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ABSTRACT 

THE SCHOOLING OF HIGH RISK HISPANIC STUDENTS 
FROM A STUDENT PERSPECTIVE 

(SEPTEMBER 1989) 

MAC LEE MORANTE, B.A., CITY COLLEGE OF NEW YORK 

M.S., PITTSBURG STATE UNIVERSITY 

M.Ed., UNIVERSITY OF MASSACHUSETTS 

Ed.D., UNIVERSITY OF MASSACHUSETTS 

Directed by: Professor Luis Fuentes 

This study examines the high risk Hispanic student. Socio-economic and 

socio-cultural characteristics were analyzed through a case study approach. 

Thirty intermediate school students were interviewed and videotaped in 

order to identify the factors and variables that contributed to their being 

considered high risk students. 

Students were identified initially by school counselors. Further data was 

gathered from observations and examination of cumulative records for grades, 

achievement scores and attendance patterns. Socio-economic, developmental 

factors and self esteem were researched and presented as background 

information. Some of the findings were as follow: 

- Contrary to "conventional wisdom," high risk students have high 

self-esteem but low academic self concept. 
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CHAPTER I 

INTRODUCTION 

An issue which has been plaguing most school systems in recent decades 

has been dropouts. In the 1930’s, New York City had an 80% dropout rate 

but no one seemed to care. The reason for this was that there were ample 

jobs available which gave dropouts access to the economy. 

However, in today s society, we are faced with high dropout rates among 

all students, and particularly among Latinos and other minorities. Dropouts 

are no longer facing an agricultural or industrial society but rather a 

computer literate and high-tech society. 

The new-comers of today come to the U.S. with a strong back 
and willingness to work, with the same intelligence of those 
farmers of old but at the wrong time. They cannot get into the 
economy and expect a real future, in the age of computers, by 
growing com and milking cows [Betances, 1986]. 

Additionally, Henry M. Levin [1985], professor of economics at 

Stanford University stated, "Unless action is taken quickly, uneducated 

families, such as comprise significant numbers of Latino families, the 

consequences will be disastrous with a deterioration of the labor force 

resulting in a further decline in American competetiveness and a loss in sales 

and profit. Furthermore, unless the crisis is recognized, the tax base will 

shrink while public cost will expand." 
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One cannot deny the fact that dropouts exist in practically every public 

and private school system, whether we are discussing a large urban area or a 

small rural community. Although members of the school system may feel 

that they are dealing with the problem, the number of dropouts is increasing 

each year. There are few statistics and limited research in the area of 

dropouts which indicates that the issue is not being taken seriously enough. 

The problem is being given little attention by school administrators and 

community agencies, making us wonder why. There have been few piloted 

programs throughout the country which have focussed on the prevention of 

dropouts, but as yet, we are not seeing a united front by the educational 

system in confronting the problem and committing themselves in an effort to 

resolve the problem. 

The American educational system is often portrayed as a 
pipeline, successfully transporting individuals from childhood to 
college or to full participation in the world of work. However, it 
is becoming increasingly clear that this pipeline more closely 
resembles a sieve where Latino children, youth and adults are 
concerned. National and state data and local experience 
documented that Latinos slip out of this pipeline at dispropor¬ 

tionate rates [Orum, 1987]. 

The target group which will be discussed is the high-risk Hispanic 

student. Poor education, socio-economic and socio-cultural factors will be 
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presented as critical elements contributing to the present situation which 

high risk students face. 

Education 

Education has always been viewed as the way out of ignorance and 

poverty in this country. The right to equal educational opportunities opened 

the door, and, after much effort, bilingual education was established in 

order to provide services to monolingual students who speak a language 

other than English. These programs have provided tremendous linguistic 

and cultural support and have helped to enhance self concept and experience 

gains in achievement [Richardson, 1980; Mace-Matluck, 1980; Troike, 

1978]. However, many students in the nation's school systems today are not 

being provided appropriate or adequate bilingual programs, if any at all. 

Many have been submerged in all-English programs and suffered the 

consequences of limited bilingualism. 

Another common factor which Hispanic students have confronted is 

insensitivity and racism in the school. The researcher recalls overhearing a 

principal of a school speaking to another administrator and categorizing and 

stereotyping Hispanics as lazy, lethargic and non-productive individuals who 

have no interest in receiving an education but just wanting to hang out on 



4 

the streets. So our educational programs have yet to meet these students' 

particular educational needs. 

School in our society ideally should help children in their 
process of socialization and cognitive development. It is usually 
the first experience for the newly arrived with the outside world, 
their first exposure to children from a wide spectrum of 
households, a first exposure to adults with differing views of the 
world from those of their own parents and their own families. It, 
thus, enlarges the child's experiential world and gives him a 
feeling of belonging to a larger group than his family [Reimer, 
1974]. 

There are difficulties which Hispanic children encounter in school which 

are sometimes caused by their responsibilities at home which differ from 

those of the school. The low-income Hispanic family tends to be larger than 

the typical Anglo middle class mainland family. Cooperation in the family is 

expected and older children are assigned the task of caring for the younger 

brothers and sisters [Mizlo, 1974]. Many times this creates difficulties 

because when the child returns to school, he/she fmds him/herself behind the 

rest of the class in school work. Also, if the child is out for an extended 

period of time, the truant officer visits the home and threatens the family 

with going to court if the child does not return to school. According to 

Vasquez de Rodriguez [1973], in Puerto Rico, cooperation and social 

behaviors which are learned and rewarded are perceived by many teachers 
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in the United States as signs of laziness, talkativeness and immaturity. The 

teacher will often consider the child unruly and inclined to cheat or 

constantly seek help from others. 

Prejudice is another obstacle which truant children are exposed to at 

school. Teachers who mimic a child's accent in front of his/her classmates, a 

teacher who says go back to Mexico" or "you wetback;" or a teacher who 

violates a child by not accepting his cultural differences, presents 

tremendous obstacles for any student, not only in the adjustment to a new 

environment but to any positive learning. 

The Hispanic child is further faced with alienation from his classmates 

who may not understand his language or culture. Their ignorance leads to a 

feeling of ridicule for the Hispanic student because he/she is different; thus 

the process of dehumanization continues. The child may sit in a classroom 

not knowing what is going on because s/he does not understand the language 

unless there is a bilingual program to properly assess the child and address 

their needs. If there is no assistance in the native language, or if the child 

does not ask for help because s/he fears rejection or feels considered "stupid," 

frustration turns into dislike and the student begins to resent the school. A 

day to day confrontation with obstacles like these can clarify why some 

Hispanic students are not succeeding in school-why so many leave school. 
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Some school systems seem to feel that another option for the Hispanic is 

special education. Several systems in the states of, for example, 

Massachusetts, California, and New York, have been cited for improper 

assessment and placement of Hispanic children in special education classes. 

One example is Diana vs. State Board of Education (C-7037 RFT, N.D. Cal. 

1970) where an over-representation of Hispanic students was found in special 

education in California schools. If a child does not function academically in a 

regular classroom, the next ’’best” thing is a special education classroom. If 

the child has a behavioral problem, the system may deal with him/her with 

placement in special education classes. The child, suffering the humiliation 

of this placement, also may stop attending school and eventually become a 

truant. 

Understanding how children acquire a second language and the role that 

their primary language plays in their academic development is critical. A 

child who is Spanish dominant but knows a little English should not be 

placed in an English-only classroom. Generally, the fact that one must work 

with the child's language for a stronger foundation before introducing the 

new language is not understood. Any number of researchers have pointed 

out that richness and fluency of a child's first language background is of great 

importance in reading. 
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Spanish-speaking children or children of limited English 
speaking ability cannot be considered, in most cases, to have 
become fluent enough in English and ready enough to begin 
formal English reading experiences. The great failing in the 
educational assessment of Spanish-speaking children lies in the 
failure of most educators to understand the complex role of 
language in the development of children. Language is not 
personality but it is the vehicle of the cultural system and perhaps 
the most important variable underlying man’s ability to 
communicate with others [Kazlow, 1979]. 

The above factors are specifically related to the child's self worth and self 

esteem and how it can enhance or deplete the self. A depleted self or poor 

self esteem attributes students to being at high risk in dropping out of school. 

Researchers have found that high risk dropouts tend to score lower on 

measures of self esteem [Hunt and Woods, 1979; Lucas, 1971] and 

communicate little desire for self growth and a limited commitment to 

accept social values [Beck and Muia, 1981]. 

According to Carl Rogers [1959], "the self is a social product, developing 

out of interpersonal relationships and striving for consistence." He believes 

that there is a need for positive regard both from others and from oneself, 

and that in every human being there is a tendency toward self actualization 

and growth so long as this is permitted by the environment. This infers that 

many individuals are bom striving for success but they are met with 

constraints, especially adults, who interfere in the child's need to succeed in 
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life. Parents are constantly restricting the child from performing, exploring 

and inquiring. This constraint is translated to the child as his/her inability to 

do things independently. 

This child then goes to school and is confronted with more adults who 

negatively restrict his/her exploratory nature by making the child conform 

to their rules and lifestyle within the classroom. The child is not given the 

opportunity to explore and grow within the context of the classroom. Many 

times a child is told what to do and not allowed to seek and make mistakes 

without being penalized. This researcher is not suggesting that children not 

have supervision and direction, but that the prevention of a negative self 

concept is a vital first step in teaching. Parents and teachers must project 

that they are there to support and motivate rather than to criticize the child 

as a person. 

The Self is derived as a complex and dynamic system of beliefs which an 

individual holds true about himself. If a child believes s/he is good in math 

and s/he confronts repeated failure, this will lower the child's self esteem. 

Diggony [1966] discovered from his research that when one ability is 

important and highly rated, a failure of that ability lowers one’s self 

evaluation of other seemingly unrelated abilities. Comb and Snygg [1959] 

have commented: "The self is the individual s basic frame of reference, the 
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central core, around which the remainder of the perceptual field is 

organized. In other words, we base our world on how we see ourselves. 

One reason why many students do poorly in school is because they see what 

the school is doing as insignificant to themselves and their world. 

The term self concept has been used by many psychologists with 

reference to the Self as perceived by the individual himself. Everyone has a 

concept of himself as a unique person or self, different from every other 

self. "The self concept may be thought of as a set of expectancies, plus 

evaluation of the areas of behaviors with reference to which these 

expectancies are held" [McCandless, 1967]. Jersild states [1952]: "The self 

is a composite of thoughts and feelings which constitute a person's awareness 

of his individual existence, his conception of who and what he is.” Self 

concept is as those perceptions, beliefs, feelings, attitudes, and values which 

the individual views as described by himself. 

Although the basic core of personality seems to be stable throughout life, 

self concepts are not. They are affected by growth and experience. This 

researcher views the child as composed of having different complex 

components and we cannot categorize nor intend to describe the whole 

without looking at its parts. 
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These complex components described herein are subsections in which 

outside stimuli may affect a subsection or several subsections, depending on 

the individual. When a child is experiencing difficulty with a subject matter 

or several subjects, the child will start developing a poor "academic self 

concept in that area. That child may have a poor "self reading concept" but 

s/he may be an excellent basketball player or a good boy scout, thus 

providing him or her a good "self athletic concept" or "good social 

concept." This researcher tends to disagree that if a child is doing poorly in 

one area, that we should generalize that failure to his whole person. We 

should classify him or her as having poor self reading concept rather than 

"poor self esteem." 

In this way, we can address needs in the particular identified area. This 

does not mean that one self concept may not influence or affect the other. It 

may suggest, however, that as educators, we should seek students' strengths 

in order to address their weaknesses. 

Socio-Economic Conditions 

Critical issues facing the high risk Hispanic students on the West Coast as 

well as on the East Coast are their socio-economic conditions. 

As measures of educational failure, Puerto Rican children 
have the highest dropout rate of any ethnic group in New York, 



and a great many adults are still functionally illiterate. The 
current problems of Puerto Rican students are attributed to such 
factors as the low education and socio-economic levels of their 
parents, English language deficiencies, and misunderstanding or 
insensitivity on the part of their teachers [Cordasco, 1976]. 

One can generally say that there are conditions which affect the low income 

family which are the same across the board, i.e., poor housing conditions, 

lack of food and unemployment. These conditions occur regardless of one's 

race or ethnic background, but the problem is exacerbated with Hispanics. 

Despite the many programs which have been developed in the United States 

to combat poverty, large segments of the country’s population, particularly 

large segments of its minority population, remain poor and continue to 

struggle with the basic problems of day to day survival. 

The Hispanic population in the United States is the fastest growing cohort 

and the youngest. It represents 100 billion consumer dollars but 

unfortunately, is the least educated. The U.S. 1980 demographic census data 

indicates that the Hispanic population increased by 61% in comparison with 

an 11.5% increase for the general population (from 1970 to 1980). Since 

the 1980 Census, the Hispanic population has increased by 34 percent or 

about 4.8 million persons, according to the 1988 Census. Hispanics number 

approximately 19.4 million in the U.S. 

* Mexican = 62.3% (California, Texas, Illinois, Arizona, New 

Mexico, Colorado). 
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* Puerto Rican - 12.7% (Connecticut, Pennsylvania, New 
York, Massachusetts, Delaware, New Jersey). 

* Cuban = 5.3% (Florida, New Jersey, New York, California, 
Texas). 

* Other Hispanics = 19.6% (California, New York, New 
Mexico, Florida, New Jersey, Texas, Colorado) 

Source: U.S. Bureau of the Census. "The Hispanic Population in 
the United States." March 1988 Supplement to the Current 
Population Survey. Washington, D.C.: U.S. Government Printing 
Office, 1988. (See Table I) 



Table 1. Top Nine States in Hispanic Population 1988 

(States with 250,000 or more Hispanics) 

State Rank Hispanic 
Population 

Percent 
Distribution 

United States [total] — 19,431,000 100. 

California 1 6,589,000 33.9 

Texas 2 4,134,000 21.3 

New York 3 2,122,000 10.9 

Florida 4 1,473,000 7.6 

Illinois 5 801,000 4.1 

New Jersey 6 646,000 3.3 

New Mexico 7 543,200 2.8 

Arizona 8 648,000 3.3 

Colorado 9 368,000 1.9 

Total in nine top states 17,324,000 89.1 

Source: U.S. Bureau of the Census. "The Hispanic Population in the United 
States." March 1988 Supplement to the Current Population Survey. 
Washington, D.C.: U.S. Government Printing Office, 1988. 
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The Hispanic population in the United States is the group with the highest 

rate of poverty. In 1988, close to a quarter of all persons of Spanish origin 

(approximately 1.2 million) were in poverty. Ten percent of all families in 

the United States have income less than poverty level, but in the Hispanic 

population, the proportion is twice as high (25.8%) [1988 Census]. (See 

Table 2.) 

These figures regarding poverty are the manifestation of deeply rooted 

socio-economic problems faced by the Spanish speaking population in the 

United States today. Institutionalized racism has had an effect on the success 

of the Hispanic workforce. The lack of education is also a critical factor 

preventing Hispanics from advancing into secure and well paying 

employment. (There is a need for vocational training.) The amount of 

education that has been completed by the Hispanic in the United States ranks 

far below that completed by the total population. 

In 1980, almost half of all persons of Spanish origin 16 years old and 

over have not had more than an elementary education IDigest of Education 

Statistics. 1980]. According to the 1988 Census, Puerto Ricans had the 

lowest median income with $15,185 followed by the Mexicans with $19,968. 

The highest unemployment rate are the Puerto Ricans with 9.2 percent, and 



the Mexicans with 9.8 percent. The group with the lowest educational 

attainment in the United States are the Mexicans with 11.4 years of schooling 

and the Puerto Ricans with 12.2 years of schooling. This, coupled with the 

fact that levels of poverty are highest among the uneducated in the Hispanic 

population, leaves Hispanic students with few incentives. 

Furthermore, due to the financial burden imposed upon the family, the 

student is assigned to seek employment. Many students who begin to work 

quickly become gratified due to the reinforcement of money. At work, a 

student begins to feel success rather than failure. 

If you ask Chicano students why they left school, 30% will 
respond that economic responsibility forces them to leave school in 
order to help the family financially which suggests that 
socioeconomic conditions is one factor for Hispanic students being 
pushed out of the system [Dr. Richard Santos, 1987]. 
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Table 2. Average Annual Family Income in March 1988 

$40,000 

$31,610 

Source: U.S. Bureau of the Census. "The Hispanic Population in the United 
States." March 1988 Supplement to the Current Population Survey. 
Washington, D.C.: U.S. Government Printing Office, 1988. 
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Socio-Cultural Conditions 

Sociocultural factors play an important role and contribute to the 

conditions which affect the high risk student. The family is one of those 

factors. The family is an important unit in a child's life. It teaches and 

molds its children to the ways in which they were brought up. Included in 

the teaching are values. Values cannot be erased as an eraser does a pencil 

mark. Yet, when the dominant culture interacts with Hispanics, its 

expectations are that Hispanics should acquire their Anglo-Saxon values 

because they (Hispanics) now live in the United States. 

In order to provide a better understanding of the role which values play 

in the lives of Hispanic students, we should understand what the values are. 

According to Nieto [1979], there are six values which are cornerstones of 

Puerto Rican child-rearing practices. These values are: mutual 

responsibility and obligation, "respeto," "dignidad," "capacidad" and 

authority. 

The researcher will attempt to briefly describe the six values taken from 

Nieto's research. Mutual responsibility and obligation refers to the 

particular way that Puerto Ricans feel about helping each other. Mutual 

cooperation, mutual commitment and collective work within and outside of 



the family are examples of this sense of value. "Respeto" is an expanded 

meaning of respect to include devotion and loyalty, particularly to elders. 

Sometimes school authorities confuse or misunderstand the way in which a 

child shows respect and can punish the student for exhibiting a value he/she 

has been taught. For example, a Hispanic child may look down as a form of 

respect when an authority figure or an older person is speaking to the child. 

The authority figure, not knowing the Hispanic culture, will consider this 

disrespectful because having eye-to-eye contact is considered respectful and 

showing your sincerity within the Anglo culture. As a consequence, the 

child is then reprimanded and punished for an action which is appropriate 

within the Hispanic culture. 

Nieto states that dignidad means the same as dignity but that it is also 

linked with the respeto that is received from the outside community. 

Capacidad is described as the demonstration of responsibility, respon¬ 

siveness, maturity and mutual obligation. Although school authorities may 

fmd that Hispanic students are absent frequently for what they call 

"insufficient reasons," a Hispanic parent may be making the kinds of 

demands on the child that will develop survival skills that are reflective of 

having achieved a certain level of "capacidad." One example of this might 
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be the situation in which a child who is often the most capable in school, is 

absent from school in order to translate for the parent’s visit to the doctor. 

Authority is seen as the responsibility of the father figure -- even when 

the mother makes a decision. In the researcher's experience, the mother 

seems to be the person that makes most of the decisions which will affect the 

child in school. This seems to be true whether or not the father is present in 

the home. The father usually gets involved only when a situation gets out of 

hand. 

In the Mexican American culture, Ramirez and Castaneda [1974] 

identified four major values which may be observed in other Hispanic 

families as well: (1) identification with family, community, and ethnic 

groups; (2) personalization of interpersonal relationships; (3) status and 

role definition in family and community; and (4) Hispanic Catholic 

ideology. 

It is evident that some of these values are not regarded as important to the 

dominant Anglo culture. Therefore, they are often overlooked which in 

turn, creates confrontation or mismatch between Hispanic values and the 

school system which reflects the values of the dominant society. Hispanic 

students are taught respect and if you treat them with respect, then they will 

in turn treat you the same. Many times teachers, administrators, and staff 
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cannot relate to Hispanic students and so they project and direct their 

frustrations and anger onto the students. The Hispanic student may become 

angry with the system, rebel, get into trouble and may eventually become 

a truant. Their dignity is stripped away when teachers and administrators 

are constantly provoking them. Subsequently, students may regain their 

equilibrium and dignity in the home or on the streets with their peers. 

In many single-parent homes the oldest male child, even though he may 

be five years old, is given the role of a man. He has the responsibility of 

keeping order in the home. He must take care of the other children and 

sometimes he must make decisions for the family. The girl, if she is the 

oldest, assumes the responsibilities of a woman. She takes care of the 

children, washes dishes, cooks and cleans the house. The child who needs to 

attend school at times has to stay home for he/she has responsibilities at home 

to attend. Much emphasis on school is thus, played down. 

Many parents realize the importance of school but the necessity at home 

takes priority over that of schooling. It appears that the more responsibility 

the child has at home, the more schooling s/he misses. This then becomes an 

excuse for the child not to attend school since the child lags behind in school 

work. The impact of this situation may be considerable on children of both 

sexes. To be male is to be "the authority" with no power or economic 
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potential and to be female is to be "submissive” and industrious, yet also 

overwhelmed by responsibilities. These responsibilities make the child feel 

as an adult. For example, the elder child may have to take younger siblings 

to school, or accompany the parents to an appointment where they may need 

to function as interpreters. The school, on the other hand, sees only the child 

and treats this student as a child and as a truant because of their "inexcusable" 

absences or tardiness. 

The extended family is a reality to the Hispanic family in contrast to that 

of most Americans. "An extended family" is where close relation- ships 

within the kinship system are of high value and a source of pride and 

security [Mizio, 1974]. In contrast, the sociological system of the United 

States mainland is based on the nuclear family [Diaz, 1978]. 

The extended family has been described in literature as characteristic of 

Hispanic groups. The definition of this concept alternates between that of a 

family with many relatives living together in one household and that of a 

nuclear family living alone but in a large kinship network. The Rogler and 

Hollingshead Study [1975] described how the family enmeshes its members 

in a system of help-giving exchange. However, the processes of 

industrialization and urbanization are felt to have reduced the feasibility of 

many family members living in one household or in close proximity. 
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Research in Puerto Rico indicates that these social changes are attenuating 

the traditional bonds of help between neighbors and friends [Stewards, 1956] 

and that in San Juan, the neighboring bond is the weakest among families at 

the bottom of the stratification heap [Caplow, 1964]. The finding of a 

weakened neighboring bond among urban San Juan suggests the possibility 

that this bond may also be under pressure among poor migrants living on the 

mainland. 

Whatever the actual extent or effectiveness of extended kinship and 

neighboring network, they are clearly seen by the migrant as a desirable 

support network. The individual or family that does not exist within such 

networks is unable to utilize important coping and adjustment alternatives 

available to others. Without the support that is needed among the children 

and adults, a chaotic and stressful situation begins to appear. The parent is 

not able to help the child who is in need and the child thus disassociates 

himself or herself from the school in order to avoid stressful situations. Or, 

the student may actively associate with the school and turn his/her back to the 

home. 

The family is the dominant institution in Hispanic cultures and it is in the 

family patterns and roles that many adjustments are required when Hispanic, 

i.e., Mexican, Puerto Rican, Cubans, and others, migrate to the United 
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States. Especially significant is the fact that on the mainland the woman 

(often because of economic necessity) will work and gain earning power and 

thus gain some degree of independence. Hispanic women are more 

employable than Hispanic men in this country since they usually bring 

sewing or household skills from their homeland, while the men, who come 

largely from an agrarian background, lack technological skills necessary in 

an industrialized society and thus resort to farm labor. 

There are also sexist attitudes which permit hiring a woman for a lower 

wage than an Hispanic man. "Either they were seen as less of a threat in the 

White male hierarchy, or the available opportunities were so-called 

women's jobs — that is, unskilled" [King, 1979). In some cases, this then 

pushes the Hispanic woman into a role of sole supporter, helps create the 

new immigrant woman, and begins to destroy the myth of the passive 

female. However, the unemployment rate among Puerto Rican women is 

still a large 17.8 percent - the highest among any Spanish origin group, 

three times higher than the national average. The Puerto Rican male 

unemployment rate, although high, is 8.8 percent [1980 Census]. 

While more "employable," the Hispanic woman is usually deterred from 

working by the number of small children in the family who are in need of 

her care and attention [Table 3]. Seventy-six percent of all Puerto Rican 



24 

families have children under 18, and out of those that live in this country, 

28.7 percent are under 10 years of age [1980 Census]. In 1971,65 percent 

of the Puerto Rican famihes headed by women were living in poverty. Jose 

Hernandez [1967] found that 42.8 percent of the female heads of household 

were married women whose spouses were absent; he concludes, "it is clear 

that this category contained many survivors of family breakage at the 

launching stage." According to the 1988 Census, Puerto Rican families had 

the highest poverty rate in 1987 as well as the highest proportion of female 

heads of household. All of the above factors have had an impact on Hispanic 

youth who were, or are, in danger of becoming truant. 

This is evidenced by the fact that in the researcher’s experience as a 

school psychologist and counselor working in a school system with a large 

Hispanic population, all of the truants with whom the researcher has dealt 

came from a household headed by an unemployed female with many 

younger siblings. Due to the financial burden imposed upon the family, the 

student is assigned the responsibility to seek employment. Many students 

who begin to work quickly become gratified due to the reinforcement of 

money. Moreover, a student begins to feel success rather than failure. 
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Table 3. Birth Rates and Fertility Rates: 
Twenty-two Reporting States 1980 

Ethnic Group Births Per Births per 1,000 
1,000 Population Women aged 15-44 

All origins 16.4 70.2 

White 14.2 62.4 

Black 22.9 90.7 

All Hispanic 23.5 95.4 

Mexican American 26.6 111.3 

Puerto Rican 20.3 77.0 

Cuban 9.6 41.9 

Other Hispanic 20.0 75.3 

Source: Stephanie J. Ventura, "Births of Hispanic Parentage, 1980." 
Monthly Vital Statistics Report, Vol. 32, No. 6, Supplement, Washington, 
D.C.: National Center for Health Statistics, U.S. Department of Health and 
Human Services, September 1983. 
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Purpose of the Study 

Dropping out of school among Hispanic youth is a severe problem. 

Estimated dropout rates from Hispanic youth range from 20 to 40 percent. 

Of the 41.4 million children attending public schools in the 
United States in the Fall of 1984, 8.8% or approximately 3.6 
million, were Latino. While Latinos were enrolled in elementary 
school at the same rate as Blacks and Whites (99.2%), only 90.3% 
of Latinos of high school age were enrolled in high school and only 
60% of Latinos, ages 18 to 24 were high school graduates. Thus, 
national data indicate that approximately 4 in 10 Latinos ages 12 to 
24 are high school dropouts [Orum, 1987]. 

This is alarming when we realize that little intervention has been done in order 

to decrease the dropout rate. 

The Hispanic community is a growing part of California’s expanding 

population. The Hispanics and other minorities (e.g., Asian and Indonesian 

populations) will make up the bulk of the work force by the year 2000. In 

addition, 52% of California's K thru 12 student population will be comprised 

of minority students by the year 2000. This percentage has already been 

surpassed in some school districts. However, Hispanics are the most 

undereducated ethnic group in the United States. The high school dropout 

rate for Hispanic students statewide averages 50% and it is even higher in 

some school districts rHispanic School Dropouts: Report on a Public Forum, 

1987]. 
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This means higher unemployment rates, and for those who do work, 

lower wages than students who complete high school. "The fact that students 

who drop out of high school earn less results over time, is a significant 

dollar loss to society in terms of the gross national product" [Green, 1987]. 

Additionally, high risk students pose a threat to the financial status of the 

educational institution. The school receives A.D.A. money; A.D.A. is an 

acronym for "average daily attendance," for which the school receives 

approximately 83% of their operating revenues from state and local sources 

based upon this account. If the child has unexcused absences, then the 

district is disallowed that portion. Overall, this affects the budget which 

directly affects school supplies, staff development and hiring of teachers. 

High risk students and dropouts also affect society in that those students 

are not at school being supervised which allows them access to free time and 

the possibility of getting themselves into trouble. There is a high likelihood 

of substance abuse and criminal activity within this group. "Sixty percent of 

prison inmates are high school dropouts" [Kunisawa, 1988]. The lower 

income level of dropouts will also affect the tax payer; an estimated $120 

million will be lost annually in tax revenues from business sales and income 

taxes. Furthermore, dropouts will force the taxpayer in California to spend 

more than $488 million in annual police and public welfare costs [United 

Way; 1985]. 
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This study will make administrators and educators aware of the needs of 

high risk students and will also suggest how they might address the issues of 

this population. By identifying high risk students, the school can begin to 

organize a counseling group to address students’ self concept, enhance their 

study skills, address parent education, and provide appropriate role models. 

This will reduce behavioral problems, referrals and academic lethargism. 

In turn, this will promote a more congenial campus. 

The approach used is a case study proceeded through the use of videotape 

recorded interviews. Thirty junior high school students considered "high 

risk" from an urban school district located in Southern California were 

selected to participate in this study. The selections were done randomly 

from a list compiled by the counselor of the junior high school. Once the 

students were selected, a letter requesting parent permission to interview 

their child was handed out at which time they were presented with an 

overview of the study. 

Some guiding questions which the researcher proposed to explore were 

the following: 

* Do high risk students feel good or bad about themselves? 

* Do high risk students think it is a bad idea to drop out of school? 

* Do high risk students see their friends/family as emotionally 

supporting them in school? 
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* How do high risk students perceive school? 

* Do high risk students view their teachers as helpful? 

Do parents of high risk students feel it is important for their 

children to graduate? 

* Do high risk students desire to succeed in school/in life? How do 

they define this? 

* Have high risk students been retained one or more years? 

* What are the salient factors affecting this group of high risk 

students? 

* Do parents/teachers communicate appropriately with their students? 

Rationale 

Dropouts have been in existence since the 1900's but not much 

disturbance was created for decades because there were jobs for those who 

dropped out, e.g., agriculture and the factories. In today's technological 

society, there is much uproar regarding the "severe” dropout rate. The 

problem is that the job market now demands literacy. Dropouts are unable 

to fill the vacancies which result in high unemployment, possible criminal 

activity, drugs and increasing childbirth. According to Byron Kunisawa 

[1988], director of the Multicultural Prevention Resource Center, fifty-two 

percent of dropouts are unemployed or receiving welfare: 
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The annual cumulative cost of dropouts to American taxpayers is 

$75 billion in welfare benefits and lost tax revenues. 

Sixty percent of prison inmates are high school dropouts. (The 

annual cost for housing each inmate is $15,000 which is roughly the 

annual cost for Harvard, Yale or Stanford.) 

• Eighty-seven percent of pregnant teenagers are high school 

dropouts. 

One of the reasons for Hispanic dropouts has been attributed to adjusting 

to a new society. As the family migrates to the United States they are 

confronted with a new culture, a new language and new customs; this creates 

stress both in and out of the home. The stress to learn the language is a 

necessity in order to advance in the job market. A feeling of being unwanted 

and being different from the mainstream creates another stress; humans are 

suspicious and cautious of new or different stimuli. By being suspicious, 

they tend to alienate others who are considered different from them, 

creating a barrier. Those on the receiving end feel unwanted and hurt and 

they, too, create a barrier. Because they feel ostracized by society, at home 

they attempt to maintain their language and culture by keeping to 

themselves. Many of the children, on the other hand, refuse to learn or 

speak Spanish because they have been impressed with its inferiority whether 

directly, or indirectly, by a society that says that their language is of lower 
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status. They speak English but now they have an accent so that they are still 

considered different. 

According to Frank Smith [1983], children learn to use and to understand 

spoken language by being admitted into the club of spoken language users. 

This is referring to a mutual acknowledgement of acceptance into the group. 

We reject clubs if we do not see ourselves belonging to them, and 

differentiate ourselves from others whom we do not accept as belonging to 

our clubs. If we do not want to belong to a particular club, or if we are 

deliberately excluded, then we leam not to be like the people in that club. 

The child is trapped in a world of his own and forced to rely on peers with 

whom s/he can identify. Adolescents not only help one another temporarily 

through much discomfort by forming gangs or cliques and by stereotyping 

themselves, their ideals and their enemies; they also perversely test each 

other's capacity to pledge fidelity [Erickson, 1963]. 

Another problem is that the Hispanic adolescent is also going through the 

same changes as every other adolescent. There is a transition occuring in the 

family. As the child is experiencing the developmental changes of being an 

adolescent, the parents who are usually between the ages of 35 and 45, are 

also going through mid-life problems. The two groups simul- taneously are 

developing in opposite directions. The three stages are physical, intellectual 

and societal. 
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The physical aspect includes changes in physical appearance and compe¬ 

tencies. The intellectual aspect includes the ways in which experiences are 

viewed and understood. The societal aspect includes alterations of the 

individual's position in the larger society. According to Steinberg [1980], 

the adolescent enters puberty, approaching the peak, strength and virility 

glorified in popular culture as the mid-life parent is beginning to worry 

about appearance, health and sexual attractiveness. 

Secondly, just as the adolescent finds a new way of looking at the world, a 

viewpoint that involves a broadening of possibilities and endless hypothetical 

situations to consider, the midlife parent undergoes a shift in perspective, a 

shift towards limits and boundaries - toward the feeling that time is running 

out. Thirdly, just as the adolescent prepares for entrance into adult society 

and begins to consider seriously issues of work and career, the mid-life 

parent looks back — for better or worse — upon his or her own occupational 

history and faces an occupational plateau [Steinberg, 1980]. 

Whereas society recognizes that the adolescent is just starting out, it 

labels the mid-life adult as having already had chances. This developmental 

movement needs to be understood and accepted by the family or life, all 

together, can be filled with confusion, misunderstanding and disagreements. 

Adolescence is a uniquely critical time in human development. During this 

frequently overlooked period of growth and changes, young people emerge 
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from the dependence of childhood to face the freedom, responsibility and 

conflicting values of adulthood [Steinberg, 1980]. 

If asked, a majority of high risk students desire to succeed in school and 

advance but reality stops them. The reality is that the students are one or two 

years older than their classmates. Statistics cited by Brown, Rosen, Hilland, 

and Olivas [1980] indicate that almost one quarter of all Hispanics 10 to 14 

years old are over-aged for their grade level. According to 

Hirano-Nakanishi [1986], Hispanic youths are being delayed from making 

normal educational progress during post elementary school grades in much 

greater numbers than non-Hispanics, obviously making the delayed Hispanic 

students older than the majority of their grade cohort. In this situation, it 

would not be unusual to find that these overaged Hispanic students are 

developmentally at odds with their grade level "peers" and understandably 

frustrated with their progress in school. 

National data indicate that in grades one through four, 28% of 
Latino children are enrolled below modal grade. Almost 40% of 
Latino children in grades five to eight are enrolled below grade 
level and 43.1% of those in grades nine and ten. The likelihood of 
being enrolled below grade level increases if children were bom 
outside of the United States, speak a language other than English, 
or have parents with low educational attainment. Enrollment 
below grade level also varies by subgroup; Puerto Rican and 
Mexican American youth are more likely to be enrolled below 
grade level than other groups of Latinos. Children who are 
enrolled below grade level are often significantly older than their 
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classmates, frequently experience discipline problems, boredom 
and low self image, and run a high risk of eventually dropping out 
[Orum, 1987]. 

Assumptions 

It is assumed that some monies have been expended to address the 

growing numbers of high risk students actually dropping out of school. 

These monies have been used to spearhead community-based alternative 

programs which focus on counseling, building of self concept, job seeking 

techniques and job placement assistance. Additionally, federal funding is 

being directed at districts to identify students early on and to create 

alternative programs to deter students from dropping out. However, 

attempts have, as of yet, been insignificant in changing the trend. 

It is also assumed that parental values and attitudes play an important role 

in the academic achievement of Hispanic students. Yet, the prevailing belief 

is that Mexican American parents do not value education, hold negative 

attitudes towards the educational process and have low educational 

aspirations for their children. 

This belief regarding Mexican American parents’ lack of concern has 

been recently challenged by research findings which demonstrate that 

values, attitudes, and aspirations concerning education are not very different 

in minority and non-minority households [Casas, 1984, Casas and Furlong, 

1986]. It appeared that the Mexican American parents’ lack of involvement 
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in the education of their children (especially recent immigrant and first 

generation) is due to a lack of understanding of the role that parents can and 

are expected to play in the school their children attend [Casas, 1984; Casas 

and Furlong, 1986.] 

Another major assumption which underlies this study is that teachers’ 

attitudes and behavior have much to do with the child's success or failure 

within the classroom. A number of studies suggest that racism and lack 

of regard for Hispanic needs contribute largely to the poor academic 

performance rate of young Hispanics. A teacher's expectations can function 

as a self fulfilling prophecy in which expectations become the cause of 

students' behavior rather than the result of students' behavior. Good and 

Brophy [1973] found teacher expectations are the inferences or predictions 

that teachers make about the present and future, academic achievement and 

general classroom behavior of their students. 

Limitations of the Study 

This study was done in one school district in Southern California. The 

students are from the same school, neighborhood and ethnic background. 

The intent of this study is not to generalize its data to other districts, cities, 

states, or ethnic populations. 
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Another limitation is that some of the data collected by the U.S. Census 

Bureau are not characterized by Hispanic subgroups, but rather as one 

collective "Hispanic" population. 

Definition of Terms 

The following are definitions of some of the terms which will predominate 

throughout the study. At risk refers to students who are on the verge of 

dropping out of school due to peer pressure, a poor academic record, the need 

to work, or a feeling of alienation. High absenteeism and referrals are 

indicators of high risk. 

Dropouts is a label ascribed to students who have been enrolled in school 

but who leave school prior to graduation or the completion of a fonnal 

education, or legal equivalent, and who do not, within 45 school days, enter 

another public or private educational or school program, as documented by 

a written request for transcript from that institution. 

An extended family is a social unit consisting of parents and their children, 

along with other relatives, living as a single family or living in close 

proximity. The terms Latinos or Hispanics are collective terms identifying 

all people of Spanish surname and/or origin in the United States. Self 

academic concent refers to the belief which an individual holds tme about his 
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academic self; in essence, how a child perceives himself performing 

academically. Retention is the act of holding back or repeating a grade. 



CHAPTER II 

REVIEW OF THE LITERATURE 

Previous research has demonstrated a relationship between students' 

achievement and certain critical social/psychological variables. There are 

many variables which interplay with a student's academic performance, but 

such a broad perspective cannot be fully explored here. Therefore, only that 

research focussing on Hispanic high risk students will be reviewed. 

As was stated earlier in this paper, the question continues to be why 

Hispanic students are dropping out. Sylvia A. Valverde [1987] interviewed 

104 Mexican American high school graduates and dropouts to determine the 

reason why. It was noted that graduates have more friends than their 

counterparts. On the other hand, dropouts reported feeling alienated and 

rejected. Graduates participated in school related activities; a dropout did 

not. Graduates spent their leisure time in school-related activities such as 

sports, clubs, choir and band while dropouts enagaged in non-school 

activities such as community sponsored dances; "hanging around" with 

friends, and neighborhood sports activities. It is not surprising that the 

study found that grades were the single most important predictor of dropping 

out or remaining in school. 

38 
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Another question which is asked is: Why do high risk students feel 

alienated from the school environment? One reason might be alienation 

because of cultural and social factors. One cannot take children and ignore 

their cultural background for that is stripping them from their reality and 

identity. Connolly and Tucker [1982] stated that there is a need for teachers 

to become more cross-culturally aware in order to motivate Hispanic 

students. They discuss that Hispanic families at one time had high aspirations 

but that society and its system have shattered many of their dreams. This has 

resulted in the Hispanic families attending the here and now, rather than 

future goals. They emphasize the need for role models who will enhance 

their pride and encourage motivation as essential. They point out that both 

bilingual and non-bilingual programs can help counteract the negative 

stereotypes in textbooks by using bicultural materials which generate self 

esteem through children’s appreciation of their cultural heritage. 

It is important to develop growth in the areas of self-esteem, 

self-awareness, and especially for academic success, it is important to 

develop the area of self-academic concept. This growth is not found in a 

textbook but in experiences, experiences in which the students actually see 

positive results from their work, rather than failure. 
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Alicia S. Sosa [1986] conducted a program in San Antonio, Texas, which 

focussed on underachievement and the dropout student. Hispanic students at 

high risk were identified as valued youth and were given an opportunity to 

make a difference by serving as tutors of younger children. These students 

were given classes in order to develop interpersonal communication skills, 

learn child growth and development theories, and language arts skills. They 

also focussed on the development of positive self image and motivation. 

The students were taken on many field trips which exposed them to 

economic and cultural experiences. In addition, positive role models from 

the community who represented various careers were invited to meet and 

work with these students. Also, parents were integrally involved. By 

having parental involvement, the program strengthened the relationship and 

communication between the high risk students and their parents. Parents 

became interested and involved in their children's educational attainment. 

The student's self reported data indicated that they had bene- fitted from this 

program, which reached far beyond school life to enrich their personal life. 

Jerry Williams [1978] states that self concept is an excellent predictor of 

academic success; another primary goal of the educator is to improve self 

image. He claimed that the successful students have a high opinion of 

themselves, while the underachievers suffer from a low self-opinion. He 
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states that reading is a vital factor in one's self concept and conversely, a low 

concept can affect the student’s ability to read well. 

Williams also focusses on the need for students to improve and become 

aware of themselves. He states that their starting point of self awareness, 

however, must first come from the administrators and extend to the 

teachers, staff, bus drivers and even the cooks. So that before we build our 

students' self concept, we must build our own. Once the adults learn how to 

build self concept in themselves through specific techniques, then they can 

use these techniques on their students. According to Williams, there are 

five ways to better self-concept: 

1) Adults must praise themselves. By applying this technique on 

oneself, one learns to apply it to others. 

2) Help children evaluate realistically. Allow the students to explore 

their world and also be realistic about what they are able to 

achieve and accomplish. 

3) Teach students to set realistic goals. People with low self concepts 

set their goals too high or too low which is why they encounter 

failure. 

4) Teach children to praise themselves. The self concept is basically 

internal. 
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5) Teach children to praise others and also to receive praise. 

The author basically feels that underachievers are hungry for attention and 

approval, and that by using these five techniques, adults would be able to 

help them. 

In a study by Hess and Lauber [1985], there were two attributes which 

were focussed upon; one was reading achievement and the other was age 

upon entry into high school. The study showed that the dropout rate 

decreases with achievement, but increases with entry age. This study was to 

determine what the net effect of retention policies on the dropout rate is 

likely to be. 

The population they used was from a Chicago public high school during 

the 1978 to 1980 period. One group consisted of students enrolled in 1978 

and the other group consisted of students enrolled during the entire 1978 to 

1980 period. The samples included only students who had either graduated 

or dropped out. The result suggests that the retention of students in primary 

grades increases the dropout rate at the high school level. Retained age 

students are more likely to drop out than normal aged students. They 

recommended that schools increase students reading achievement before 

entry to high school without retention, and that they promote the entry of 

students into high school at an earlier age. 



43 

Wehlage, Rutter and Tumbaugh [1986] focussed on how some dropouts 

have difficulty finding employment and as a result, may become dependent 

on welfare. They also stated that the majority of dropouts come from low 

socio-economic backgrounds in which there was also family stress or 

instability. If the students are receiving signals about how academically 

inadequate they may be and how much of a failure they are, and if they 

perceive little interest or concern from teachers or see the institutional 

system as unfair, they may become alienated and unresponsive about getting 

their high school diploma. 

The above authors suggest a program that has four categories which will 

prevent high risk students from leaving: 1) Administrator and 

organization, 2) Teacher culture, 3) Student culture, and 4) Curriculum. 

Administrator and organization is an alternative program built around 

the school within a school concept or an independent alternative school. 

Teacher culture allows teachers to extend themselves in order to deal with 

the "whole child." The teacher must be willing to deal with certain problems 

in the home, community or peer group. Student culture examines the 

students' needs for admission to this program and the willingness to change 

their attitude and behavior. This allows the students to have a fresh start in a 

new program. Curriculum is different from the students' school settings. 
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The curriculum is more individualized, in- eluding some remedial work as 

well as health care, nutrition education and community social services. 

The students focus on improving social skills and attitudes. They are 

introduced to positive role models who exemplify responsibility, the work 

ethic, and the ability to build positive human relationships. This is taught 

through "Experimental Learning." Experimental learning helps the 

students to be active and reflective. They are involved in day care centers, 

nursery homes, and elementary schools. The students then are introduced to 

a variety of vocational training where they can leam specific skills for the 

world of work. The program was evaluated with pre and post tests. The 

results indicated that students' attitudes and beliefs about themselves change. 

After having participated in the program, they saw the future with 

opportunities and successs. 

Marsha Hirano-Nakanishi [1983] indicates that many Hispanic youth are 

considerably more delayed (or overaged for their grade placement) in their 

educational process than others. This would explain why overaged Hispanic 

students are feeling developmentally different from their grade level peers 

and frustrated with their progress in school. 

Her study concludes that 40 percent of all Hispanic dropouts aged 14 to 

25 years old leave school before reaching the tenth grade and most of these 
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pre-high school dropouts leave school at the junior high school level. An 

examination of trends suggests increasing school attrition from grade 7 to a 

peak at grade 11, when 30 percent of all Hispanic dropouts leave school. 

Additionally, there appears to be a plateau between elementary school 

grades and entry into junior high school, and between junior high school 

completion and entry into high school. A sharp decline in dropping out 

from the 11th to 12th grades also was noted. 

Given the background information in the research literature available on 

high risk students, this study, as outlined in the next chapter, will attempt to 

surface additional information on this critical issue. 



CHAPTER III 

DESIGN AND METHODOLOGY 

It is the hope of this researcher that as a result of this study more extensive 

research in related areas will be conducted. It is not until we fully understand 

the problem, that positive changes can be implemented. The research method 

utilized in this study will be the case study method. Case study is the 

collection of data on a single individual or single unit using all available 

evidence from records, observations and interviews [Michaels, 1969]. 

The development of measures which are valid for the purpose for which 

they are designed requires a number of steps which are essentially clinical in 

nature. These steps involve a recycling process during which the investigator 

alternates between clinical observation and classification of response. 

The end product desired is an instrument which permits the researcher to 

ask open-ended questions, but allows him to quantify the results so that they 

are amenable to statistical analysis. The steps to be taken are as follows: 

1) Determine the information to be gathered. 

2) Select, on an informal basis, half a dozen to a dozen members of the 

population to be investigated. These members ought to be selected for 

their willingness to be open and honest with the investigator. 

46 
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3) The researcher asks the question believed to elicit the 

kind of information required for the study. 

4) The researcher writes down (or tape records and then transcribes) 

the responses to the questions. 

5) The researcher studies the responses to see which appear to "go 

together," that is, fall into describable classifications. 

6) Armed with these classifications, the researcher selects another 

group, and asks open-ended questions of the same nature. Ideally, 

they ought to be the same as the first, though questions may be 

altered slightly if necessary to obtain the information required. 

7) The investigator compares the second set of responses, seeking to 

determine if they "fit" the response categories already set up. If 

they do, then these response categories may stand. If additional 

ones are required, they are to be created. 

8) The investigator continues steps 2-8 until a complete set of 

response categories has been developed. 

9) The investigator may print an instrument containing the questions 

asked as items, leaving space for open ended responses. Under this 

model, the classification is done after the data has been collected. 
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Reliability Check 

A determination of the reliability of assigning response categories may be 

done as follows: 

a) The investigator gives his raw data to a second researcher with 

instructions to develop response categories. 

b) The response categories thus generated are matched with the 

investigator's own categories for "fit." The two discuss any 

differences, and develop a final set which is satisfactory to both. 

c) The investigator writes descriptions of the response categories, 

gives the raw data to assistants, each of whom assigns raw data to 

these categories. 

d) The investigator compares the results of Number 3 to determine 

the extent of agreement. If there is less than 85% agreement, the 

investigator must discuss the problem, and perhaps recycle either 

through Steps 2-4 or through Steps 3-4 with different assistants. 

Traditionally, case studies have been useful as background information for 

planning major investigations. They are intensive, they bring to light the 
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important variables, processes and interactions that deserve more extensive 

attention. This kind of study is often the source of fruitful hypotheses for 

further study; for this purpose this methodology was selected. 

The premise of this research is to explore the possible academic 

environment, socio-economic, socio-cultural and family conditions which 

affect the high risk Hispanic students. 

There are many misconceptions regarding a high risk Hispanic student. 

There are documents stating that these students do not care, that they are 

ignorant and that they are worthless. The truth of the matter is that these 

students have been conditioned to feel alienated or different and deceived by 

society to believe that they are worthless and stupid. Through this study, we 

will explore the feelings and thoughts of these students. 

The case study proceeded through the use of videotape recorded 

interviews. Thirty junior high school students considered "high risk" from 

an urban school district located in Southern California were selected to 

participate in this study. An intermediate school setting was chosen because 

it is regarded as a valuable source of data regarding high risk Hispanic 

students. The selections were done randomly from a list compiled by the 

counselor of the junior high school. This information was gathered by using 

last year’s records and report cards of students with low academic 
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achievement who had numerous referrals to the counselor and principal. 

Once the students were selected, a letter requesting parent permission to 

interview their child was handed out at which time they were also presented 

with an overview of the study. 

The individuals involved in this study are the interviewer and inter¬ 

viewees. The data gathering process included use of videotape equipment 

and interview questions during 30 face-to-face interviews, a review of 

cumulative records and observations. The interviews took place after school 

in the conference room at the school site. One or two students were 

interviewed per day. The interviews lasted approximately one hour in 

length with a ten minute rest period. The interview consisted of 91 questions 

focussing on their families, peers, school, job expectations, self academic 

concept and self esteem. (See Appendix B.) Other data which was also 

included were family interviews, data from school records (achievement 

test scores and grades) and personal observations. 

The information provided by the students was subsequently analyzed to 

determine the relationship, if any, among these students. Content analysis 

was then utilized to study different variables and what variables correlated 

which affected the high risk Hispanic students. 
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In order to protect the rights of the students, the video cassette tape will 

be destroyed one year after the oral presenttion of the dissertation is 

completed. 



CHAPTER IV 

FINDINGS 

The following findings are based on the responses provided by the high 

risk Hispanic students who were interviewed. The data from the question¬ 

naire is reported in a descriptive manner. The report of the findings is 

preceded by a description of the demographics of the study site and a profile 

of the student respondents. 

The study site is a large urban elementary school district in the State of 

California. It has 19,000 K-8 students attending elementary, junior high, 

and middle schools. Ethnic distribution of students consists of forty-two 

percent Caucasian, forty-four percent Hispanic, nine percent Black, four 

percent Asian and one percent American Indian. Twenty seven languages 

are represented in the district. The three junior high schools chosen for this 

study have a high Hispanic student concentration, between forty-one and 

sixty-nine percent. 

In a random sampling, thirty students were interviewed out of a group of 

eighty who were asked to participate. There were 15 boys and 15 girls with 

eight female 8th graders and six male eighth graders; and seven female 

seventh graders and nine male seventh graders. The criteria used 
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to initially identify the students by the school counselors included: Grade 

point average scores, low achievement scores, excessive tardiness, absen¬ 

teeism and low motivation as indicated by the teachers. 
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Student Profile 

All thirty students in the sample are of Hispanic background (Mexican, 

Chicano). These students have all been categorized as fluent English pro¬ 

ficient, having once been assessed for English language fluency because they 

identified Spanish as a language spoken at home. 

Sixty-seven percent of the boys and thirty-three percent of the girls live 

in a single parent home, while thirty-three percent of the boys and sixty- 

seven percent of the girls live with both parents. 

Seventeen percent of the mothers and twenty-six percent of the fathers 

completed high school. (There were only 19 fathers for the thirty students 

in the sample.) Twenty-three percent of the mothers have between 5 and 8 

years of schooling and sixty percent have less. Among the fathers, forty- 

two percent have 5 to 8 years of schooling and thirty-one percent have less 

than that. (See Table 4.) Fifty-six percent of the students are the oldest 

sibling, twenty-six percent are the middle child, and sixteen percent are the 

fourth and fifth sibling. 
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Of the 30 respondents, sixty percent of the females and seventy-three 

percent of the males indicated that they have been retained in elementary 

school. Hirano-Nakanishi [1983] and Hess and Lauber [1985] have indi¬ 

cated that the retention of students in primary grades increases their frus¬ 

tration with their progress in school, and also increases the dropout rate at 

the high school level. 

The California Achievement Test scores were reviewed and the median 

range for the fifteen boys was 5.9 grade equivalent, and for the fifteen girls, 

5.6 grade equivalent. Of the eight seventh grade boys, their grade 

equivalent was 5.8, and of the eight seventh grade girls, it was 5.3. Of the 

seven eighth grade boys, their grade equivalent was 6.0 and of the seven 

eighth grade girls, their grade equivalent was 5.9. Individually, the grade 

equivalent ranged from 4.2 to 8.1, indicating a delay of four years to grade 

appropriateness. (See Table 5.) 

According to the cumulative records, out of 140 school days thus far this 

year, forty percent were absent 10 to 20 days, thirty percent were absent 20 

to 40 days, and ten percent were absent 40 days or more. 

With respect to tardiness, seven percent of the respondents were tardy 3 

days or less per month; forty-three percent were tardy from 4 to 7 days 
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per month, thirty percent were tardy from 7 to 10 days per month, and 

twenty percent were tardy from 10 days to more. 

Report of Findings 

The instrument used to collect data was divided into the following 

sections: Items about Self, Items about Self and Success, Items about Self 

and Work, Items about Self and Problems, Items about Self and Friends, 

Items about Friends and School, Items about Friends and School/Law 

Problems, Items about General Feelings about School, Items about School 

and School Subjects, Items about Self and Family, and Items about Rela¬ 

tions with Parents. In the following analysis, each item in each section will 

be covered separately. 
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Table 4. Level of Education of Respondents' Parents 

Years 0-4 Years 5-8 Years Completion of High School 

N = 30 

Mothers 60% (18) 23% (7) 16% (5) 

N = 19 

Fathers 31% (6) 42% (8) 26% (5) 



Grade 

Total Mean 
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Table 5. Respondents' Achievement Scores 
by Gender and Grade 

Boys Girls 

7th 8th 7th 8th 

4.6 4.2 4.5 4.2 

4.8 5.3 4.6 5.6 

5.5 5.4 4.6 6.3 

5.7 5.7 5.3 6.0 

5.9 6.2 5.4 6.3 

6.5 7.6 5.7 6.3 

6.8 8.1 5.8 6.3 

6.9 6.6 

5.8 6.0 5.3 5.9 

California Achievement Test (C.A.T.), 1988 
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Items about Self 

The items in this section were restricted to questions about themselves as 

individuals. 

Item 1. What is the thing that you like most about yourself? 

Item 2. Name one thing about yourself that you feel most proud or good 

about? 

When asked about the traits liked most about themselves (Item 1), about 

fifty percent of the respondents referred to physical attributes and fifty 

percent referred to personality attributes. Some physical attributes stated by 

the students were: "I like my hair," "I am a good runner;” while others 

boasted about "being tough." The personality attributes ranged from being 

friendly to people and understanding to others, to being outgoing. These 

responses are typical of adolescents who are egocentric at this stage and 

sensitive about variation in their own physical and social development, and 

thus do not suggest any initial problems. However, none of the students 

identified intellectual attributes as their choice. 

When asked to name one thing about themselves that made them feel 

proud (Item 2), forty percent replied "nothing." Another forty percent 

replied that they felt proud about helping people, and the balance said, 
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talking to people. Again, the answers elude academic achievement as a 

response. A significant number see nothing in themselves of which to be 

proud. 

Items about Self and Success 

These items concentrated on the respondents' feelings about those things 

that would or would not make them successful in life and future work. 

Item 3: What does success mean to you? 

Item 4: Do you see yourself as popular? 

Item 5: Do you see yourself as smart? 

Item 6: What do you think makes people do well or be successful in 

life? 

Item 7: Do you have plans for your success? 

Item 8: Do you feel more respected at school? At home? With friends? 

With family members? 

Item 9: If you could change something in your life to help you be 

successful, what would it be? How would you do it? 

When asked what success meant to them (Item 3), about forty percent of 

the respondents mentioned going to high school and college. Another forty 

percent referred to accomplishing a goal (e.g., becoming good at 
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skateboarding, math or basketball), and the balance said, "getting a job." It 

is interesting to note that these answers are statements which adults are 

constantly projecting. 

When asked if they saw themselves as popular (Item 4), sixty percent 

replied, "No." Twenty-seven percent said "Yes," and the balance stated 

"Kind of" or used similar phraseology. 

Regarding their intelligence (Item 5), sixty-six percent of the students 

replied that they thought they were "smart," while approximately seven¬ 

teen percent replied "kind of," and the balance replied in the negative. Here 

is a significant number of students that have identified themselves as having 

the ability to do well. Only seventeen percent felt they were not smart or 

intelligent. 

In response to a question about what made people successful (Item 6), 

almost sixty-six percent said "working hard," and the balance referred to 

setting goals. 

When asked about plans for their success (Item 7), the entire group 

replied that they had such plans. The answers included becoming a nurse, a 

doctor, a mechanic, a secretary and a lawyer. These students have high 

aspirations for their future. Most of them can identify hard work and goal 

setting as critical to success. 
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In response to the question whether they felt more respected at home or 

at school (Item 8), about thirty percent said they were respected more at 

school (by friends and a few teachers). About twenty-nine percent said at 

home (by mother, father or extended family), and the balance said that they 

were equally respected in both places. It is interesting to note that twenty 

percent of the boys felt they were respected more at school whereby twenty 

percent of the girls felt they were respected more at home. 

When asked about making a change in their lives to be more successful 

(Item 9), forty-three percent felt that a change in "attitude" was called for, 

and fifty-seven percent said that they would have to work harder. Again, 

these responses appear to be statements which adults would project to an 

adolescent, but nonetheless, they have been intellectualized. 

Self and Work 

The items in this section were restricted to the subjects' feelings about 

themselves and work. 

Item 10: Have you ever had a job? 

Item 11: What do you dislike about work? 

Item 12: Do you have responsibilities at home? 
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More than half of the respondents (fifty-six percent) stated that they had never 

had a job (Item 10), while the balance (forty-three percent) said that they had 

held a job. 

When asked what they disliked about working (Item 11), about ninety- 

five percent of those who worked said they disliked waking up early, and the 

balance responded yelling," which evidently referred to problems at work. 

Almost all of the respondents stated that they had responsibilities at home 

(Item 12). 

Self and Problems 

The purpose of this section was to elicit information about how the 

subjects handled their problems, whether at home or at school. 

Item 13: Do you have any problems as a teenager that you did not have as 

a child? 

Item 14: Do you have any fears or worries that you did not have as a child? 

Item 15: What are your greatest worries? 

Item 16: If you had a difficult situation at home, whom would you go to 

for help? 

Item 17: If you had a difficult situation at school, whom would you go to 

for help? 
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Seventy percent of the respondents stated that they now had problems they 

had never experienced as a child (Item 13), while thirty percent said that they 

had none. Some examples of these problems were conflicts with individuals 

such as: parents, friends, girl friends, boy friends and family issues. 

Among those who stated they had worries (Item 14 and 15), about fifty 

percent stated that "not graduating" was their greatest worry, while the 

balance indicated that their worries had to do with their families. 

When asked to whom they would go to if there was a difficult situation at 

home (Item 16), about fifty-five percent stated they would go to a friend; 

about the same number said they would go to a parent. The balance of the 

responses, about ten percent, each said they would go to a teacher or to a 

member of their extended family. Readers should note that this item 

allowed more than one response. 

With respect to a difficult situation at school (Item 17), about sixty-three 

percent said they would go to a friend, about thirty-three percent said they 

would go to their parents, and the balance would go to a member of the 

school staff. The adolescent at this phase confides with his or her fellow 

peers who feel they know what the individual is going through emotionally. 

The adolescent does not feel that adults can empathize with their feelings. 
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Items about Self and Friends 

This section had to do with the students' relationships with their friends. 

Item 18: Do you feel that you have friends whom you can trust? 

Item 19. Which is more important to you, doing what you want or doing 

what friends want? 

Item 20: If your friends want you to do something, and you don't want 

to, do you find it difficult to say "no" to them? 

Item 21: What do you like most or admire most about your friends? 

Item 22: What do you like to do with your friends in your spare time? 

Item 23: What would you do on the weekends if your friends are out of 

town? 

Almost all the entire sample, about ninety-eight percent, said that they felt that 

they had friends whom they could tmst (Item 18). 

When asked which was more important to them, doing what they wanted, 

or what their friends wanted (Item 19), ninety percent replied "what I 

wanted." This is probably not surprising given the age of the sample. In 

other words, the adolescent who is egocentric at this stage will project that 

he/she is in control, but in reality adolescents will follow and be pressured 

by peers. 
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When asked whether they had ever said "No" to their friends about 

something they really disapproved of (Item 20), about seventy-seven percent 

said they had. When asked what they admired most about their friends (Item 

21), the entire sample responded that it had to do with their friends’ 

treatment and behavior towards them. (It is important to note that friends 

were very important to this group which filled other needs they had, i.e., 

respect.) 

When asked what they did most with their friends (Item 22), forty- three 

percent said they went to the park, about twenty-seven percent went to the 

malls, a similar percentage went bike riding, and seven percent replied 

"hang out." If their friends were out of town (Item 23), ninety percent of 

the sample said that they would stay at home. 

Although the responses of the students regarding friends may be in part 

due to their level or stage of adolescence, it is also interesting to observe that 

friends play a significant role in the lives of these young people. They 

receive trust, respect and the treatment they like from friends, even when 

they do not do so from adults. Also, while they may engage in "what they 

want to do," the fact remains that they would stay home in the absence of 

their friends. This indicates that what they want to do is indeed influenced 

by friends. 
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Friends and School 

This section dealt with students' relations with their friends as they 

applied to school. 

Item 24: How do your friends feel about school? 

Item 25. How do you feel when you learn that a friend is dropping out of 

school? 

Item 26: Do your friends encourage/support you to stay in school? 

Item 27: Do your friends think you are popular? 

Item 28: Do your friends think you are smart? 

Item 29: If you could change/improve your relationship with your 

friends, what would you do? 

When asked how their friends felt about school (Item 24), ninety-seven 

percent said that their friends found it boring. Even so, when asked how 

they felt when they learned that a friend was dropping out of school (Item 

25), the entire sample stated that they felt it was a bad idea. 

Again, with respect to the above, when asked if their friends supported the 

idea of them staying in school (Item 26), ninety-seven percent replied that 

their friends felt that they should stay in school. 
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When asked if their friends thought the respondents were popular (Item 

27), sixty-three percent replied in the affirmative, thirty-one percent in the 

negative, and the balance said they were "partially" popular. Again, the 

respondents are commenting on how the world views them, which is totally 

different as to how they view themselves. 

When asked if their friends thought that the respondents were smart 

(Item 28), sixty-five percent replied "yes," ten percent replied that their 

friends thought they were somewhat smart, and the balance replied in the 

negative. When asked about changing or improving their relations with 

their friends (Item 29), seventy-three percent said they would do nothing 

and the balance said that they would "talk it out." 

Most of the respondents' friends find school boring, which may also 

reflect how they feel about school. Yet, almost all of the respondents felt it 

was not a good idea for their friends to drop out of school. They felt their 

friends would react the same way if they were to think about leaving school. 

Generally, the respondents seem to concur with their friends and seem to have 

a mutually positive relationship. 

Friends and School/Law Problems 

Because of the importance of investigating conflicts that students this age 
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have both with the law and with school authorities, the following questions 

were asked specifically about school and law problems. 

Item 30: Have any of your friends ever gotten into trouble at school? 

Item 31: Have you ever gotten in trouble at school? 

Item 32: Have you ever been suspended? 

Item 33: Have any of your friends ever gotten into trouble with the law? 

Item 34: Have you ever gotten into trouble with the law? 

When asked if any of their friends had gotten into trouble in school (Item 

30), seventy-three percent replied that they had, and the balance replied in 

the negative. The difficulties that they encountered at school were talking 

back to the teachers, not following directions, and fighting. 

When asked about their own trouble with school authorities (Item 31), 

the same percentage indicated that they had trouble with the school. This is a 

particularly important finding since it indicates that the respondents were 

probably answering these items honestly. 

When asked whether they had ever been suspended (Item 32), seventy- 

four percent replied that they had not. It would seem as if their troubles 

with school were of a relatively minor nature since they had not been 

suspended. 



69 

With respect to getting into trouble with the law (Item 33), ninety-nine 

percent stated that none of their friends had been in legal problems. When 

asked about their own problems with the law (Item 34), the same percentage 

answered that they had none. While these students have had little or no 

trouble with outside school authorities, two-thirds have had discipline or 

behavior problems in the school. 

These answers concur with the cumulative search, where discipline 

problems were evident from an early stage with many of the students. 

General Feelings about School 

The following items are designed to provide insight into the students' 

general feelings about school. 

Item 36: If there was no law making you go to school, would you go to 

school? 

Item 37: Why do you think you have to go to school? 

Item 38: Does anyone at your school encourage/support you to do your 

school work? 

Item 39: If you are encouraged by anyone at school, do you find that 

encouragement helps? 



70 

In response to the item asking whether they would go to school if there 

was no law compelling it (Item 36), the entire sample said that they would still 

go to school. Whether this is a result of parental pressure or some other 

factor cannot be stated. Perhaps the social factor (interacting with friends) 

would be of importance to them. 

When asked why they thought they had to go to school (Item 37), 

thirty-seven percent said it was to prepare them for a job, fifty-seven percent 

said "to learn" and the six percent remaining said because the law required it. 

When asked who supported and encouraged their attendance at school 

(Item 38), fifty-seven percent said it was their friends, twenty percent said it 

was their teachers. Many respondents see the school as a legal social 

gathering ground, in which case, their peers encourage them to come to 

school. Here, again, the role of friends seems to be of great importance. 

When asked if this encouragement helped, the entire sample replied that it 

did. In other words, it appears that supportive peer pressure for posi- tive 

reasons is helpful. When asked whether they had a counselor (Item 41), 

ninety percent said that they had, but only seventy percent said that they knew 

what a counselor did or who the counselor was. 

When asked if they had ever gone to a counselor (Item 42) and why, thirty 

percent said they had not, fifty percent said for disciplinary reasons, and 
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twelve percent said they had done so for emotional reasons. The responses 

on emotional reasons" were due to conflicts with peers, family concerns and 

sexual abuse. As shown, many respondents have no idea of the counselors' 

function in a school. In more than half the cases, it was in a negative context. 

When asked if they had ever been tardy (Items 43 and 44), sixty-seven 

percent said they had and thirty-three percent said they had not. When asked 

about "ditching" school, eighty-seven percent said that they had not, and the 

balance said that they had. 

Asked if they thought punishment was appropriate when they did 

something wrong (Item 45), ninety-seven percent said that they felt it was; 

the respondents obviously felt a need for justice. When they did something 

wrong, it was in the form of punishment with which the respondents 

disagreed; they felt that resolving the problem was a better approach than 

suspending them from school or "yelling" at them. 

School and School Subjects 

This section pertains to their relationship with school and academic matters 

in school. 

Item 46; Are you able to understand the work that the teacher gives you 

in your classroom? 



72 

Item 47. Does your teacher try to help in the classroom when you have 

problems with your school work? 

Item 48: Out of seven teachers, how many are helpful to you? 

Item 49: Do you feel that you are treated the same as other students in the 

classroom? 

Item 50: Do you feel that you are treated the same as other students in the 

school? 

Item 51: Do you ever read books or magazines outside of the school? 

Item 52: What do you like about your school? 

Item 53: What do you dislike most about your school? 

Item 54: Do you feel that what you are learning is important? 

Item 55: When do you do your homework? 

Item 56: Do you feel that you are part of the school, or just sort of 

unconnected with it? 

Item 57: Do you belong to any school organizations? 

Item 58: Do you do any sports at school? 

Asked if they felt that they understood the work the teacher gives them 

(Item 46), forty-three percent said that they did not, thirty-three percent 

said they did "occasionally," and the balance (twenty-three percent) felt that 

they understood the assignments. 
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More than half did not always understand the classroom content. This is 

also reflected in their achievement scores which indicate a grade equivalent 

score of at least two to three years' delay in most cases. When asked about 

the teacher helping them when they had academic difficulties (Item 47), 

eighty percent replied that they felt that the teacher did help them. 

When asked how many of the seven teachers they have were helpful to 

them (Item 48), ten percent felt that all were helpful, seventeen percent felt 

that four of them were helpful, and seventy-three percent felt that three out 

of the seven were helpful. 

This may have a significant impact on the respondents' view of the 

school. The school is an organization of educators whose primary role it is 

to teach, help, and structure. Yet, these respondents are viewing the 

majority of teachers, whether consciously or unconsciously, as not being 

helpful. Is a double message being sent to the respondent — "We are here to 

help, but we will not"? 

When asked about equal treatment in the classroom (Item 49), ninety 

percent felt that they were treated as well as any other student. The same 

percentage said that they felt that they were treated the same as other 

students in the school as a whole (Item 50). 
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When asked about outside reading (Item 51), forty percent said that they 

read books, and twenty percent said that they read magazines. Another 

twenty percent said that they read nothing outside of school. 

In response to a question regarding what they liked most about school 

(Item 52), sixty-three percent said it was their friends, twenty percent said it 

was the teachers, and the balance said it was the subjects in school. 

When asked what they disliked most about school (Item 53), seventy- 

seven percent said it was teachers "yelling," and the balance stated that they 

felt that the rules were too strict. This response is reflective of Item 48 

where seventy-three percent felt that three out of seven teachers were 

helpful. Again, consciously or unconsciously, a message is being received 

by them about school. 

When asked if they thought what they were learning in school was 

important (Item 54), eighty percent said that it was, ten percent said that it 

was not, and the balance felt that it was "sometimes." When asked when they 

did their homework (Item 55), sixty percent said that they did it "after 

school," and the balance said that they did it "at night," which meant after 

dinner. 

In response to an item about whether they felt "part of the school" (Items 

56, 57, and 58), about half said that they were connected to the school, and 



the other half felt unconnected. No one in the group, however, belonged to 

any school organization. Only ten percent of the group was on a school 

athletic team of any kind. 
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More than half the students do not feel they understand the work in class 

most of the time, and the majority see less than half of their teachers as 

helpful (3 out of 7 teachers). This somewhat unproductive teacher-student 

relationship is reflective in their achievement scores. Yet, more than half of 

the students still see themselves as students who do their homework and who 

are learning important things in school. Most resent the yelling and the poor 

communication styles of teachers. 

Self and Family 

This section deals with relationships between themselves and their 

families. 

Item 59: When you think of the word "family," what does it mean to 

you? 

Item 60: Does your family do things together? 

Item 61: Do you have responsibilities at home that prevent you from 

going to school, getting there on time, or doing your homework? 
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Item 62: Do you have spending money? 

Item 63. Are you ashamed of any members of your family? 

Item 64: How much schooling did your parents have? 

Item 65: How important do you think it is to your parent/s that you finish 

school? 

Item 66: How important is it to you to fmish school? 

Item 67: Do your parents read newspapers, magazines or the Bible at 

home? 

Item 68: Are there bookshelves with books in them at home? 

Item 69: What kind of jobs do your parents have? 

When asked about the meaning of the word "family" (Item 59), sixty- 

nine percent indicated that it meant their parents and siblings alone, and the 

remainder (thirty-one percent) indicated that they were connected to an 

extended family. Of the samples, eighty percent indicated that the family 

"did things together," and the balance said that they did not (Item 60). 

When asked about responsibilities at home which kept them from 

attending school (Item 61), eighty-seven percent responded that they had 

none that kept them from school; while sixteen percent said they did. For 

the majority of this group at least, responsibilities are not a factor. When 

asked about allowance (Item 62), fifty-seven percent said they were not 
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given regular spending money by their parents. Asked if ashamed of their 

family (Item 63), ninety percent replied in the negative. 

When asked about their parents' schooling (Item 64), only seventeen 

percent of the mothers and twenty-six percent of the fathers had completed 

high school [for which there were only 19 out of 30 in the sample]. A total 

of twenty-three percent of the mothers had 5 to 8 years of schooling, and 

sixty percent had less. Among fathers, forty-two percent had 5 to 8 years 

of schooling, and thirty-one percent had less than that. (See Table 6.) 

Table 6. Respondents Living with Single Parent vs. Both 
Parents 

Boys Girls 

Separate 66% 33% 

Both 33% 66% 

Parents 

According to the 1988 Census, the median schooling for Mexicans 25 

years and over was 10.8 years. The majority of the parents in this study had 
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no more than eight years of schooling. This contradicts a commonly-held 

belief that parents with limited schooling exhibit a lack of concern and 

aspiration regarding their children's education. And yet, the entire student 

sample felt that it was very important to their parents that they complete 

their schooling (Item 65). 

With respect to themselves (Item 66), opinions were evenly divided. 

About fifty percent of the sample felt that it was important that they finish 

school; the rest did not. In an earlier question (Item 25), they expressed that 

their friends should not drop out of school. Yet, half the students did not 

think it was important for them to finish school. 

Asked about their parent's reading habits (Items 67), sixty percent said 

that their parents read the newspaper, forty-seven percent said that their 

parents read the Bible, twenty-seven percent said that they read the 

magazines. More than one response was permitted for this item. 

In response to an item asking if there were bookshelves in the home 

(Item 68), eighty-nine percent said that there were. When queried about 

what kind of job their parents had (Item 69), eighty percent said that their 

parents were laborers, thirteen percent said that they were blue collar 

workers, and the balance held white collar jobs. None of the parents were 

unemployed. 
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Relations with Parents 

This section deals with relationships between themselves and their 

parent/s. 

Item 70: Do you think your parents listen to your concerns? 

Item 71: Are you able to talk to your parents to share things that bother 

you? 

Item 72: If you could change the way you communicate with your 

parents, what would you do? 

Item 73: Do your parents punish you? 

Item 74: When you are punished, who does it? 

Item 75: How would you punish yourself for the same thing? 

Item 76: Who makes the decisions at home? 

Item 77: Do you think that your parents communicate with you, or do 

they just yell at you? 

Item 78: How many television programs do you watch every day? 

Item 79: What do you do during dinner time? Do you sit together and 

talk? 

Item 80: Are your parents too strict? 

Item 81: How do you get along with your mother? Father? 
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Item 82: Besides your parents, are there any other adults in the family 

you feel you can go to for advice? 

Item 83: What language do you use at home? 

Item 84: What language do you use at school? 

Item 85: What do you consider yourself: American? Mexican? 

Mexican-American? Chicano/a? Other? 

Item 86: How do you feel about being of Latin descent? 

Do you feel equal to other people or otherwise? 

Item 87: Have you ever been to another country outside of the United 

States? 

Item 88: What kind of music do you like? 

Item 89: Do you like the music that your parents like? 

Item 90: If you could change something about yourself, or who you are, 

what would you change? 

Item 91: If you could change something about your family, what would 

you change? 

With respect to whether they thought that their parents listened to their 

concerns (Item 70), thirty percent of the sample felt they did, while seventy 

percent felt they did not. Asked if they were able to talk to their parents, to 

share things that bothered them (Item 71), thirty percent of the sample felt 
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that they could, while seventy percent felt they could not. This correlates 

with the answer given above. 

Asked about changing communication in the household (Item 72), 

eighty-three percent said that they would like to talk about the yelling in the 

household, ten percent would like "not to be afraid," and the balance would 

do nothing. Yelling is a significant factor both at school and at home. This 

does not allow the respondents to feel comfortable in sharing their concerns 

with their parents. 

Asked about punishment (Items 73 and 74), ninety-two percent of the 

sample replied that their parents punished them. Fifty percent of the sample 

said that their mother did it most of the time, forty percent said that their 

father did it, and ten percent replied that both parents punished them. 

It is interesting to note that two-thirds of the sample said that they would 

punish in the same way that their parents did (Item 75). One-third said that 

they would do it differently. Some of the different methods would be 

grounding them, resolving the situation by talking things out, or by doing 

chores for their offense. 

In response to an item about who made decisions at home (Item 76), 

sixty-three percent said that their mother did, twenty-seven percent said that 

their father did, and the balance said that both made decisions. 



82 

Seventy-three percent of the sample felt that "yelling" was the standard 

method of communication at home (Item 77). Only twenty-seven percent 

felt that communication was in any way effective. 

Asked about television programs they watched (Item 78), forty-three 

percent watched at least eight daily, forty-four percent watched six daily, 

and ten percent did not watch television at all. 

When asked about family eating habits (Item 79), sixty-three percent 

said that the family ate together, and the balance said that they ate at dif¬ 

ferent times. Opinion was divided on parental strictness (Item 80). Half the 

sample felt they were too strict; the other half felt that they were about right 

with respect to strictness. 

Subjects were asked to rate how well they got along with their mother 

and father (Item 81). Thirty-three percent felt that they had poor relations 

with their mother, thirty percent had fair relations, and thirty-seven percent 

felt they had good relations. With respect to their father, sixty- two percent 

felt relations with the father were poor, twenty-four percent felt that they 

were fair, and fourteen percent felt that they were good. It was noted that 

the boys had sixty-one percent poorer relations with their father as opposed 

to the girls, who had sixty percent poorer relations with their mother. 
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Asked about adults in the family to whom they could go for advice (Item 

82), two-thirds of the sample indicated that there was an extended family 

member to whom they could turn. A little less than one-third felt they could 

only turn to their friends, and one subject indicated she would go to a sibling 

for help. The extended family included uncles/aunts, cousins and 

grandparents. 

Within seventy percent of the sample, both English and Spanish were 

spoken at home (Item 83); twenty-three percent reported that Spanish was 

spoken at home, and seven percent said that English was the home language. 

With respect to what language was spoken at school (Item 84), eighty-three 

percent reported English was spoken at school, and sixteen percent reported 

that English and Spanish was spoken at school. 

Asked what ethnic group they felt they belonged to (Item 85), seventy 

percent said they were Mexican-American, twenty-three percent said they 

felt they were Mexican, and only seven percent said that they were 

"Chicano/a." 

With respect to equality with other groups (Items 86), ninety-three 

percent said that they felt equal to other groups, with the balance evenly 

divided between feeling inferior and superior. 
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A total of seventy percent of the group said that they had been in a 

country outside the United States (Item 87), the balance said that they had 

not. One needs to note that the Mexican border line is located approx¬ 

imately 130 miles from the given school site, thus being very accessible. 

With respect to their musical tastes (Item 88), eighty-seven percent said 

that they preferred "Rap,” thirteen percent said that they liked "Oldies" (i.e., 

music from the 1960’s), while none of the sample chose Spanish music. 

When asked whether they liked the same music that their parents liked 

(Item 89), sixty-three percent said that they did not, twenty percent said that 

they did. The balance said that they liked "some" of their parent's music. 

When asked what they would change about themselves (Item 90), eighty 

percent said that they would like to "change their attitude," thirteen percent 

said they would like to change their physical features, and the balance would 

change nothing. It is discouraging to note that the respondents have 

internalized the concept that they have an "attitude problem." The students 

are projecting what they have been absorbing from the world around them. 

Of course, when one has difficulty both at home and at school, eventually 

one will conclude that it is you who should be blamed. 

With respect to their families (Item 91), sixty percent said that they 

would like to change communication patterns in the family, twenty percent 
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would like to see attitudes changed in the family, and twenty percent wanted 

no change at all. 

An area of critical concern is poor communication. Communication 

with young adolescents involves more than talking and responding to what is 

said. It requires patience and motivation to try to understand the feelings 

beneath what they say and do. Many parents are exasperated by their 

children's behavior and attitudes, particularly if they feel their children are 

not using good judgement. But, the adolescent's new reasoning abilities 

makes it very difficult for parents to exercise previously unquestioned 

authority. 

The respondents reported that seventy percent of their parents did not 

listen to their concerns, and seventy percent felt they were unable to share 

things that bothered them. Eighty-three percent of the respondents felt that 

they would like to change the yelling that goes on in the household. 

It is also interesting to observe that the respondents continue to maintain 

certain aspects of their parents' culture. Parents may perceive their children 

as negating their culture, but in essence, they are modifying their present 

situation because they now live in the United States. Some of the old culture 

is being shared with a new culture, and the adolescent is not conforming to 

either group, but rather attempting to live and function within the two. One 
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indication of this is their response to the question about ethnicity where all of 

the respondents said they were Mexican-American, Mexican, or Chicano; 

again, maintaining that they are Mexican but with some alterations. 

Language is another indicator where nearly two-thirds of the respond¬ 

ents speak Spanish and English at home and the rest reported Spanish only; 

yet in school, eighty-three percent speak English. Here we see the 

respondents conforming to their society, where they speak Spanish at home 

for the benefit of their parents and English at school as expected. 

The respondents' choice of music is a conformity to their friend's taste 

of music which creates a feeling of being accepted as part of a group. Yet, 

this may be seen by parents and other adults as a rebellious act against them 

and society's values. [For a summary of student responses to critical at-risk 

factors, see Appendix D.] 
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Summary and Discussion 

The results of this study emphasize the lack of communication between 

the respondents and their parents as well as their teachers; the lack of posi¬ 

tive academic self-concept in the respondents; the need to clarify and 

exercise the role of the counselors; the need to address absenteeism and 

discipline problems, and the critical role of friends. 

The message projected is that the respondents have a difficult time 

expressing their personal and emotional experiences with their parents. 

They fear rejection or punishment for their thoughts and/or feelings. 

Seventy percent of the respondents felt that their parents did not listen to 

their concerns. It was noted that eighty-three percent of the respondents 

wanted to change their communication with their parents by improving 

appropriate communication and decreasing inappropriate communication 

which they identify as "yelling.” 

In the school arena, the respondents again are faced with a situation 

regarding the lack of communication. Seventy-three percent of the res¬ 

pondents indicated that only three out of seven teachers are helpful. 

Seventy-seven percent also viewed teachers as "yelling" rather than 

communicating appropriately with them. These respondents view the 
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majority of teachers, whether consciously or unconsciously, as not being 

helpful. 

In regards to the question whether they understood the work given in the 

classrooms, thirty percent stated that they did not understand, and 

twenty-nine percent stated that they occasionally understood. Also, none of 

the students identified intellectual attributes that they were proud of, or 

viewed themselves as successful in school. This reflects a negative self¬ 

academic concept. Ironically, eighty-seven percent felt that they were 

"smart," revealing that they perceived themselves as having intellectual 

potential. Half the students were greatly concerned about completing 

school, while an equal amount did not see that as important. 

The role of the counselor also needs to be reviewed. The respondents 

view counselors as different from their true role. A counselor is one who is 

to be concerned with helping individuals learn new ways of dealing with and 

adjusting to life situations. They help students to develop sound 

decision-making processes, either in individual or group settings. Yet, 

thirty percent of the respondents have never seen a counselor; fifty percent 

have seen a counselor for disciplinary reasons, twelve percent have seen a 

counselor for emotional issues, and eight percent for academic reasons. 
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The counselor is a source of intervention which is evidently not being 

utilized appropriately within the school system. 

The respondents also reported that seventy-three percent had difficulties 

in school (e.g., fighting), and difficulty with teachers. The respondents also 

stated that sixty-seven percent had been tardy. In the cumulative record 

search, it was evident that at least seventy percent of the respondents are 

tardy to school, as well as having high absenteeism. The cumulative records 

also showed that sixty percent of the respondents were three to four years 

below grade level in their achievement scores. 

In regards to support systems, two-thirds of the respondents stated that 

they would go to an extended family member for advice. When asked to 

whom they would go to if there was a difficult situation at home or at school, 

more than half stated that they would rather go to a friend. Friends 

constitute an important role during this critical stage of adolescent 

development. Ninety-nine percent of the respondents felt trust with their 

friends. 

Many adolescents feel unsure of themselves and they need time to sort out 

these feelings and experiences. They need time to spend with other 

individuals their own age. Conformity to their friends’ tastes in clothes, 

music, and even slang expressions create a feeling of being accepted as part 
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of a group. This acceptance helps these adolescents feel good about 

themselves. 

Frank Smith s concept of "The Club" is an important one [Smith, 1984]. 

Individuals are always joining some form of "club;" this club can be a "tea 

club," "water polo club," "singles club," "music club," "high risk club," 

dropout club or a "gang club." If these high risk students join the 

"dropout club," "gang club," or any other negative organization, then we 

have missed a great opportunity to initiate them into a more positive and 

productive environment. 

The high risk students rely heavily on their friends' encouragement to 

stay in school. Many of the respondents who feel uncomfortable both at 

home and at school, find temporary comfort in their friends. Yet, friends 

are not the total answer for helping high risk students. We need to incor¬ 

porate the respondents and their friends into activities which will draw them 

back into a more positive learning environment because, as the respondents' 

failure in different areas perpetuate, so will their lack of enthusiasm. When 

the growing pressure becomes too uncomfortable, the student will leave 

school in order to establish emotional equilibrium. As a result, their friends 

will no longer have the power to help keep them in school. 
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Crawford s study [1986] on at-risk students reports that the students' 

action of dropping out is the "culmination of an identifiable history of school 

failures. He reports that individual variables do not in isolation either 

prevent or cause a student to drop out of school. There are many variables 

that interplay for students to be at risk" (e.g., a death or divorce of 

biological parents, poor self-image, lack of parental support of school 

success). He continues to state that the "at risk" variables continue to accrue 

during junior high school and high school, e.g., suspension from school, 

truancy, poor academic grades. The final outcome of this pattern of failure 

is the student deciding to drop out of school. 

In this sample group of thirty high risk students, several positive factors 

stand out which may serve as a link to help these students remain in school. 

At the time of the interview, students had not rejected school totally, nor 

shared a totally negative perception of school. For example: 

* Most felt smart or "kind of smart" (87%). 

* More than half of the students knew that success comes from 

setting goals and working hard (66%). 

* Most of the students would encourage friends to stay in school 

(97%). 

* All would go to school even if not required to do so (100%). 
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Half of them thought it was important to graduate (50%). 

Most of the respondents saw school as a place to prepare for work 

or to ’’learn" (94%). 

* Many of them felt they were learning in school (80%). 

* Many of them saw friends and family as supportive to their 

schooling (87%). 

* And according to all of the students, all their parents wanted them 

to graduate (100%). 

Given the perspective of these students, relatively few changes would 

really be necessary to make a difference in maintaining them in school. 

These above points give some indication that, given some changes in the 

teacher/student and counselor/student relations as well as improved home 

communication, these students have a chance of completing high school. 

These changes, however, would require more training for school personnel, 

improving teaching methodology and communication skills, and an 

acceptance of our diverse students and their needs. Improved parenting 

skills could also be encouraged by the school. 



CHAPTER V 

CONCLUSION 

The results of this study emphasize the lack of communication which 

exists between the respondents and their parents. At school, communi¬ 

cation with the teacher is also very poor. Students lack a positive self 

academic concept. Absenteeism is high and students who were formerly 

retained are still at risk. Counselors are viewed as disciplinarians while 

peers serve as the only source of consolation and respect. 

Moreover, the students interviewed have a conscious understanding of 

how success is attained by working hard and acquiring a good education. 

Although they recognize their failure in school, they still view themselves as 

having potential or being "smart" and expressed their desire to secure 

employment. As indicated earlier, the dropout rate has a negative impact on 

our society as a whole. Juveniles are getting more engaged in violent 

activities, young girls and boys are starting families, and our welfare 

system, as well as other social services, are being affected. 

In the context of the school, it would be interesting to see the 

development of a cohesive organization whereby the school, parents and 

outside agencies join forces to help reduce this crisis. The researcher 

proposes that the university provide in its curriculum more cross cultural 
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classes. These would be provided in order to sensitize teachers, 

administrators, counselors, psychologists, and other school-related 

individuals, and train them on effective strategies for addressing the vast 

growing needs of multi-ethnic students. 

Administrators 

Within the school, administrators can develop workshops which would 

enhance the staff s skills so that the identification of at risk students can be 

determined as early as kindergarten. There is also a need to make the 

curriculum more practical, challenging and interesting to students so that 

they can see its relevance to the real world. 

Administrators should also consider student failure as a reflection of 

teacher performance. Students are at times subjected to poor teaching and 

student performance is as good, or as poor, as the education they consume. 

Blaming the victim hurts everyone, especially the student at risk. 

Implementation of tutorial programs are critical because high risk 

students are frequently identified as underachievers or as lacking academic 

skills. There is also a need to provide more career counseling and vocational 

programs. 
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Teachers 

Teachers should engage in additional training to become familiar with 

different approaches that address the distinct and different learning styles of 

children — Bilingual Education and Sheltered English are approaches which 

facilitate learning for bilingual students. 

School Counselors 

The school counselors' roles need to be refocussed from a purely 

academic and disciplinary function to a more student centered role. The 

counselor should work towards the understanding of an individual's 

personality in relation to specific problems. The counselor should be 

concerned with helping the student learn new ways of dealing with and 

adjusting to life's situations. Some issues which are presently not being 

addressed in the school, but can be dealt with effectively by the counselor 

are: divorce, family problems (short term counseling), communication 

skills, adolescent changes and peer pressure. 

If possible, there should be a bilingual counselor available, but if that 

cannot be the case, a counselor with a knowledge and sensitivity about the 

linguistic and cultural differences and needs of Hispanic students is very 

essential. Additionally, retention of students should be eliminated as the 
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response to students lack of progress in academic subject matter; 

alternatives need to be explored. 

Early identification of students at risk and appropriate assessment 

measures will provide the insight necessary so that adequate assistance 

can be provided before students fall too far behind the curriculum or 

experience repeated failures. 

Outreach Worker 

The school needs a community relations or outreach worker who 

communicates and introduces the school to parents in a less intimidating 

way. The families would then feel less threatened and eventually become 

more involved in school issues. Parents are great advocates to other parents 

and at the same time will attract more parents in the school. 

Mental Health Professionals 

There is also a need to incorporate the mental health field so that issues 

that are difficult and too lengthy to handle in a school setting can be addressed 

appropriately in a clinical setting, for example: situations such as abuse 

(sexual, emotional or physical), long term family problems, suicidal 

thoughts, death and dying, and parenting skills. 
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The school should develop a Multi-Disciplinary Intervention Team that 

would consist of a psychologist, mental health therapist, a school counselor, 

an administrator, a teacher, a parent and an outreach worker. This team 

would be student-centered; that is, it would be designed to focus on the needs 

and characteristics of the individual. Second, it could offer a variety of 

services such as education (tutoring), guidance, and support services. The 

Multi-Disciplinary Intervention Model, which incorporates all of the 

elements noted above, is presented as a visual example of how the high risk 

student should be nurtured, protected and assisted by the Multi-Disciplinary 

Intervention Team. 

The two-way arrows shown in the model indicate that while all the team 

provides input to the students, high risk students must also interact and take 

responsibility for their future in education. This implies empowering the 

students to make intelligent decisions and to follow through on the commit¬ 

ment made. [See Multi-Disciplinary Intervention Model.] 

Given the fact that a case study approach was used to help surface critical 

issues which require further study, the following questions may serve to 

encourage future researchers to seek the answer which might lead to more 

effective intervention measures. 
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Multi-Disciplinary Intervention Team Model 

Mental Health 

Professional 

-Sensitive to language A culture 

-Willing to hire bilingual personnel 

-Willing to work with school system 

-Willing to develop and participate 
in innovative programs 

-Establishes good rapport with 

students 

Bilingual Counselor 

-Willing to cooperate with school 
personnel 

-Willing to make adaptations that will 
benefit the child 

-Willing to participate in parent- 
school activities 

-Establishes good rapport with 
their children 

Counselor 

-Sensitive & aware of linguistic 

A cultural differences 
-Aware of poverty culture 

-Willing to participate in 
workshops 
-Establishes good rapport 
with Hispanic students 

Bilingual Teacher 

-Has command of the Spanish 

and English languages 

-Familiar with multiethnic 

cultures 
-Participates in staff sensitivity 

workshops 

Bilingual Counselor 

-Has command of the Spanish 

and English languages 

-Familiar with multiethnic 

cultures 
-Willing to organize staff 
sensitivity workshops 

> STUDENT 4r 

-Willing to work with Hispanic 

parents 

-Willing to adapt the curriculum 

-Establishes good rapport with 

Hispanic students 

-Willing to develop parent 

workshops 

-Willing to utilize varied 
techniques with students 

-Establishes good rapport with 

Hispanic students 

Teacher 

-Aware of linguistic & cultural 

differences 

-Aware of poverty culture 

-Willmg to modify curriculum 

-Willing to participate in parent- 

school activities 

-Willing to participate in 

workshops 
-Establishes good rapport with 

Hispanic students 

Administrator 

-Sensitive & aware of linguistic 

A cultural differences 

-Aware of poverty culture 

-W illing to work with 

community agencies 
.Willing to hire Hispanic personnel 

.Willing to develop innovative 

programs 
-Willing to work for & with 

Hispanic parents 

Outreach Worker 

-Has command of Spanish A 
English languages 
-Is member of local community 

-Willing to participate in 

workshops 

-Is familiar with the school 

system 
-Establishes good rapport with 

Hispanic students 
-Establishes good rapport with 

Hispanic students 
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Questions for Further Study 

What intervention measures can schools or outside agencies utilize 

to enhance positive communication and discussion in the home? 

What kind of training can they utilize to increase teacher/student 

communication in the classroom? What kind of training can be 

provided in the area of adolescence? How can this be integrated 

into the methodology? 

* What can schools do to become more relevant and less "boring" to 

students? 

* What alternatives to retention can be developed to address the 

needs of students who do not demonstrate adequate academic 

progress? 

* How can cooperative learning, be utilized in order to take advantage 

of the positive and influential effect that peers have for each other 

during the adolescent stage? 

* How can the bilingual/bicognitive needs of secondary students be 

met in secondary schools? 

* How can we build academic self-concept activities into our 

curriculum and extra-curriculum areas? 
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How can we encourage more high risk students to participate in 

school activities so as to feel part of "The Club" in order to feel 

connected. 

* How can we connect "feeling smart" to success in school? 

How can we increase parent/school communication so that schools 

and parents support the students? 

* How can the role of counselors be more clearly articulated and 

defined so that students feel comfortable utilizing them as true 

"counselors?" 

* How can universities and colleges acquire a policy that would 

allow all individuals who are entering the school field to take 

several courses in cross-cultural perspectives? 

Summary and Recommendations 

Major recommendation of this study is for a Multi-Disciplinary 

Intervention Team which consists of a parent, a teacher, a counselor, an 

administrator, an outreach worker and a mental health professional. This 

team will focus on the individual at risk student and attempt to analyze the 

student’s situation and individual at risk factors. This team can be especially 

instrumental when the student is identified in the elementary years. 
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In analyzing and discussing the student’s situation, the team would 

explore the student’s strengths and weaknesses. By acquiring the necessary 

insight about the student, appropriate service could be provided to enhance 

the identified areas of weakness and to continue supporting the identified 

areas of strength. For example, students may require emotional support, 

conflict management skills, socialization skills, peer counseling, cross-age 

tutoring, vocational training and/or communication skills. For this Multi- 

Disciplinary Intervention Team Model to work, there needs to be a com¬ 

mitment from the team as well as the student at risk. 

As a result of the students' interviews, a major concern was the lack of 

communication between the respondents and their parents as well as their 

teachers. The lack of positive academic self concept was also evident. It 

was emphasized that peers played a positive role in their lives, both 

academically and personally. Interestingly, these high risk students 

demonstrated a desire to succeed, but the basic skills and appropriate support 

and communication both at home and at school were lacking. 

It is recommended that future research be conducted in the areas of 

communication between high risk students and their parents and their 

teachers; and in the area of self academic concept (how it is developed and 

how it can be nurtured). It is also recommended that students be encour- 
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aged to become more involved in school activities. Vitally important is 

involving the respondent's friends and parents in school related activities in 

order to build on the "staying power" of the high risk student. Colla¬ 

boration between the university and the school district is encouraged to 

enhance sensitivity and knowledge through workshops about cross cultural 

issues (behaviors, values and beliefs). 
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Consent to Interview 

Date: 

To: Participants and Parents of this Study 

From: MAC LEE MORANTE, M.F.C.C., 
Doctoral Student, School of Education, 
University of Massachusetts, Amherst 

Re: Participation in Research Study on High Risk Hispanic Students 

My name is Mac Lee Morante and I am in the process of 

completing the requirements for a doctoral degree in Education at the 

University of Massachusetts. My dissertation will be a study of Hispanic 

students who are at high risk of dropping out of school. More specifically, I 

am interested in finding out what some of the elements are which affect these 

students in becoming high risk students. 

A total of 30 students will be interviewed and videotaped. The 

videotaped interview will consist of questions pertaining to school, the 

family and peers. The interview will take place in a conference room after 

school. The length of the interview will be one hour. I will also interview 

parents and examine the cumulative file. 

My goal is to analyze the material gathered in the study for 

presentation in my doctoral dissertation. In this study I will not use your 

name or the name of any other student in the study. I will refer to your 

school only as a public junior high school on the West Coast. 

I certainly want to encourage you to participate in the study. On 

the other hand, I want you to understand that you are under no obligation to 

do so. You will not be placed at a disadvantage now or in the future if you 
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elect not to take part. Furthermore, if you agree now to participate in the 

study but later change your mind, you may withdraw at any time without 

prejudice. 

In order to take part in the study, you must have written consent 

from your parent or legal guardian. A space is provided for his or her 

signature on the form below. If your parent or guardian has any questions 

or would like further information about the study, please feel free to call me 

at home: (714)537-6965. 

In signing the form below, you and your parent or guardian are 

agreeing to your participating in the study under the conditions set forth 

above. 

Thank you for considering to be a part of my research. I look 

forward to the possibility of working with you on this project. 

Mac Lee Morante, M.F.C.C. 

Do not detach. Please sign and return. 

Participant's Consent: I,_, have 
read the statement above and agree to participate in the study under the 
conditions stated therein. 

Signature of Participant Date 

Parent or Guardian's Consent: I,_, 
have read the statement above and agree to my son or daughter’s parti¬ 
cipation in the study under the conditions stated therein. 

Signature of Parent or Guardian Date 
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Cpnggntimiento para Conducir Entrevista 

Fecha: 

Para: Participantes y Padres de este Estudio 

De: MAC LEE MORANTE, M.F.C.C., 
Estudiante Doctoral, Escuela de Educacion 
Universidad de Massachusetts, Amherst 

Asunto: Participacion en un Estudio de Estudiantes Hispanos 
ProDensos a Abandonar sus Estudios 

Me llamo Mac Lee Morante y estoy en el proceso de terminar los 
requisitos para mi Doctorado en Educacion en la Universidad de Massa¬ 
chusetts. Mi tesis sera un estudio de estudiantes hispanos que corren el 
riesgo de abandonar la escuela. Mas especificamente, me interesa averi- 
guar cuales son los elementos que afectan a estos estudiantes a llegar a ser 
estudiantes propensos a abandonar sus estudios. 

Un total de 30 estudiantes seran entrevistados y grabados en video. 
La entrevista que sera grabada en video consisting de preguntas concer- 
nientes a la escuela, la familia y sus companeros. La entrevista se llevara a 
cabo en una sala de conferencias despues de clases. La entrevista durara una 
hora. Tambien entrevistare a los padres y examinare el archivo escolar del 
estudiante. 

Mi meta es analizar el material reunido en el estudio para 
presentarlo en mi tesis doctoral. En este estudio no utilizare su nombre ni el 
nombre de ningun otro estudiante en el estudio. Cuando a su escuela me 
refiera, solo mencionare que es una escuela intermedia publica en la Costa 
del Oeste. 

Con mucho gusto quiero alentar su participacion, pero tambien 
quiero que entiendan que no estan bajo ninguna obligation de hacerlo. La 
decision de no participar no les perjudicara ahora ni en el futuro. Ademas, 
si estan de acuerdo ahora en participar en el estudio y despues se arrepienten, 
pueden revocar su decision sin ningun perjuicio. 
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Questionnairp 

Name_ 

Age:_ Grade: 

Live with parents:_ 

Live with relatives:_ 

Siblings:_ 

__Sex_Date 

Left Back: __ 

Items About Self 

Self as an Individual 

1. What is the thing that you like most about yourself? 

2. Name one thing about yourself that you feel most proud or good 
about. 

Self and Success 

3. What does success mean to you? 
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Do you see yourself as popular? 

5. Do you see yourself as smart? 

6. What do you think makes people do well or be successful in life? 

7. Do you have plans for your success? (Y) (N) How? 

8. Do you feel more respected at school? At home? With friends? 
With family? 

9. If you could change something in your life to help you be 
successful, what would it be? How would you do it? 



Self and Work 

10. 
Where? 

Have you ever had a job? (Y) (N) 

---What do you like most about working? 

11. What do you dislike about working? 

12. Do you have responsibilities at home? What are they? 

Self and Problems 

13. Do you have any problems as a teenager that you did not have as a 
child? What are they? 

14. Do you have any fears or worries that you did not have as a child? 

What are they? 
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15. What are your greatest worries? 

16. If you had a difficult situation at home, whom would you go to for 
help? 

17. If you had a difficult situation at school, whom would you go to 
for help? 

Items about Peers 

Self and Friends 

18. Do you feel that you have friends whom you can trust? 
How many do you feel you have? 

19. Which is more important to you, doing what you want or doing 
what your friends want? Why? 
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If your friends want you to do something, and you don't want to, 
do you fmd it difficult to say "no" to them? 
Have you ever said "no" to them about something you really 
disapproved of? 

21. What do you like most or admire most about your friends? 
Those of your own sex? Those of the opposite sex? 

22. What do you like to do with your friends in your spare time? 

23. What would you do on the weekends if your friends were out of 
town? 

Friends and School 

24. How do your friends feel about school? 
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How do you feel when you learn that a friend is dropping out of 
school? Do you think it is good idea or a bad idea? 

26. Do your friends encourage/support you to stay in school? 

27. Do your friends think you are popular? 

28. Do your friends think you are smart? 

29. If you could change/improve your relationship with your friends, 

what would you do? 
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Friends and School/Law Problems 

Have any of your friends ever gotten into trouble at school? 
How and for what? 

31. Have you ever gotten into trouble at school? How and for what? 

32. Have you ever been suspended? For what? 

33. Have any of your friends ever gotten into trouble with the law? 
If so, what for? 

34. Have you ever gotten into trouble with the law? How and for 
what? 

35. How would you avoid this in the future? 



Items about School 

General Feelings about School 
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If there was no law making you go to school, would you go to 
school? (Y) (N) If not, what would you do with your time? 

37. Why do you think you have to go to school? What does it do for 
you, if anything? 

38. Does anyone at school encourage/support you to do your school 
work? (Y) (N) If so, who is that person? 

39. If you are encouraged by anyone at school, do you fmd that the 
encouragement helps? Who is that person? 

40. Do you have a counselor at your school? 
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41. Do you know what a counselor is? 

42. For what reason(s) have you seen a counselor? 

43. Are you ever late/tardy to school? (Y) (N) If so, why? 

44. Do you ever ditch school? (Y) (N) If so, why? 

45. If you do something wrong, do you think they should punish you? 
If so, how? If not, why not? 
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School and School Subjects 

Are you able to understand the work that the teacher gives you in 
the classroom? (Y) (N) If not, why not? 

47. Does your teacher try to help you in the classroom when you have 
problems with your school work? (Y) (N) 
If so, how does he or she do it, and is it useful for you? 

48. Out of seven teachers, how many are helpful to you? 

49. Do you feel that you are treated the same as other students in the 
classroom? (Y) (N) If differently, how is this so? 

50. Do you feel that you are treated the same as other students in the 
school? (Y) (N) If differently, how is this so? 



51. 
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Do you ever read books or magazines outside of school? 
(Y) (N) If so, what do you read? 

52. What do you like most about your school? Why? 

53. What do you dislike most about your school? Why? 

54. Do you feel what you are learning in school is important? 
(Y) (No) Why? 

55. When do you do your homework? How much time do you spend 
doing it? 



56. Do you feel that you are part of the school, or just sort of 
unconnected with it? (Y) (N) Explain. 
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57. Do you belong to any school organizations? (Y) (N) 
If so, which ones? If not, why not? Would you like to? 

58. Do you do any sports at school? (Y) (N) 
Are you on any school teams? (Y) (N) If so, what teams? 
If not, why not? Would you like to join a team if you could? 

Self and Family 

The Family 

59. When you think of the word ’’family," what does it mean to you? 

60. Does your family do things together? (Y) (N) 
If so, what are those things? 



61. 
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Do you have responsibilities at home that prevent you from going 
to school, getting there on time, or doing your homework? 

62. Do you have spending money? How much per week? How do you 
come by it? 

63. Are you ashamed of any members of your family? Why? 

64. How much schooling did your parents have? 

65. How important do you think it is to your parent(s) that you finish 
school? 

66. How important is it to you to finish school? 
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67. Do your parents read newspapers, magazines, or the Bible at 
home? (Y) (N) If so, what do they read? 

68. Are there bookshelves with books in them at home? (Y) (N) 
If so, what kinds of books? 

69. What kind of jobs do your parents have? 

Relations with Parents 

70. Do you think your parents listen to your concerns? (Y) (N) 

71. Are you able to talk to your parents, to share things that bother 

you? (Y) (N) 



123 

If you could change the way you communicate with your parents, 
what would you do? 

73. Do your parents punish you? (Y) (N) If so, how? 

74. When you are punished, who does it? 

75. How would you punish yourself for the same thing? 

76. Who makes the decisions at home? 

77. Do you think that your parents communicate with you, or do they 
just yell at you? Explain. 
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78. How many television programs do you watch every day? 

79. What do you do during dinner time? Do you sit together and talk? 

80. Are your parents too strict? 

81. How do you get along with your mother? With your father? 

82. Besides your parent(s), are there any adults in the family you feel 
you can go to for advice? 

83. What language do you use at home ? 
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84. What language do you use at school? 

85. What do you consider yourself? American? Mexican? 
Mexican-American? Chicano(a)? Other? 

86. How do you feel about being of Latin descent? Do you feel equal 
to other people or otherwise? Explain. 

87. Have you ever been to another country outside of the United 
States? (Y) (N) If so, what country? 

88. What kind of music do you like? 

89. Do you like the music that your parents like? (Y) (N) 
If not, what is the difference between them? 
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90. If you could change something about yourself or who you are, 
what would you change? 

91. If you could change something about your family, what would you 
change? 



APPENDIX C 

CODING SHEET FOR RESPONSES 
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Coding Sheet For Responses 

1. Nothing Physical Personality 

2. Nothing Talking to people Helping people 

3. Going to high 
school/college 

Accomplish a goal Getting a job 

4. No Yes Kind of 

5. No Yes Kind of 

6. Working hard Setting goals 

7. No Yes 

8. School Home Both 

9. Attitude Hard work 

10. No Yes 

11. N/A Waking up early Yelling 

12. No Yes 

13. No Yes 

14. No Yes 

15. None Not graduating Family concern 

16. Staff/teacher Friend Parent 

17. Staff/teacher Friend Parents 

18. No Yes 

Extended 
family 



129 

19. What I want What they want Both 

20. No Yes 

21. Nothing How they treat me 

22. Malls Park Bike ride 

23. Go out Stay home 

24. Boring They like it 

25. Good idea Bad idea 

26. No Yes 

27. No Yes Partially 

28. No Yes Partially 

29. Nothing Talk it out 

30. No Yes 

31. No Yes 

32. No Yes 

33. No Yes 

34. No Yes 

35. N/A Not do it 

36. No Yes 

37. Get a good job It's the law To learn 

38. Friends Parents Extended family 

Hang out 

Teacher 
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39. No Yes 

40. No Yes 

41. No Yes 

42. Don't know Emotional Academic 

43. No Yes 

44. No Yes 

45. No . Yes Occasional 

46. No Yes Occasional 

47. No Yes 

48. Three Four Seven 

49. No Yes 

50. No Yes 

51. Nothing Magazine Books 

52. Friends Teacher Subjects 

53. Teachers yelling Rules too strict 

54. No Yes Sometimes 

55. Never After school At night 

56. Part of the 
school 

Unconnected 

57. No Yes 

Discipline 
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58. No Yes 

59. Parent Extended Family Friends 

60. No Yes 

61. No Yes 

62. No Yes 

63. No Yes 

64. Mother 0-4 years 5-8 years high 
school 

Father 0-4 years 5-8 years high 
school 

65. Very important Not important 

66. Very important Not important 

67. Newspaper Magazine Bible 

68. No Yes 

69. Laborer Blue collar White collar 

70. No Yes 

71. No Yes 

72. Nothing Not be afraid talking without yelling 

73. No Yes 

74. Mother Father Both 

75. Same way Talk to me 
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76. Mother Father Both 

77. Communication Yelling 

78. Zero Six Eight 

79. Sit together Eat at different times 

80. No Yes 

81. No Yes 

82. Mother Poor Fair Good 

Father Poor Fair Good 

83. Spanish English Both 

84. Spanish English Both 

85. Mexican- 
American 

Mexican Chicano/a 

86. Below Equal Above 

87. No Yes 

88. Rap Oldies Spanish 

89. No Yes Some of it 

90. Nothing Attitude Physical features 

91. Nothing Attitude Communication 
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Summary of Student Responses to Saliem At-Risk Fartnrc 

Item 1 0 No student stated s/he liked intellectual attributes 

about Self 

Item 2 0 No student felt proud about success in school 

Item 3 40% Felt success means going to high school 

Item 5 87% Felt smart or kind of smart; yet are failing 

Item 6/7 66% Felt that in order to succeed, must set goals and 

work hard 

Item 14/15 50% Not graduating was greatest worry 

Item 24 97% Friends find school boring 

Item 25 100% Felt it is a bad idea for friends to drop out of 

school 

Item 26 97% Friends felt respondent should not drop out of 

school either 

Item 36 100% Respondents would still go to school given no 

compulsory law 

Item 37 94% Saw school as a place to prepare for job or 

learn" 
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Item 38 87% Saw friends and family as support to them 

regarding school 

20% Saw teachers as support regarding school 

Item 43/44 67% Had been tardy to school 

Item 46 59% Occasionally or never understood school work 

Item 48 73% Felt three out of seven teachers (less than half) 

were helpful 

Item 53 77% Disliked teachers yelling 

Item 54 80% Thought they were learning in school 

Item 56/58 50% Felt not connected to school 

0 No students in school clubs or organizations 

10% In school athletic teams 

Item 63 17% Parents completed high school 

Item 65 100% Parents felt it is very important students graduate 

Item 66 50% Felt it was important to complete school 

50% Felt it was not important to complete school 

Item 70 70% Felt parents did not listen to concerns 

Item 72 83% Would like to change yelling patterns at home 

Item 73/74 92% Are punished at home; mostly by mother 
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Item 75 

Item 77 

Item 78 

Item 81 

Item 83 

Item 84 

Item 85 

Item 90 

Item 91 

95% Would punish themselves in the same manner 

73% Felt yelling is standard method of communication 

87% Watch at least six television programs daily 

62% Have fair to poor relations with both mother and 

father 

70% Both English and Spanish spoken in the home 

83% Reported only English language used at school 

100% Students identified themselves as Mexican - 

American, Mexican or Chicano 

80% Would like to change their "attitude" if they could 

80% Would like to change communication patterns and 

attitudes in the family 
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