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Abstract

Most research on secondary school dropout has been
cross-sectional, and this has made it difficult to know
whether the differences observed between dropouts and
persisters are antecedents or consequences of
attrition. Furthermore, little is known about the
causes of dropout among non-majority students such as
native Indians. Investigators also have neglected to
consider the utility of using theoretical frameworks
that have proved useful in understanding various
behaviours.

This thesis was directed at learning which
variables contribute to dropout among Native and non-
Native students and at delineating combinations of
variables that are useful predictors of enrollment
status. The relative merits of the Ajzen-Fishbein
model and a general expectancy-value approach alsoc was
of concern. To these ends, a longitudinal,
multivariate investigation was undertaken. Information
from school records and questionnaires was used to
determine which factors distinguished students who had
persisted from those who had discontinued 1 year and

3.7 years after the initial survey.



The results revealed that dropout can be predicted
with considerable accuracy even over several years.
Intentions, absenteeism, grade average, and perceived
value of education were shown to be the most important
predictors. Information in school records enabled good
prediction. O0Of the two models, the Ajzen-Fishbein
framework showed the most promise. Although the data
were consistent with Fishbein's conceptualization of
how intentions are formed, it was shown that the model
needs refinement in accounting for actual behaviour.

On the basis of the findings from this and other
research, suggestions are given for decreasing

attrition.
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Chapter One
INTRODUCTION
This dissertation concerns dropout among Native

("Indian")1 ;44 pon-Native high school students. In

order to put the problem in perspective, the first
sections of this chapter concern the history,
demographics, aspects of present day life, and
education of Native peoples, especially those on the
Six Nations Reserve. Then, the magnitude of dropout
and research on its causes and consequences is
examined. After mentioning a few of the limitations of
many previous investigations (discussed in detail in
Chapter 2), it is contended that further research with
better methodology and theory is needed for an adequate

understanding of this problen.

1) Natives

i) Historical Background

Although many believe that Natives originated
from Siberian stock, there is little consensus
concerning when they arrived in North America (see
Driver, 1975; Oswalt, 1978; Spence, 1986). The

Norsemen described Eskimo-like people when they reached



North America about 1000 A.D. Some authorities believe
that Natives have lived here for at least 10,000 and
perhaps as long as 50,000 years. Regardless of the
date of arrival, it is clear that Natives were on the
continent long before Europeans. Natives helped the
new arrivals survive in an unfamiliar environment by
teaching, among other things, about new foods and
dangers. Many Native groups eventually entered into
treaties with the colonizers that set aside land as

reserves and guaranteed various privileges.

ii) Demographics

Today, Natives comprise between 1.2 and 3
percent of the Canadian population depending on how
"Indian" is defined (Frideres, 1983; Price, 1982).
Apparently, about 50% of the Natives in Canada are not
status or registered, meaning that they do not receive
the privileges and benefits given to status Indians
(e.g., health coverage). The Native population is very
young, with two-thirds of all Natives younger than 25
(Frideres, 1983). There are 2,242 reservations, 573
bands (Bienvenue, 1985) and about 50 Native languages
in Canada (Price, 1982). Price (1982) estimates that
in Canada, 28% of treaty Indians and 69% of non-treaty

Indians live off their reserve. Natives often choose



to live on reserves because these enclaves help them to
maintain their culture, language, and customs.
Moreover, moving off their reserve fesults in a loss of
federal benefits. In addition to variation in place of
residence (from extremely isolated to urban), there is
great diversity in how Natives earn their living.

While many still hunt and trap, or farm, others have
vocations similar to their non-Native counterparts.
Many Natives, including the Caughnawaga migrate to
urbqn centers for work in "high steel" construction and

industry.

iii) Living Conditions

Often Natives live in deplorable conditions
that are not conducive to academic persistence. As
Fuchs and Havighurst (1972) note, "The failure of
Indian education must be examined in the context of the
most severe poverty confronting any minority group in
the Unites States (pp. 300-301)." Commenting on
conditions in Canada, Bienvenue (1985) states that, "In
many ways, the profile of Canadian Indians approaches
the health conditions found in non-industrial countries
(p. 211)." Table 1 provides information relevant to

the quality of Native life in Canada.



Table 1! Native Conditions in Canada.

1. Infant mortality: 2 times the national average
(Bienvenue, 1985; Frideres, 1988, p. 145); 2.8% in
1978 (Price, 1982)

2. Suicide: 3 times the national rate (Bienvenue, 1985)

3. Life expectancy: 10% lower than average (Indian
Conditions: A Survey, 1980); 9-10 years less than
the average Canadian (Bienvenue, 1985)

4. Percent receiving social assistance: 50-70
(Bienvenue, 1985)

5. Percent living in poverty: may be as high as 80%
(Mifflen & Mifflen, 1982)

6. Crowding: In 1977, 65% of reserve homes in Canada
contained two families (Frideres, 1988, p. 193)

7. Amenities: In 1985, 60% of houses did not have
running water (Frideres, 1988)

Clearly, the Native standard of living is far below the

national standard and this no doubt contributes to

their low educational achievement, which in turn makes

it difficult to break away from impoverished

conditions.

iv) Education

The following material is presented to provide
additional perspective for understanding the education
of Native Canadians in modern times. Although Natives
had an informal educational system that emphasized

subsistence/survival skills prior to the European



arrival, it was viewed mostly with indifference or, at
worst, with derision by the newcomers. They desired to
educate the Natives about the new wéys and in the
process convert ("civilize") the indigenous people. As
chronicled in such sources as Abate Wori Abate (1984),
the Dutch, French, and British each contributed to
educating Natives. This early education, until about
1850, was carried out by various religious groups and
not surprisingly had considerable religious content.
Frideres (1987) describes the education in this period
as religious, segregationist, and oriented toward
conversion.

From 1850 to 1945, religious groups still
played a prominent role in the education of Natives.
During these years, students typically were educated in
residential schools. Apparently, it was thought that
removing students from their homes would result in
better learning. According to Abate Wori Abate (1984)
and Frideres (1987), school attendance until at least
age 14 or 15 became compulsory in the late 1800's.
Ngvertheless, education for Natives was not "free" in
Canada until 1927 or 1928 (Abate Wori Abate, 1984;
Frideres, 1987). The educators stressed farm work,
housework, and similar topics prior to the introduction
of provincial curricula, which in the case of the Six

Nations occurred by 1919 (Abate Wori Abate, 1984).



In Frideres' typology, the period after 1945
represents the next phase in the education of Natives.
In this era, the Church influence lérgely disappeared
as did residential schools. The government policy can
be described as encouraging integration of Natives and
non-Natives. Today, the groups usually attend
integrated high schools with a common curriculum.
However, there are 80 schools on reserves in Canada
that offer at least some secondary education (Frideres,
1987). Where Natives comprise more than 10% of the
school population or number more than 100, by law there
must be Native representation on the school boards
{Maclean, 1973). Schools with sizeable Native
populations usually offer material of interest to
Natives including Native history, and sometimes
instruction in Native languages. Aboriginal language
instruction often is offered in primary schools, which
are usually on a reserve. The Canadian Education
Report (1984) gives the following breakdown by
jurisdiction:

Band schools: 16%

Provincial and private: 54%

Federal: 28%

It has been noted by Abate Wori Abate (1984) and others
that from 1972, Native groups have adopted an official
policy of Native control of education, though it is

apparent that there is considerable controversy



regarding the ramifications of this. Abate states that
by 1981, there were 157 Indian "controlled" schools in
Canada. From the perspective of this thesis, it is
important to know that today, Natives are required by
law (Indian Act) to attend school until they are 16.
The government underwrites this education and at
present also pays for the post-secondary education of

the few Natives that reach this level.

ITI) Six Nation Natives

The Iroquois had sided with the Loyalists in
the American War of Independence, and in 1784, after
the defeat of the British, they were granted land along
the bank of the Grand River. The Natives of the Six
Nations -the Cayuga, Oneida, Mohawk, Seneca, Tuscarora,
and Onondaga {(Iroquois)- moved from New York to Canada,
with many, but not all settling along the Grand. They
already had established friendly relations with the
Mississauga who were living in the area.

Today, the Six Nations and Mississauga live
side by side, 23 miles south of Hamilton, on the Six
Nation and New Credit Reserves (see Figure 1). The Six
Nation's Reserve, with approximately 10,000 residents,
has the largest Native population of any reserve in

Canada and is one of the most economically developed.



Figure 1: Six Nation and New Credit Reserves
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The New Credit population is much smaller than its
sister reserve, being about 900. Apparently the
reserves have some 150 businesses, but as many as 60%
of the employed adults work off the reserve. Although
the Six Nations are doing well economically compared to
many Native groups, their standard of living is
considerably lower than what most non-Natives
experience. Most Natives on these reserves speak
English, though there is a little use of traditional
languages (e.g., Mohawk) on the Six Nation Reserve.
There are two political systems at Six Nations; the
dual systems are an hereditary, and an elected council
imposed on the Natives by the RCMP in 1924. Today,
most Native children attend primary school on the
reserve, followed by secondary education off the
reserve in integrated schools. The reader interested
in more detail on Native life in Canada or on the Six
Nation Reserve is referred to Abate Wori Abate (1984),

Arden (1987), Bienvenue (1985), and Jennings (1985).

III) Dropout

i) Dropout Rates

More students than might be expected are
discontinuing their education before receiving a grade

twelve diploma. Indeed, it has been estimated that 25



10

to 30% of Americans fail to complete grade twelve
(Hill, 1579; Powell Howard & Anderson, 1978; Steinberg,
Lin Blinde & Chan, 1984}. Although‘Hispanics, Blacks,
and Natives drop out of school in greater numbers than
Whites (Rumberger, 1983; Steinberg, Lin Blinde & Chan,
1984), it would be erroneous to consider these
differences to be solely determined by race. Factors
such as difficulty with English and low socioceconomic
status may be largely responsible for the relations
between race and dropout. The rate of attrition among
Native Americans is estimated to be between 40 (Lee,
1972; Price, 1982) and 60 (Otis, 1981) percent. In
addition, American Natives have been underrepresented
in college and university and fewer than 0.4% hold
graduate degrees (Churchill, 1981, p. 30).

Price (1982) estimates the overall dropout rate
in Canada to be 12%, and the Native loss as 80%, but
Census data (Census of Canada, 1981; 92-917) suggest
that the non-Native figure is too low. These data
indicate that 28% of Canadians between the ages of 25
apd 34 (ages by which most people who graduate have
done so) do not have a high school diploma, and that

the rates are even higher for older cohorts.?

In Ontario, approximately 62% of Native
students registered under the Indian Act compared with

24% of all students fail to progress from grade 9 to



11

grade 12 on schedule (A Demographic, Social and
Economic Profile of Registered Indians in Ontario,
1979). It is unfortunate that thesé figures confound
dropout and academic progress thereby making it
impossible to know the actual dropout rates.
Presumably, the figures mentioned are overestimates of
the unconfounded data since some students who are held
back will, nevertheless, eventually graduate. Data
reported by Watson (1977) indicate that during the
1974-1975 school year in Ontario there was a 12.4% loss
of secondary students. That is, 12.4% of all those
students, irrespective of race, who were enrolled in
September, 1974 discontinued sometime in that one
school year. The percentage of students who fail to
finish high school is not clear since the rate varies
by grade, and because some of these students probably
returned and finished their studies. However, Census
data (Census of Canada, 1981; 92-917) show that 27% of
Ontarians between the ages of 25 and 34 have not

graduated from high school.

ii) Consequences of Dropout

Regardless of the exact figures, it is evident
that in both Canada and the United States substantial

numbers of non-Natives and even more Natives are not
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completing a level of education that is becoming a
minimal requirement for entering the work place.

By discontinuing their educétion, dropouts are
foregoing what is often considered to be "the most
important determinant of occupational success" (Felice
& Richardson, 1977; Felice, 1981). Not only are these
students reducing their likelihood of employment, they
are, with a few notable exceptions, locking themselves
into low paid, unskilled, and likely temporary
employment. That education contributes to earnings is
borne out by Census data (Census 1981; 13579) on 25 to
44 year old Canadians which show that the average
annual income for workers with less than grade 9 was
811,785, compared to $14,281 for those educated between
grade 11 and 13, and $15,958 for individuals having

some post-secondary education.3 Moreover, dropout

results in higher social assistance payments and less
tax revenue. Indeed, it is estimated that each
dropout, over his or her lifetime, costs society as
much as $500,000 U.S. (Borman & Hopkins, 1987). 1In
addition to economic hardship, dropouts are often faced
with a host of non-economic consequences including low
self esteem (Patton & Noller, 1984; Tiggeman &
Winefield, 1984), decreased ability to function in
society, illiteracy, and possibly an increased

likelihood of involvement in criminal activity-4 The
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fact that many dropouts have the ability required to
complete high school (Elliott & Voss, 1974; Felice,
1981; Sewell, Palmo & Manni, 1981) makes the high rates
of attrition especially unfortunate, and underscores
the importance of determining the causes of this

wastage.

iii) Research on Dropout

As vyet, the determinants of dropout, especially
for Natives, are not well understood. Although there
is no shortage of speculation concerning possible
antecedents of dropout among Natives, few empirical
investigations have been conducted, and those that have
been undertaken often contain methodological weaknesses
which detract from their value.

In contrast, much useful descriptive research
has been conducted on non~Native dropout, which has
revealed that many factors such as home environment,
characteristics of teachers and schools, and the
personalities and beliefs of students are related to
educational persistence. Notwithstanding these
associations, however, our understanding of which
variables cause dropout, and which of them are the most
important is scant. The existing research, being

predominantly cross-sectional and univariate, has not
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been efficient in distinguishing true causal
relationships from spurious ones. Some of the observed
associations, as will be discussed in Chapter 2, likely
have, at times, been interpreted to reflect causal
influence when such an inference was unwarranted.
Indeed, some of the presumed "causes" of dropout
probably are consequences of the real determinants. As
well, some of the observed relationships between
predictors and the criterion of enrollment status
(dropped versus persisted) likely reflect the influence
of "third variables." Although such ambiguity is
largely attributable to the use of cross-sectional
univariate research strategies to the exclusion of
multivariate longitudinal approaches, a lack of theory
also is partly responsible. Without theory,
researchers are provided with little guidance
concerning which variables should be controlled or held
constant, let alone how to measure them. The paucity
of theory has, no doubt, had the additional effect that
educational attrition research has not been
particularly cumulative. Current research is not
guided by, and does not build upon past work to the
extent that would be possible with greater theoretical
development.

Although research into the bases of high school

attrition is guite atheoretical, work in some other
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areas such as occupational turnover, effort
expenditure, consumer purchasing behaviour, decision
making, and educational persistence.at the post-
secondary level has been associated with considerable
theoretical development. It is likely that these
theories also could be useful to understanding
attrition among high school students. The choice among
the theories, however, is difficult since few previous
investigators have employed competitive tests in which
two or more formulations are compared in a single
study. Nevertheless, it can be argued that the Ajzen-
Fishbein (Ajzen & Fishbein, 1980) and the general

expectancy-value models are most worthy of selection.5

These models have proved useful in accounting for a
wide range of behaviours, and unlike others, provide
considerable guidance concerning how to measure the
relevant constructs. Moreover, as will be discussed
later, these frameworks probably enable a deeper level
of understanding of the criterion variable, whatever it
might be. In view of these considerations and one
other, the potential to suggest ways of decreasing
dropout, the Fishbein and the expectancy-value
frameworks were used to guide the research reported in
this thesis.

It is expected that the research presented here

will improve understanding of the reasons underlying

.
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Native and non-Native attrition. With the use of a
methodologically rigorous multivariate longitudinal
design, this investigation should bétter delineate
which factors are true causes of the decision to drop,
as well as provide greater insight into how they exert
their influence. The use of two theoretical frameworks
that have proven useful in other domains, but which
have never been used to understand high school
attrition, also is expected to prove instructive.
Although the formal aspects of these models (to be
discussed in chapter 2) are not the main focus of the
current investigation, it is anticipated, nevertheless,
that this study will contribute to improvement of the
models. With this background, it is now appropriate to
review the research strategies employed by previous

researchers, and the results they have obtained.
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Chapter 1 Notes:

! The term Native is used rather than Indian,
which is both inaccurate (Driver, 1975) and less
preferred by those people who inhabited North America
prior to the arrival of Europeans (Abate Wori Abate,
1984).
2 The difference between the Price (1982) and
Census (1981) estimates of the overall Canadian
attrition rate probably is, in large part, due to the
use of different age cohorts. Although both works seem
to be equally up to date, I suspect that the estimates
are based on students who started their education at
different times. The Census data pertain to
individuals who were 25 to 34 in 1981 and who had
started school between approximately 1952 and 1961. In
other words, the estimate of 28% pertains to a 1952 to
1961 cohort. On the other hand, it is likely that the
figure reported by Price (12%) refers to a newer age
cohort, possibly one that started Kindergarten in the
1970's.
3 Vincent and Black (1966), however, found little
evidence that dropping has deleterious occupational or
economic conseguences, but this finding is the
exception rather than the rule, and probably reflects
the presence of a job market that was healthier than
the current one.

4 Although many have assumed that dropout
contributes to delingquency on the basis that dropouts
engade in more delinquency than persisters, the
relation may be spurious. Consistent with this view,
Elliott and Voss (1974) found that dropouts were less
delinguent after discontinuing compared to when they
were enrolled. The act of leaving, contrary to
conventional wisdom, reduced the freguency of
delinquent acts, showing that dropping out sometimes is
associated with positive conseguences.

.5 The Ajzen~Fishbein model, for ease of
exposition, often will be referred to as the Fishbein
model as is common in the literature.



CHAPTER TWO

Historical Review

This chapter consists of two parts, with the
first devoted to a discussion of the research
methodology used in past studies and a review of the
results reported, and the second part to an outline of
the Ajzen-Fishbein and the general expectancy-value
models. It is contended that these models, or more
likely modified versions of them, will help to provide
a framework from which to organize conceptually the
enormous body of findings reviewed in Part One

concerning factors associated with dropout.

I) Research Designs

Previous studies differ in what sources of
information are used, when the data are obtained in
rglation to dropout, whether univariate or multivariate
analyses are undertaken, and in how the causes of
dropout are determined.

Although the majority of investigators have
used measures of statistical association between

predictors and the criterion to determine which

18
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variables contribute to dropout, a few have employed
more "direct" approaches. For example, some
researchers (e.g., Bartley, 1980; Cbladarci, 1983;
Hewitt & Johnson, 1978; Horton & Annalora, 1974; Obe,
1980; Watson, 1976) simply ask students to provide
their reasons for leaving. In other studies (e.g.,
Rubin, 1974), teachers were asked to rate the
importance of the presumed causes. The reasons that
frequently are given in the two types of inquiries are
not liking school, wanting to take a job, and failing
grades, each of which do not appear to be satisfactory
explanations of dropout. Such responses may be
rationalizations rather than true causes (Garrison,
1987). Furthermore, factors such as low marks are
conceivably symptoms of the underlying causes of
dropout, rather than causes themselves (Beirn, Kinsey,
& McGinn, 1972; Berry, 1966; Rumberger, 1983). For
example, both low marks and dropout could be caused by
a belief that education is not helpful in reaching
one's goals. 1In addition, this approach presupposes
that the respondents have a clear understanding of the
reasons for dropping, and that they will state these
reasons to the researcher. As Lee (1972) and Beirn and
his colleagues have noted, there are grounds to doubt
these assumptions. At best then, the results from these

inguiries can be regarded as suggestive.
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i) Cross—-Sectional

By far, the most common design is cross-
sectional with univariate statistical analysis.
Questionnaires, interviews, school records, or some
combination of these are used as sources of
information. Students who have dropped out usually are
compared with a group of persisters, but a few
researchers have evaluated them against test norms
(e.g., Sewell, Palmo, & Manni, 1981), a comparison
which is misleading if the normative data were derived
from individuals who differ from those under study.
Potentially important factors are examined individually
(i.e., univariate analyses), and their impact is gauged
by the common t-test, or by correlations.
Unfortunately, the cross-sectional univariate design is
far from optimal in determining causally important
factors. Not only is it weak in separating true causal
relations from those which are spuriously caused by
third variables (correlates of both the predictor and
criterion variable), it may lead to a perception of the
consequences of leaving as causes (Lee, 1972).

Misidentifying conseguences as causes is
especially likely where the time between the act of

leaving and the administration of the survey is long,
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because in these circumstances the dropouts have had
time to face some harsh realities (e.g., unemployment,
parental rejection etc.) which may broduce changes in
outlook and other characteristics. In fact, there is a
growing body of literature that shows that dropouts are
less likely to find employment (Beirn et al., 1972;
Weidman & Friedmann, 1984), earn less, and are in
occupations of lower status both when they enter the
labour force and over the long term (Beirn et al.,
19?2; Blakemore & Low, 1984; Boyd, Goyder, Jones,
McRoberts, & Pineo, 1981; Hathaway, Reynolds, &
Monachesi, 1969; Jencks, 1979; Mifflen & Mifflen, 1982;

Schiefelbein & Farrell, 1978, 1984; Weidman &

Friedmann, 1984).1 o(n the whole, the literature
indicates that dropouts face bleak employment

scenarios.2

It is also guite well established that
unemployment can have adverse effects on self esteem
and depression (Patton & Noller, 1984; Tiggeman &
Winefield, 1984), as well as on other psychological
variables. Given the relationship of dropping to
upemployment, and, in turn, its effects on
psychological characteristics, it can be misleading to
use cross-sectional designs to infer the causes of
dropout.

Another drawback of cross-—-sectional approaches

is that students are difficult to contact and to
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recruit for research after they have discontinued.

Many do not to participate (e.g., 59% in Watson's
Ontario study despite multiple atteﬁpts to survey the
students; 79% in Coladarci's investigation of Natives),
and those who do agree may be less cooperative than
they would have been had they been contacted earlier.
In other words, it is reasonable to wonder about both
the representativeness of the participants and the
gquality of the data they provide (see Coladarci, 1983).
Several researchers have used "dropouts" who were
enrolled in career awareness (e.g., Sewell, Palmo, &
Manni, 1981) or youth corps (e.g., Tseng, 1972)
programmes, presumably to ensure an adequate
participation rate. However, such groups are likely
atypical of dropouts in general (most dropouts do not
participate in programmes like these), and therefore

the results may be sample specific.

ii) Retrospective

In addition to the cross-sectional research
(univariate and multivariate), a few retrospective
studies exist. The two types of retrospective research
require as a first step that the dropouts and a
comparable group of persisters are identified. 1In the

first variety, record-based retrospective work, records
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then are examined (e.g., school or police) to determine
how the dropouts and the persisters differed at an
earlier date (e.g., LLoyd (1976), Sfroup & Robins
(1972), and Yudin, Ring, Nowakiwska & Heinemann (1973).
The second kind of retrospective research supplements
records with information recalled by respondents
concerning, for example, participation in past
activities, and attitudes as they existed some time,
possibly vears ago. In these designs, it is impossible
to regard consequences of dropout mistakenly as causes
if predictive information is derived from records
predating withdrawal from school. Furthermore, the data
from records probably are of better quality than
typically is obtained in cross-sectional
investigations. Respondent faking and bias is
obviously not a problem where records serve as the sole
source of information, but clerical error can be
troublesome. The major shortcoming is that the types
of predictor data that can be used are quite limited.
Information about home background is often scant, and
pgychological character&stics usually are not
mentioned. As such, this approach, although useful,
does not lend itself well to a comprehensive analysis
of the multiple determinants of attrition. The second
type of retrospective research tries to redress the

narrow scope forced by the exclusive use of records by
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having respondents recollect. However, information
",..can be seriously misreported, due to either simple
memory loss or self-serving distortion."(Kerchoff,
1980, p. 258) Thus, both types of retrospective
designs have shortcomings. Although in some cases well
conducted retrospective research can be superior to
cross-sectional work, it is not as useful as
longitudinal approaches.

The frequent use of the cross-sectional
approach and the occasional use of retrospective
studies despite their serious limitations is probably
largely due to the ease of conducting this type of
-study, and because in the early stages of attrition
research it probably was considered better to err on
the side of identifying too many factors than not
enough. Few studies have used the more valid and

informative longitudinal multivariate approach.

iii) Longitudinal

In longitudinal investigations, information on
a large number of students attending school is used to
determine their status (dropped/persisted) at a later
time. Since the predictive information is gathered
before the act of dropping, it is impossible for the

predictors to be consequences of the behaviour. Along
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with multivariate analyses in which several variables
are examined simultaneously to ascertain their separate
or independent effects, longitudinai designs are useful
for identifying potential causes of dropout. However,
there are several costs incurred when this approach is
used, not the least of which include having to wait for
data on enrollment status, the need to survey a larger
number of students, and the increased complexity of
file handling and data analysis. Not surprisingly, few
previous researchers have employed this approach, the
notable exceptions being Borus & Carpenter (1984),
D'Amico(1984), Delaney & Tovian (1972), Elliott & Voss
(1974), Greaney (1973), Hill (1979), Gottfredson
(1982), Poole & Low (1982), Schiefelbein & Farrell
(1978), Scott and Scott (1982), and Thomas (1954).
Unfortunately, none of these studies included Natives,
and several have methodological weaknesses which
detract from their value. For example, the
Schiefelbein and Farrell (1978) investigation,
conducted in Chile, compares persisters with students
who have either dropped or who have been held back,
thereby confounding dropout with grade retention.
Presumably, in Chile those who fail are not likely to
graduate. Otherwise, Schiefelbein and Farrell's

decision to combine these students is unjustified.
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Other studies can be faulted for using too few subjects
to develop stable predictive equations.

The attrition research also varies in a number
of other ways including the guality of the measures
used, whether dropouts, transferees, and stopouts are
distinguished, and in the comparison group employed.
Although most researchers compare dropouts with
graduates or students still enrolled in high school, at
least one (Yudin et al., 1973) contrasts dropouts with
college attenders, a comparison which would be expected
to accentuate the difference between dropouts and
persisters. The inclusion of an unegual number of
males and females in the two groups used in this study
also limits its value. Whereas 30 males and 20 females
comprised the dropout group, the corresponding numbers
among the college bound were 14 and 36. With this
imbalance, it is difficult to know to what extent the
reported differences reflect dropout/persister rather
than gender differences.

Having reviewed research methodology employed
ip the investigation of dropout, the results from
attrition research are presented now. Because of the
largely atheoretical nature of the research (see
Elliott & Voss, 1974 and Saha, 1985 for notable
exceptions), it is not possible to relate the work to a

theoretical framework. Instead, it will be described
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factor by factor, with the background factors discussed
first, followed by the school factors, and then the
personal determinants.3 although not all of this
discussion is directly relevant to this dissertation,
it provides a context for understanding the variables
employed. Within each section, the results from the
univariate analyses typically are presented first,
followed by those from the generally stronger

multivariate designs.

II) Research Findings

i) Background Factors

Family characteristics such as size, income,
parental educational levels, social status, exposure to
dropout, and academic encouragement might be expected
to influence educational persistence. Thus, it is not
surprising that these factors often have been

investigated.

a) Parental Education

The results concerning parental education
depend on the type of analysis employed. Whereas the
univariate analyses generally show that students are

less likely to drop if their parents are well educated
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(Bledsoe, 1959; Tseng, 1972; Watson, 1976), the
multivariate designs do not, though there are
exceptions. For example, Stroup and Robins (1972)
found maternal education among Blacks to be unimportant
in both univariate and multivariate analyses, which
used years of educational attainment rather than
enrollment status (dropped or persisted) as a
criterion. Unfortunately, the relevance of paternal
education could not be assessed because much data was
missing. In Lloyd's 1976 study, paternal but not
maternal education yielded a significant correlation
with the grade of withdrawal among White boys and
girls. Neither maternal nor paternal education was
important in a multivariate analysis.

Lloyd (1978), on the other hand, found both
maternal and paternal education levels to correlate
with persistence (persisted or dropped; r = .23,
p< .05). However, neither parents' education was
relevant in accounting for the educational persistence
of males when factors such as academic performance,
apsenteeism and ability were controlled. In the case
of females, maternal education was shown to be
important, even with these controls.

Rumberger's research (1983), based on a
national sample of American youth, also is relevant to

the importance of education. For each of three ethnic
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groups {(Black, Hispanic, and White) and the two sexes,
equations were developed accounting for the probability
of dropping as a function of mother}s earnings,
mother's education, father's earnings, father's
education, number of siblings, a literary index (based
on the presence or absence of newspapers, magazines,
and a library card), place of residence, and
unemployment rate. Controlling the other background
factors, the levels of both parents' education were
important predictors under some circumstances.

However, male dropout, except among Blacks, was not
related to maternal education, and similarly, paternal
education had no relevance to dropping among females
regardless of their ethnicity. The effects for
parental education were considerably smaller than those
vielded by the literary index. No analyses were
conducted in order to test for the effects of parental
education controlling for (net of) such student factors
as ability, motivation and academic performance.

Hence, little insight was gained regarding how parental
education exerted its effects.

However, Hill (1979), who used data from the
National Longitudinal Survey of Young Men, found that
with higher parental education the probability of
dropping decreased, even when ability, as indexed by

IQ, was held constant. This result suggests that well
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educated parents impart to their children
characteristics other than high IQ that make the
children less likely to drop. Moti&ation is likely
relevant, though financial resources might play a role
too. As in two of the other studies (Lloyd, 1976;
Rumberger, 1983), male dropout was influenced more by
paternal than maternal education.

Little can be said about the role of parental
education in high school dropout among Natives because
none of the research investigated this factor.

However, it is worth mentioning that parental education
has been shown to influence college attendance (Thomas,
Alexander, & Eckland, 1979), and level of postsecondary
educational attainment (Sewell & Hauser, 1972; Wolfe,
1985) among non-Natives. In view of the influence of
parental education on educational persistence in
general, it is not unreasonable to expect parental
education also to influence the decisions of Natives to

persist or drop.

Q) Family Size

It has been reported that dropouts come from
larger families. Watson (1976), for example, in an
Ontarjio attrition study, found that the families of

dropouts contained an average of 4.3 children compared
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to a provincial average of 3.6. Similarly, Greaney
(1973), in his investigation concerning persistence to
secondary school among Irish studenfs, discovered
dropouts to be from families with more children (6.49
versus 5.24). Lloyd (1978) found number of siblings to
correlate with persistence (r = -.26), but in his
earlier work which used grade of withdrawal as a
criterion, number of siblings was barely significant,
and only for males (r = -.16). Contrary to these
findings, Stroup and Robins (1972) determined that
number of siblings was inconsequential. However, their
finding is the exception, and it may have been caused
by collapsing the information on number of siblings
into gross categories, or to the use of a select group
-—-Black students with IQ's greater than 85.

The univariate data generally show family size
to be relevant, but how this factor influences dropout
is left unclear. Students from large families could be
adversely affected by having fewer financial resources,
or by having less interaction with their parents who
would be expected to be busier than parents from
smaller families. Less interaction could then result
in lower IQ, worse academic performance or less
interest in academia. The multivariate analyses

provide some insight into the mechanism.
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In a multivariate context that controlled for
several background variables (parental education,
earnings, availlability of reading méterial in the home,
place of residence, and unemployment rate), Rumberger
(1983) found number of siblings to be important only
for Whites. The factor was irrelevant among both
Blacks and Hispanics, a finding which underscores the
importance of conducting separate analyses for
different ethnic groups.

Those analyses which control for ability and
performance in addition to background factors yield
discrepant results. Both Lloyd (1976) and Greaney
(1973) found family size to be unimportant. Lloyd's
(1978) data, on the other hand, revealed it to be
relevant, but his ability and performance measures were
obtained in the third grade. The results might have
differed if ability and performance had been assessed
in a later grade. Hill's data (1979) showed that for
Whites, number of siblings had an effect independent of
family income, parental education, IQ of students, and
several other variables. For non-Whites, number of
siblings had no direct effect on dropout but influenced
IQ and knowledge about the workplace, two factors which
were found highly relevant to persistence.

Clearly, family size influences the likelihood

of dropout, but it may act in a different manner
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depending on ethnicity. The effect, however, is gquite
small, and how it is mediated is not well understood.
It appears that sibling number acts.largely by
influencing student IQ and academic performance but not
solely so. Little can be said about the role of family
size on Native attrition because none of the existing

studies examined this factor.

c)} Income

Watson (1976) reports that, in Ontario in 1974,
dropouts who were interviewed had a median family
income considerably lower than the provincial median
($11,500 versus $14,000), and when family size was
taken into account, it was estimated that perhaps as
many as 24% of the dropouts came from poor households.
Interestingly though, the students who reported having
left for economic rather than "personal"” or "school"
reasons were not "an economically select group"”
(Watson, 1976, p. 271), as would be expected if they
were truly needy.

Others also have found income to be relevant.
In terms both of its direct and indirect contributions
(mediated by other variables), family income was shown
by Hill (1979) to be one of the most important

determinants of persistence among Whites. It was as
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important as parental education, and of greater
importance than IQ, and number of siblings. For non-
Whites, the total (direct + indirecf) effect of income
was large compared to the other variables, but its
direct effect, net of several background factors
(school quality, IQ, knowledge of the work force, and a
few other variables), was negligible. Thus for non-
Whites, income seemingly reduced the probability of
dropping through its influence on IQ and knowledge of
the workplace.

Rumberger's results (1983) showed earnings to
be important among Whites, but not Blacks or Hispanics
when other background characteristics (listed in the
discussion on family size) were controlled. Again, the
process of influence seemed to vary by ethnicity.
Unlike the previous study, this one indicated that
earnings were of less direct importance than parental
education. Earnings also were less relevant than the
availability of reading material in the home. No
research has considered the role of family income on

dropout among Natives.
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d) Social Class

Households often have been ﬁlassified according
to social class or socioeconomic status (SES) to
understand such criteria as educational and
occupational attainment. Generally, SES scores have
been assigned on the basis of the head of the
household's occupation, and the manner of obtaining
these scores has varied considerably. Some researchers
have classified occupations in terms of general skill
levels (e.g., unskilled labour, skilled labour, sales
or clerical, professional), whereas others have rated
them in terms of prestige, a related yet somewhat
distinct construct, which is determined largely by the
educational requirements of the job and its salary
(Blishen & McRoberts, 1976). The research also varies
concerning whether "homemade” or established measures
(e.g., Blishen, Duncan, Hollingshead, Pineo-Porter
scales) are used.

At the univariate level, social class is found
to be associated with dropout, though not strongly.
.Bledsoe (1959) found children of professionals,
managers, salespeople, and clerical workers comprised a
smaller percentage of the dropout population than would
be expected given their frequencies in the general

population. The offspring of unskilled labourers,
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retirees, and the unemployed were overrepresented among
dropouts. In Tseng's survey (1972}, the fathers of
persisters were reported to hold jobs of higher skill
level and prestige than those held by the fathers of
dropouts who were attending a youth corps programme.
Similarly, Greaney (1973) found students who
discontinued after the 8th grade came from homes where
the father's occupation was, on the average, of a lower
skill level. Stroup and Robins (1972), who used an
index based on parental education, home and car
ownership, employment in a skilled or unskilled job,
and a few other factors, found higher social class to
be associated with pgrsistence (r = .22), but six other
factors were related more strongly to the criterion.
The correlation between SES and persistence was
virtually identical to the one obtained by Lloyd
(1978), who used a scheme with seven categories based
on the Hollingshead Scale. Saha (1985) found social
class, as indexed by the ANU 2 occupational status
scale, to be associated with years of educational
aFtainment (r = .20 to .27).

A few multivariate analyses show socioceconomic
status to be an important predictor of persistence,
with higher social class associated with an increased
likelihood of persistence. Poole & Low (1982), in a

discriminant analysis incorporating 22 variables, found
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SES (operationalized by classifying families as low,
middle, or upper class based on parental education and
occupation) to be one of the most iﬁportant variables
discriminating persisters from dropouts. Greaney's data
(1973) indicated that a five category SES scale
(professional to unskilled) was one of the most
important variables in a discriminant analysis which
used 29 or more variables including academic ability
and performance. However, it is likely that the
importance of SES was overstated relative to the
ability and performance measures. The simultaneous
inclusion of several ability and performance measures
placed these variables at a disadvantage because a
factor (as indexed by measure 1) can exert little

effect when it is controlled (measure 2).4 gchiefelbein

and Farrell's discriminant analysis showed social class
to be an important predictor of "survival on time”,
only exceeded in importance by eighth grade mark. In
this study, social class had been operationalized as a
factor analytic composite of parental education,
o¢cupational prestige, and an index for consumption of
goods in the home.

Other research has shown social class to be
unimportant (e.g., Lloyd, 1976) or of lesser importance
as a "predictor” than several other variables such as

academic performance, ability, expected occupation, and
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absenteeism (e.g., Lloyd, 1976; Richardson & Gerlach,
1980; Saha, 1985). On the whole, the literature
indicates that SES often is relevanf, but ability and
performance are even more important. Despite the
relation between SES and persistence, it seems
appropriate to use a more differentiated conception.
Parental education, and occupational characteristics
are probably best treated as separate variables, rather
than grouping them together and obscuring potential
differences in the associations of the variables with
persistence. This more fine grained approach is
expected to reveal better the basis of the SES-

persistence association.

e) Exposure to Dropout

Watson (1976) found that almost half of
Ontario's dropouts had one or more siblings who had
already dropped out, a proportion which is obviously
much higher than would be found for persisters of
comparable age. Elliott and Voss's (1974) univariate
and multivariate analyses indicated exposure to dropout
in school or at home contributed to dropout.
Interpretation of the "exposure to dropout in the
home"-persistence association, however, is somewhat

unclear because their measure of the predictor assessed
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not only exposure to siblings or parents who had
dropped, but also perceived parental attitudes
concerning educational attainment. -This confounding
makes it difficult to know whether attitude, exposure,
or both variables were responsible for the relation
observed.

That exposure to dropout may, contribute to
attrition is somewhat surprising, especially when one
considers that dropouts often fare poorly in the job-
market. Given the difficulties faced by dropouts, one
might expect that students who are contemplating
leaving and who are aware of these problems might be
more inclined to continue, all else being equal.
Interestingly, Coladarci (1983) reported that 90% of a
sample of Native dropouts claimed they would advise
students thinking of dropping to stay in school or to
reconsider their decision. Preston (1974) also reports
that Native dropouts encourage their siblings to
continue. Presumably, the majority of non-Native
dropouts would yive similar advice. If this is the
case, why is exposure to dropout linked to an increased
likelihood of dropping? One possibility is that it is
not dropout but a correlate such as a family background
not conducive to finishing that is responsible for the

observed relation.
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f) Parental Encouragement

Students with parents who sfress the importance
of education would be expected to be more likely to
persist. Consistent with this expectation, Tseng
(1972) found that dropouts who were attending a youth
corps programme reported less familial encouragement
concerning academia than did a group of age-matched
persisters. However, Watson (1976) cited that 75% of
the dropouts interviewed in an Ontario study claimed
that their parents had stressed the importance of
schooling. Together, these investigations suggest that
the parents of dropouts do not discourage academic
achievement, rather they encourage it to a lesser
extent than do the parents of persisters.

Schiefelbein and Farrell (1978), in their
research on "survival on time" to grade 12 among
Chilean students, assessed the importance of “family
value environment"”, and "direct stimulation by
parents". Scores on family value environment were
determined by the students' responses to items
concerning how important their parents regarded
intellectual interests and activities, education,
economic success, and social prestige. Direct
stimulation was measured by a series of questions about

the interest, and help received from parents in



41

schoolwork. Neither construct was important in a
discriminant analysis used to differentiate students
who reached grade 12 on time from those who did not.
Whether this anomalous result was due to the use of
Chilean students, a criterion different from that
employed in most attrition research, a longitudinal
design, or to the inclusion of many variables (an
unspecified number, but at least 25) in the
discriminant analysis is unclear. Unfortunately, the
researchers did not report the univariate relations
between family value environment, direct stimulation
and "persistence”.

Two studies provide data that are indirectly
relevant to the role of parental encouragement. Poole
and Low (1982), who studied attrition in Australia,
found frequency of job discussion with parents to be
one of the most important factors separating dropouts
from persisters in a multivariate context. It is
likely that parents who frequently discussed
occupational matters with their children stressed the
importance of education in achieving occupational
goals. Rumberger (1983) found a "cultural index" based
on the presence or absence in the home of newspapers,
magazines, and a library card to be the best predictor
of persistence among the background factors he

examined. The effect was net of several other
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background characteristics including parental earnings
and education. It is possible that the presence of
reading material in the home is a proxy for interest in
academic matters, and if this is so parental interest,
rather than the mere presence of the items may be
responsible for the association of the cultural index
with persistence.

Studies with Native students provide evidence
which suggests that they may receive insufficient
parental support for education. Zentner (1972)
reported that Natives were less likely than non-Natives
to report that their parents would be very upset if
they did not graduate. This might indicate that
Natives provide less support for educational
persistence. Some credibility is lent to this
interpretation by Coladarci's (1983) finding that 40%
of a sample of surveyed Native dropouts reported a lack
of parental support for schooling. Further evidence
can be found in a study conducted by Elliott (1970) in
which Native students, as compared to non-Natives, were
fgund to perceive less parental encouragement
concerning academia. The parents of Natives also were
thought to be less likely to want their children to
pursue post secondary education. Lee (1972) concurs
that Natives receive less parental encouragement.

Preston (1974) noted that Cree parents sometimes give
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mixed messages to their children (e.g., admonitions to
do well and encouragement to drop to be with the
family). In addition to the empiriﬁal support just
reviewed, there also is considerable speculation that a
lack of parental concern contributes to Native dropout
(e.g., Fuchs & Havighurst, 1972; Kaegi, 1972).

It is conjectured that some Indians provide
little encouragement regarding academics because
education is thought to be antithetical to religion.
Others have suggested that there is less encouragement
because Natives fear that education will erode their
culture, and might alienate children from their parents
(Kaegi, 1972; Abate Wori Abate, 1984). Parents from
the Six Nations Reserve, however, seem to regard
education as very important, as indicated by the high
turnout rate (82%) at the November 2, 1981 parent-
teacher interviews at the primary school level (Abate

Wori Abate, 1984).

g) Cther Background Factors

A host of other potential influences, only a
few of which are mentioned here, alsoc have been |
examined. Tseng (1972) found that dropouts reported
their fathers to be less accepting than did age matched

persisters. Among Natives, there is evidence
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suggesting that the parents of dropouts exert less
parental control (Delk, Urbancik, Williams, Beryg, &
Kahn, 1974).

Use of a language other than English also has
been implicated in contributing to both Native
(Robinson, 1985) and non-Native attrition (Poocle & Low,
1982; Steinberg, Lin Blinde, & Chan, 1984), but it has
been noted that this relation may be spuriously caused
by virtue of language minority students coming from
disadvantaged backgrounds (Steinberg, Lin Blinde, &
Chan, 1984). Poole and Low's data, showing that
language exerted an effect even when social class was
controlled, suggest that the relation is genuine, but
more research is needed to discern the robustness of
this influence,

Dropouts also have been reported to change
schools more frequently than persisters (Stroup &
Robins, 1972; Yudin, Ring, Nowakiwska, & Heinemann,
1973). Nevertheless, the increased mobility might not
be a cause of dropout. Conceivably, the association
between transfer and dropout could arise because they
share common determinants. Not surprisingly,
employment conditions have been found to influence
persistence. Low unemployment rates are accompanied by

an increased likelihood of dropout, but the relation
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does not appear to be a strong one (Hill, 1979;

Rumberger, 1983).

h) Summary - Background Factors

Prior research has shown that a number of
family background characteristics influence the
likelihood of dropout. Coming from a large family,
having parents with little education and low paying
jobs, exposure to dropout, and a lack of parental
encouragement for academia all have been demonstrated
to be conducive to dropout. A favourable job market
also can draw prospective dropouts away from their
studies. However, the importance of these factors
among Natives is less clear due to a paucity of
research.

Although many background factors contribute to
dropout, little is known about which ones are the most
important. Furthermore, the processes by which the
background factors exert their effects have bheen
lgrgely unexplored, a state of affairs that is
attributable to a tendency among investigators to
examine only a few variables at a time, and to the
overuse of univariate data analysis. The few existing
multivariate studies have helped to fill these gaps in

our understanding.
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This research shows that background factors are
important and that academic performance, ability, and
variables such as absenteeism have én even greater
influence. It also has shown that many of these
background factors are related distally to dropout,
with their effects transmitted through more proximal
causes such as academic ability, motivation, and

academic performance.

ii) Academic Factors - Aggregate Level

There is evidence at both the individual and
the aggregate levels of analysis that academic factors,
such as characteristics of individuals, classes and
schools, are related to attrition, but some of the
findings vary considerably between studies. Of the
class and school factors, the most commonly
investigated are class size, type of school (e.g.,
academic or technical), and quality of schools as well

as of teachers.

a) Class Size

The literature indicates that class size, at
least within the typical range, is not a major cause of

dropout. Bledsoe (1959) reports that high school
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dropouts, in comparison to persisters, come from larger
classes in the early grades (Gr. 1 to 3), but have
smaller classes thereafter. Greaney (1973) found class
size to be irrelevant in his study of the decision to
persist or discontinue after completing primary school.
On the other hand, Biniaminov and Glasman (1982),
counter to intuition, determined that large class size
fostered persistence among Israeli students, but the

effect was small and indirect.

b) School Quality

In Chile, Schiefelbein and Farrell (1978)
showed that good facilities and gqualified school
personnel fostered persistence. The effects were
sufficiently robust to be manifest in a multivariate
discriminant analysis. On the other hand, Hill, in an
American study, found school guality to be
inconsequential (1979). The results of these two
investigations likely differ because of the use of
different dependent and independent measures, or
possibly because quality varies more in Chile than in

the United States.
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c) School Type

There are several reports that dropout rates
are higher in technical or vocationél schools than in
academic schools (Poole & Low, 1982; Schiefelbein &
Farrell, 1978). Furthermore, the Poole and Low
investigation showed the difference to persist even
when verbal ability was controlled. Thus the higher
rate of dropout for vocational schools was not likely
to have been due to these schools having worse
students. Saha (1985) found that private and
government operated Australian secondary schools
produced similar levels of educational attainment.
There is also some evidence that the type of primary
school attended can be relevant. For example, Greaney
(1973) found private primary schools to be moré
conducive to persistence, even when a host of other
variables were controlled. Schiefelbein & Farrell
(1978) found that 8th graders who attended a grade
eight class attached to a secondary school were more
apt to survive than were students from regular grade
eight classes, or students from classes with grade 8
attached to vocational institutions. Whether this
result was caused by differences in the schools
attended or other factors (e.g., ability might be

related to school choice) is not entirely clear.
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iii) Academic Variables: Individual Level

At the level of individual students,
absenteeism, academic ability, academic performance,
participation in extracurricular activities, and
relations with others such as teachers and peers are

the most commonly researched factors.

a) Academic Performance

Academic performance, as indicated either by
grade average, scores on standardized tests, or grade
retention, consistently has been shown to be one of the
best discriminators of dropouts and persisters, with
the former performing worse.

Descriptive information on performance is
provided by Yudin, Ring, Nowakiwska and Heinemann
(1973) who found that dropouts received an average mark
of D+ in their last complete school year compared to B-
for the college bound. Moreover, 74% of the dropouts
hgd repeated a grade sometime before dropping. Greaney
(1973) reports that those who discontinued did worse on
every measure of academic performance examined (class
rank, reading, oral and written work, mechanical and
problem arithmetic). Black dropouts also are reported

to achieve lower grade point averages (Felice, 1981).
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Similarly, Watson's (1976) data show that dropouts in
Ontario schools often have mediocre marks.
Nevertheless, 72% of the dropouts héd marks of D or
better, and 39% had at least a C average, indicating
that many dropouts are intellectually capable of
finishing school as has been noted by many researchers
(e.g., Beirn et al., 1972, Felice, 1981; Thomas, 1954;
Voss & Elliott, 1974; Watson, 1976).

The univariate research in which bivariate
correlations between academic performance and
persistence are computed shows performance to be an
important variable. For Black students, Stroup and
Robins (1972) obtained a correlation of -.49 (the
largest correlation they found) between the number of
academic quarters repeated in elementary school and the
number of high school years completed. Among Whites
(Lloyd, 1976, 1978), the correlations between academic
performance in primary school and years of high school
completed ranged from .23 to .36, depending on the
measure of performance, and grade retention yielded a
cgrrelation of -.30 with the criterion.

Multivariate analyses also indicate that
performance is one of the variables most highly
associated with persistence (Delaney & Tovian, 1972;
Greaney, 1973; Schiefelbein & Farrell, 1978; Stroup &

Robins, 1972; Voss & Elliott, 1974).
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There is little research concerning the
relation between academic performance and attrition
among Natives. Delk et al. (1974),'in a comparison of
Papago Indian persisters and dropouts, apparently found
that dropouts had lower marks, but the data were not
reported. Patton and Edington's (1973) investigation
of factors related to Native persistence at the college
level is of tangential interest. 1In their discriminant
analysis, college grade point average and high school
rank were among the best predictors. Not surprisingly,
academic performance is also one of the best predictors
of the persistence of non-Natives at college or
university (Alexander, Riordan, Fennessey, & Pallas,
1982; Lavin, 1965; Pantages & Creedon, 1978; Thomas,
Alexander, & Eckland, 1979; Tinto, 1975).

Despite the considerable association between
academic performance and attrition, it is l1likely that
much of the relation does not represent causal
influence. Poor performance in school, at least among
those students with the requisite ability, could
rgflect poor attitudes and beliefs concerning the value
of oneself or of education (Beirn et al., 1972;
Rumberger, 1983; Stroup & Robins, 1972). The
correlation between performance and attrition might
largely be caused by such negativity. Research is

needed to test this possibility.
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b) Academic Ability

Academic ability, or the degree to which
students have the skills necessary to perform well, is
related to academic performance, but the two constructs
are not redundant. Not all intellectually competent
students perform well, especially those lacking
motivation. Conversely, some students with low ability
perform satisfactorily because of concerted effort.
Although ability and performance are separable at the
conceptual level, it is, no doubt, difficult to measure
one without the other. Many researchers, however,
regard IQ to be predominantly a measure of ability.
Although a variety of measures of both domain-specific
and general ability have been used in the investigation
of attrition, the results nevertheless generally have
been consistent. Students of high ability, however
estimated, are more likely to persist.

Dropouts have been found to have lower
l§nguistic ability than persisters (Bledsoce, 1959;
Greaney, 1973; Thomas, 1954), and the difference was
statistically significant in the two studies (Greaney/
1973; Thomas, 1954) wherein statistical tests were
applied. Lloyd found that reading and language

performance in the third and sixth grade correlated



with persistence/dropout (r = .27 to .37; Lloyd, 1978)
as well as years of educational attainment (r = .22 to
.36; Lloyd, 1976), and these associétions were as large
as those between arithmetic performance and
persistence.

Researchers who used overall IQ, rather than
separate measures of verbal and gquantitative ability.
also generally found dropouts to be of lower ability
(Lloyd, 1976; Lloyd, 1978; Stroup & Robins, 1972; Yudin
et al., 1973), with two exceptions. Felice (1981), in
a study of persistence among Blacks, reported that
dropouts had higher IQ's than persisters.
Unfortunately, a statistical test of this difference
was not applied. Also, Richardson and Gerlach (1980),
who used the same measure of IQ, the California Test of
Mental Maturity, discovered that Black dropouts had
higher IQ's than persisters. Again, however, the
statistical significance of the finding is not
reported. Furthermore, their text and tables present a
discrepant picture of the direction of the difference.
Accordingly, little faith can be placed on this report.
Nevertheless, the data from these two studies and
others demonstrate that dropouts often have reasonable
Jevels of ability.

Multivariate aﬁalyses also reveal that ability

is a strong discriminator of dropouts from persisters
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(Delaney & Tovian, 1972; Felice, 1981; Greaney, 1973;
Hill, 1973; Lloyd, 1976; Lloyd, 1978; Poole & Low,
1982; Richardson & Gerlach, 1980) e&en though a few of
these investigations underestimate the effect of the
construct by simultaneously including several measures
of the same construct in a single analysis.

It is unfortunate that none of the work with
Natives has examined the relation between academic

ability and persistence.

c) Participation in Extracurricular Activities

Dropouts are reported to be less likely than
persisters to participate in athletics, student
council, school newspapers, clubs, and other related
activities (see Beirn et al., 1972, p. 43, p. 47). In
this connection, Hewitt and Johnson (1978), in an
American study of attrition, found that 61% of dropouts
had not been involved in any school activities.
Furthermore, 40% of the dropouts also reported no
pgrticipation in organized community activities. They
presented no data concerning the corresponding figures
for non-dropouts. Greene (1966) also claimed that
dropouts are less likely to take part in
extracurricular activities, and Thomas (1954), in a

Chicago based inquiry that concerned factors
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differentiating dropouts from graduates, concluded that
extracurricular participation was, "...the factor most
related to whether or not the studeht finished high
school... ."(p. 18)

Nevertheless, as has been noted by Stroup and
Robins (1972), the importance of extracurricular
involvement to persistence is largely illusory.
Students who drop early have less opportunity to engage
in school activities. Thus, if the number of high
school years attended is controlled, the relation would
probably disappear, or diminish considerably.
Consistent with the view that the relation between
participation in extracurricular activities and dropout
is artifactual, Elliott (1984), who conducted a
longitudinal investigation, found that participation

did not predict dropout.

d) Absenteeism

It has been noted that almost all studies show
tpat the attendance of dropouts is poor (Greene, 1966).
In Greaney's (1973) investigation, those students who
left after primary school were absent approximately 25
days per year in the eighth grade compared to 11 for
those who pursued secondary education. Also, Horton

and Annalora (1974) cited absenteeism as a significant
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contributor to withdrawal among Navaho. Counter to
these findings, Delaney and Tovian reported that among
non-Natives, potential dropouts who.left had only
marginally worse attendance than potential dropouts who
stayed. However, many of the factors in their
investigation probably had restricted ranges because
the two groups would be expected to be guite similar.
Nevertheless, the dropouts skipped class significantly
more often than the persisters, showing that the two
groups differed in terms of illegitimate absence.

Lloyd (1978) found dropouts and persisters to
have similar attendance in grade 3. However, Yudin,
Ring, Nowakiwska and Heinemann's research (1973), which
compared dropouts with students headed for college,
found some differences between them at the primary
level. The two groups differed in unexcused absences
from grade one onwards, but had a comparable number of
excused absences until grade 8.

Multivariate analyses also show absenteeism to
be a good discriminator of dropouts from persisters,
both among White (Greaney, 1973; Lloyd, 1976; Llovd,
1978), and Black students (Richardson & Gerlach, 1980;
Stroup & Robins, 1972). However, it is likely that
with controls for variables such as attitudes and
beliefs concerning education, absenteeism would be of

little value in accounting for attrition. Attitudes
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and beliefs probably contribute to both attendance and
persistence, resulting in a spurious association

between absenteeism and persistence.

e) Social Relations

Good relations with peers and teachers would be
expected to help keep students in school. Consistent
with this view, Greaney (1973) found that those
students who continued their education beyond primary
school were rated as more popular by their teachers
than were those who discontinued. There also is
evidence that suggests that Native dropouts are less
successful socially than theif peers who persist.
Horton and Annalora (1974) report that, of a group of
Navaho dropouts, 91% claimed to like their teachers,
whereas only 69% liked their fellow students. A group
of persisters was not used in this study, so there are
no data for purposes of comparison. Nonetheless, it is
reasonable to assume that persisters, compared to
d?opouts, liked their peers better. The Natives who
participated in Coladarci's (1983) interview were less
satisfied with their teachers than were the Navaho in
the previous work. Over a third of the dropouts
reported that teachers did not care about them, and

that this lack of interest contributed to dropping out.
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Similarly, 33% of the students cited having
disagreements with teachers as contributing to their
decision to drop. As indicated eariier, data of this
sort does not constitute strong evidence, and it should
be interpreted cautiously.

Felice's (1981) discriminant analysis revealed
that the perception of racial discrimination in school
was a factor important to differentiating Black
dropouts from persisters. Those who continued reported
less prejudice and discrimination among school staff
and students. It also has been suggested that
prejudice contributes to attrition among Natives in
Canada (Frideres, 1983; Chief F. Laforme; personal

communication).

£f) Summary -- Academic Factors

Students from academic schools have been found
to have higher rates of persistence than those from
technical institutions, but whether this difference
rgflects a better learning environment, more capable
students, or differences in personality between the two
populations is not clear. ©Not surprisingly, schools
with superior facilities and highly gualified teachers
sometimes have higher rates of retention. Class size

is less important.
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Dropouts differ from persisters on several
academic factors. They do not perform as well, have
less satisfactory relations with teéchers and peers,
attend school less frequently, rarely participate in
extracurricular activities, and have lower academic
abjility. Less research has been conducted with Native
students, but that which is available indicates that
Native dropouts also perform worse, are absent more
often, and have poorer relations with teachers and
peers.

It is likely that the low rates of
participation among dropouts in extracurricular
activities is largely artifactual, a result of
attending school for fewer years. Similarly, the
relationships of absenteeism and performance with
attrition are not entirely causal. Beliefs and
attitudes concerning education contribute to
attendance, performance, and attrition, thereby
vielding correlations that can provide misleading
estimates of causal influence.

Although leavers typically have lower IQ's than
persisters, many have sufficient ability to complete
high school at one of the levels (e.g., advanced,
general, basic). Wit