of males and 20 percent of ten:aleswere

nos in the labor force in 1985 (U.S. General Ac-

counting Office. 1986).

Among labor force participants. noncompleters also

have higher rates of unempler nent than high school

Fedoras.

In 1985 the unemployment rate for men and

women age 16 to 24 who had not graduated

from high school was more than double the

rase for high school graduates (U.S. General

Accounting Office. 1986).

Those with fewer than 12 years of schooling
canonic a large part el the long-term unem-
ployed (Feldstan & Ellwood. 19821.

Income

Among those who work full time. people who do
not graduate firm high school earn less money than
high school graduates. The median annual income of
year-round full-time workers is reported annually by

the Bureau of the Census.

Among full-time. yar-round workers 25 years

or older in 1965.einingsollighschool grafornamith
no caller email= were highs thin maim
of those with 9 to 11 years of school-26 per-
cent for men and 31 percent for women (U.S.

Department of Commerce, 1986).

This earnings pp between persons with ex-
actly 12 yews of schooling and those with 9
to 11 years had increased between 1970 and
1985. In 1970 it was approximately 12 per-
cent for men and 20 pace= for women (U.S.
Department of &Madam. 1986).

These figures sonny wee the income titf-
ferential between high school gradnates and son -

t omplet . in that some individuals do not even
complete yeas of schooling. The animal anninp
of yeariosed. fun-time wodures who have completed
fewer than 9 years of schooling are substantially
lower that the encamp of those who have cant/iteed
some high school. The pp between the easiogs of
high school Indium obtaining no further schooling
and the earainp of those completing less than 9
yeas of schooling is emit puma than the discommo-
des nosed aboveapproximesely one-third for those
with S years of school and about 60 percent for

those with under 8 years in 1985 (U.S. Department

of Commerce. 1986i.

The Bureau of the Census has reponed estimatec
lifetime (age IS to 65) earnings by years of cnool
completed. as of 1979 (U.S. Department of Com-
merce. 19831.

The estimated lifetime earnings of high .chool
graduates are approximately S200.000 higher
than the earnings of those who do not com-
plete high school.

h is estimated that a male who completes fewer than
12 years of school (storms and dropinst can expect
to earn 5601.000 between the ages of 18 and 65.
while a male who completes exactly 12 .ears of

school can expect to earn 5861.000.3 The difference
in the expected lifetime earnings of male non-
completers and high school graduates who obtain no
funter education is thus 5260.000. The differential is
not as large for women: 3170.000 (5381.000-
MI 1.0001.

In another sense. these income comparisons under-
estimate the cost of not finishing high- school. High
school Indust; who attend college cam even mote.
'both annually and over the working careers. titan
do high school graduates who obtain no further
schooling. Comparisons between noncompleters and
high school graduates not pursuing college do not re-
flect 'the sizable economic ranrns that many hip
school paduata derive from cootinuing their eciaca-

don in college.

Not all of the differences between the earnines of
noncompleters and terminal high school graduates
can be armed solely to the preset= or absence of
a diploma. Noncompieters and graduates differ in
many ways. with graduates showing more per-
sistence. dependability and ability than smouts and
draping.

These and other factors that distinguish rich:-
aes from noocompleass are highly valued c
employers. and account partly for the differ-
ences in eamings between the two groups.

McDUL. NatrielJo. and Pallas (19861 conchs&
that about one -half of the difference in life-
time earnings between noncompleters and
radiants is due to differences bagman been
in ability and other factors. and about one-half
is due to dropping ow..

$
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Regardless of what adjustments are proposed. esti-
mates of the economic consequences of not complet-
ing high school are substantial.

Nonmonetary Consequences

There are nonmonetary consequences of dropping our
as well. While sill in school. dropouts score consid-
erably lower than stayins on standardized tests of
cognitive performance (Pallas. 19841. There new is
evidence that dropping out is associated with a fur
slier widening of the gap in achievement between
dropouts and swans.

Students who drop out show less cognitive
growth than students who persist to gradua-
tion.

A battery of cognitive tests was ad tied to High
School and Beyond sophomores in the spring of
1980. and again 2 years later. when some had
dropped one and the swim were about to graduate
from high schooL Alexander Natriello. and Pallas
(1985) showed that. all else being equaL the students
who had stayed in school improved their test per-
formance during the 2-year period more than Andean
who had dropped out. These nests sae not closely
linked to a specific high school curriculum. but
tappet more general knowledge.

Other notmioneciry consequences of dropping ow in-
clude power health. deceased political participation.
and lessened social mobility. Honever that se no
recent and reliable estimates of these social costs of
dropping oat (Lyke. 1986).

Returning to the Educational System

Most dropouts. even when surveyeo shortly after
dropping out. believe that leaving school short of
graduation was a poor decision (Peng. 19851. Many
rearm to school at some point.

An estimated 40 patent of high school drop-
outs return to the educational system (i.e.. be-
come tenu.xes).

A recent study estimated that. of the approximately
100.000 dropouts from the California high school
class of 1983. almost 40 percent either received a di-
ploma equivalent or entered trade school or commu-
nity college immediately after leaving high school
iCalitonna Levslature Assembly Office of Research.

1985). California is somewhat un isual in allowing
18-year-olds without a high school diploma or the
equivalent to enroll in community colleges. so the
national proportion could be somewhat lower. On the
other hand. the 40 percent in California refers only
to returns immediately after leaving high school.
rather than eventual return to the educational system.

Many of those rearming to school ultimately com-
plete high school or receive an alternative credential
(returnee-completer).

An =imaged 3U percent of the students who
drop out eventually receive a high school di-
ploma or alternative credential (Kolstad &
Owings. 1986).

Students who drop out later in their high
school camas are more likely to return to and
complete high school than are early dropouts
(Kolsiad & Owings. 19861.

Based on data from the High School and Beyond
study, generally the same groups of students who am
most prone to-drop out are the ones least likely to
morn and complete high school or receive an alter--
naive cmdential within two ymrs of the time most
of them would have gal:Mated from high school.

Fever black and Manic dropouts return and
finish than white dropouts.

Dropouts from low socioeconomic backgrounds
are less likely to complete high school than
those from more advantaged backgrounds.

Low test scores make it less likely a dropout
will late: complete a high scnool education.

Dropouts living in rural and urban areas do
not complete high school as frequently as
those from suburban areas.

While males drop ow more than females. once they
have dropped out they are more likely to return and
complete than females (Koistad & Owings. 1986.

Older returnees typically do not reenter regular day
high school propams. Alternative programs have be-
come more prevalent in the past :0 years. Many
States and school districts have developed adult basic
educition programs to serve the needs of adults seal-
ing secondary schooling. These programs lead so a
variety cf certification wharves. inducting passing an
eowvalency cumulation.
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The mos flequent way to obtain an eouivalene. cre-

dential is through the Genera:
Educational Develop -

ment (GED) onganunaticm.

The number of persons taking the GED exam-

ination increased more than tenfold from 1961

to 1985 (Alum 21.4

The number of credentials issued has followed

a similar course. peaking in the early 1980's

at just over 500.000 per year.

Over 440.000 persons met State requirements

for passing the GED examination in 1985

(GED Taunt Service. 19861.

The GED and other credentialing systems designed

for adults help to explain age patterns in graduation

and completion rms.

National data show that the proportion of indi-

viduals who have completed high school in-

aeases considerably after age IS (table 3).

The magnitude of the noncompietior problem
differs substantially depending on whether one
considers 18-year-olds or 30-year-olds. In
1985. die proportion of 31 to 34-year-olds
who had not completed high school was 12.6
percent. as comomd to =3 pen= for IS-
and 19-yeanolds.

The inaease in completion rates with age reflects
several phenomena: students still in school at age
1S-19 completing high school. plus dropouts remis-
ing to school and completing regular graduation re-
quiem= or passing the GED or other equivalency

eternisation.

The effects of obtaining alternative high school pad-
union credentials have not been studied carefully.

Little is known about me .octal. economic and edu-
cational coneauences of obtaining high .cnool gradu-

ation credentials outside of regular dot scnool pro-

grams. Howeven there is some indication mat holuer.

of alternative credentials may not do as well atter
high school as regular day school graduates.

Researchers at the University of Wisconsin
have found that GED holders who enrolled in
college were much less likely to graduate man
regular day high school gradttates (Tugend.

19861.

A high school equivalency credential may represent
an intermediate status between high school dropout
and regular day school graduate. The Wisconsin data
indicate that many GED recipients have serious aca-

demic shortcomings. and perform academically at rel-
atively low levels. At the same tune. though. *sham-

ing a high school equivalency credential shows a
degree of persistence and ambition exceeding mat of
die typical high school dropout.

Rather research is needed on the characteristics and
experiences of holders of high school equivalency
credentials. and differences in the consequences of
akenunive routes to high school completion. While
the alte rnative aedential bolder may not be as suc-
cessful as a regular dey school graduate. he or sne
may be more successful than a dropotn who never
tams to the educational system.

Implications

The analyses of high school dropouts reported here
have several implications for educational policy and
research. Two important issues informed by this ciLs-

cession me dropout prevenuonfunvvention procams
and the sIgnificance of a high school =Soma.

Table 3
Proportion who have completed high school by age. October 1985

AR

is
11
23
2111) 25
211b30
tits 34

Powwow Imo awe avvisems own sumo

SWIM 11S Deimos 0 Commote. Imo sa me Ceram. Conga Posuason Se m% Omar ite.

Saws Emosaunt Somosoot ammo mission.
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FIGURE 2 Total volume of t Ling and number of credentials issued by the
General Educadonal Development (GED) Toting Service: 1961 to
1985
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Dropout Preventionintervention Programs

Three key facts about the process of dropping out.
which were highlighted earlier in the paper. are rele-
vant to the implementation of dropout prevention and

intervention programs.

many of the processes involved in dropping
out. such as poor grades and delinquent be-
havior. begin long before the high school
years.

A substantial number of students drop out of
school for masons apparently =elated to their
schooling experiences. such as assuming adult
family and work roles.

Many dropouts later return to the educational
system to complete high school.

Schooling is a cumulative phenomenon. and pro-
paws in the 10th or 11th grade may not counter-
balance loo ding academic problems. Programs
targedng high school-aged 'oath may be too lam to
have much of an circa on schooling plans. On the
other hand. pauerns of behavior in the elementary
grades an good predictors of patterns in later grades
(Bloom 19641

Since poor academic performance and social
adjustment are among the best predictors of
who drops out of school. it is possible to
identify ransom a -risk of dropping out be-
fore the high school years.

Dropout prevention programs may need to de-
liver services to a-risk 3tompters in the east
grades.

Not all students who drop out do so beet znse of
school problems. bottom. Many drop out botaose of
economic and family considerations. For some of
these modems. dropping out may be a rational deci-
moo in the short term in the face of less deshoble
alternatives. The high school completion rate for
than modems may be poised by snategies that either
allow them to may in school while meeting their
other obbpdons or factlitme their hoer mono so the
edocadooal system. Examples of programs this might
encourage such smdens to remain in school inclodc

Cooperative arrangspents that combine school
with work experience or childrearing (Lotto.
1982). and

Programs that allow for a more flexible use of
time. perhaps by lengthening a 4-year program
to 5 years (McDill et al.. 19861

However; a demonstration program that provided part-
time jobs during the school year and full-time jobs
during the summer to dropouts or potential dropouts
on the condition they stay in or return to school did
not decrease the likelihood of dropping out (Boris.
1985).

Since many dropouts come to believe that leaving
school was a bad decision (Peng. 19851 and a sub-
stantial share of them return to school. another area
um= additional effort might be productive is alter-
native pippins. The success of efforts to encourage
dropouts to become returnees hinges on identifying
the target population of out-of-school youngsters who
lack a high school diploma, and understanding why
they left school.

Interventions designed to bring young people
heck to school need to be fashioned in light
of the dropouts' previous educational histories
as well as their current needs.

Ake lib School Credentials
Is comenspecary society a high school diploma sig-
Woes soccessfol completion cf a program et studies
that many befieve provides at least minimal prelim-
tion for adult roles and responsibilities. A high
school diploma is also thought to certify certain lev-
els of academic performance. persistence. and de-
pendability. Employ= may require a high school di-
ploma of prospective employees as a screening
device. to mute minimum levels of these valued
oaks.

The ways of completing high school have expanded
considerably beand regular day school programs to
iochide the GED examination and other equivalency
examinations.

Little is known about the implications 1 ob-
taining varying types of aecientials.

It would be desirable to understand better who
naives which credentials. and what Me coo-
sequences of obtaining these various high
school credentials might be.

If different credentials signify different skills. ap-
titudes. and traits. then it is important for employers.
policymakers. and school officials to be aware of
these differences.
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