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Foreword

In 1980, the National Center for Education Statistics
initiated High School and Beyond (HS&B), a national longi-
tudinal study of high school sophomores and seniors. Its
primary purpose is to observe the educational and occupa-
tional plans and activities of young people as they pass
through the American educational system and take on their
adult roles.” .

The first HS&B follow-up survey was conducted in
spring 1982. This report presents a summary of descriptive

David A. Sweet
Assistant Administrator
_Division of Multilevel Education Statistics

information about the sophomore cohort members as of
1982, a time when most were approaching graduation.
Among the topics addressed are: courses taken, grades
eamed, discipline problems, dropouts, and college plans.

Information on the status of future HS&B surveys and
analytic studies may be obtained from the Longitudinal
Studies Branch,; National Center for Education Statistics,
600 Brown Building, 400 Maryland Avenue, SW., Wash-
ington, D.C. 20202.

C. Dennis Carroll
Chief
Longitudinal Studies Branch
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Chapter 1
Introduction

Objectives and Organization of this Report

This report presents a summary of descriptive informa-
tion about the 1980 sophomore cohort members as of spring
1982. It illustrates the breadth and depth of the data and
presents jllustrative findings from our preliminary analyses.
(A similar report concerning the senior cohort is in prepara-
tion.)

The remainder of this report, chapters If through VI, is

divided into five topical areas. Chapter II, entitled *Pro-
gress Through High School,” discusses dropouts, transfers,
early graduates, and changes in life values. Chapter 1II
describes changes in cognitive test scores between 1980 and
1982. Chapter IV, entitled “High School Experiences,”
concemns courses taken, grades, homework, participation in
Federal programs, and disciplinary problems. Chapter V
describes nonscholastic activities, primarily employment
and leisure time activities. Finally, chapter VI describes
plans for attending and financing college.

Appendix A presents a description of HS&B dara files
available for public use; appendix B defines the variables
that were used to divide the total population into subgroups;
and appendix C discusses the HS&B sample design and the
quality of the data.

Background and Purpose

The High School and Beyond (HS&B) study is a na-
tionally representative sample survey of 1980 high school
sophomores and seniors in the United States. As a large-
scale, longitudinal survey, its primary purpose is to observe
the educational and occupational plans and activities of
young people as they pass through the American educational
system and take on their adult roles. The study contributes
to understanding the development of young adults and the
factors that determine individual education and career out-
comes. This information is useful as a basis for review and
reformulation of Federal, State, and local policies affecting
the transition of youth from school to adult life.

The availability of this longitudinal data base cncourages
indepth research for meeting the educational policy needs of
the 1980’ at local, State, and Federal levels. HS&B data
contribute to evaluating: the strength of secondary school
curricula; the quality and effectiveness of secondary and

postsecondary schooling; the demand for postsecondary ed- -

ucation; problems of financing postsecondary education; the
adequacy of postsecondary alternatives open to high school
students; the need for new types of educational programs
and facilities to develop the talents of our youth; and the

educational, vocational, and personal development of young
people and the institutional, familial, social, and cultural
factors that affect the development.

HS&B is the second in a program of longitudinal studies

_sponsored by the National Center for Education Statistics

(NCES). This study is similar to the earlier NCES Na-
tional Longitudinal Study of the High School Class of
1972 (NLS-72) which began in 1972, and completed its
fourth follow-up survey in 1979.

The NCES longitudinal studies program is based on the
assumption that Federal, State, and local policies affecting
the transition from school to work should reflect an under-
standing of the intervening processes of the American edu-
cational system, as well as the inputs (such as student
characteristics) and the outputs (such as degrees and diplo-
mas awarded). The longitudinal studies program provides
statistics on the education, work, and family experiences of
young adults for the pivotal years during and immediately
following high school. The fourth follow-up of the NLS-72
provides information on the outcomes of schooling 7 years
after high school, while the base-year and first follow-up
HS&B surveys provide current information on high school
experiences, student cognitive growth, and the transition to
carly adult life.

The HS&B study gathered data similar to that collected in
the earlier NLS-72 study, making it possible to assess the
impact of numerous economic and social changes since
1972 on American youth. However, the second study differs
from the first in several major ways. First, HS&B included
the systematic collection of information from parents re-
garding their educational aspirations for their children, and
their ability and willingness to finance the fulfillment of
those aspirations. Second, HS&B surveyed teachers con-
ceming their assessments of their students’ futures. Third,
HS&B extended the scope of the population studied to
include the sophomores of 1980 as well as the seniors,
which made possible a close study of the dimensions of
secondary school experience and of the factors contributing
to students’ dropping out of school. Finally, HS&B also
collected detailed information on courses taken and grades
achieved (from complete high school transcripts) and exam-
ines the relationships between student and school charac-
teristics, on the one hand, and patterns of course taking and
student achievement on the other.

HS&B Base-Year Survey

The base-year survey was conducted in spring 1980. The
study design provided for a highly stratified national proba-
bility sample of over 1,100 high schools with a sample of 36
seniors and 36 sophomores per school. (In those schools
with fewer than 36 seniors or sophomores, all eligible stu-
dents were included in the sample.) Cooperation from both
schools and students was excellent. Over 30,000 soph-
omores and 28,000 seniors enrolled in 1,015 public and
private high schools across the nation participated in the



base-year survey. The response rate for schools was 70
percent (91 percent after replacement of nonresponding

schools with similar schools) and for students within par-

ticipating schools the response rate was 84 percent.

Questionnaires and cognitive tests were administered to
each student in the HS&B sampie. The student question-
naire covered school experiences, activities, attitudes,
_ plans, ‘selected background characteristics, and language
proficiency. Other groups -of respondents provided other
types of information. The administrator in each selected
schoof filled out a questionnaire about the school; teachers
in each school were asked to comment on students in the
sample; twins in the sample were identified and their coun-
terpart twins were also surveyed; and a sample of parents of
sophomores and seniors (about 3,600 for each cohort) was
surveyed primarily for information on their plans for financ-
ing their child’s higher education. The total survey effort
thus provided a comprehensive data base for analyses in
education and other areas of behavioral and social science.

Base-year survey data for both cohorts are summarized in
A Capsule Description of High School Students, NCES
81-244, April 1981.

HS&B First Follow-Up Survey

The first follow-up survey took place in spring 1982.
- All students who had been elected for the base-year

survey, whether they actually participated or not, had a

chance to be included in the follow-up.

The design of the sophomore sample for the first follow-
up survey called for including with certainty all base-year
sample members who were still attending the same school in
spring 1982, This procedure takes advantage of the econo-
mies of group administration to maximize sample size.
Among those base-year sample members who, for whatever
reasons, were no longer enrolled in the school they had
previously attended, certain categories, such as dropouts
and American Indians, were selected with certainty so that
these population subgroups would be of sufficient size to
. permit reliable studies and analyses. The resulting sample
size was 29,737. Of these, a subsample of 18,000 was
selected for a detailed study of high school transcripts.

Cognitive tests—the same ones employed in the base-
year survey—and questionnaires were administered to all
sample members: those out of school (dropouts and early
graduates) as well as those still in school, including those
who had transferred to other schools. Questionnaires were
completed by 28,119 (94.6 percent) of the 29,737 sample
members and the test battery by 26,216 (88.2 percent).
School administrators were asked to complete a school
questionnaire to update information about their schools, to
provide a list of all courses offered in their school in the
1981-82 school year, and to state the total enrollment in
each.

One of the goals in designing the senior cohort first
follow-up survey was to reduce the size of the retained
sample to about 12,000 while keeping sufficient numbers of
certain subgroups (e.g., Hispanics, blacks, and other minor-
ity groups) to allow important policy analyses. A total of
11,227 (93.6 percent of the 11,995 persons subsampled)
completed the first follow-up questionnaire—8,990 by
mail, 956 by telephone, and 1,281 by in-person interview.
Information was obtained -about each respondent’s school
and employment experiences, family status, and attitudes
and plans. Tests were not administered.

The first follow-up survey data, along with the base-year
survey data, are available for public use. Several NCES-
sponsored analytic studies using these data have been
planned. Among the topics to be investigated in special
indepth analyses are: excellence in secondary education,
transition to postsecondary education, high school drop-
outs, transition of Hispanic students from high school to
postsecondary education and from school to work, and the
high school diploma as a terminal degree. Researchers are
being encouraged to conduct additional analytic studies
using this data base.

HS&B Secohd Follow-Up Survey

The second follow-up survey is scheduled for spring,
1984, At that time, samples of 15,000 members of the
1980 sophomore cohort, and 12,000 members of the 1980
senior cohort will be contacted for further information
about developments in their lives.



Chapter 11
Progress Through High School

At the time of the base-year survey in spring 1980, all
members of the population under study were sophomores in
high school and, as such, faced the prospect of at least 2
more years in school. As would be expected, the vast
majority (86 percent) did complete high school within 2
years. Fourteen percent dropped out.

Since the consequences of dropping out may be quite
important and of lifetime duration, this phenomenon is of
particular interest to educational policymakers. This chapter
therefore devotes major attention to examining the personal
and demographic factors which appear to be associated with
dropping out and the principal activities of dropouts from
spring 1980 to spring 1982. This chapter also briefly exam-
ines the following topics: (a) transferring to another school,
(b) graduating ahead of schedule, and (c) changes in life
values.

Factors Associated with Dropping Out

The fact that 14 percent of 1980 sophomores dropped
out of school between spring 1980 and spring 1982 means
that the actual number of dropouts was over one-half
million. This estimate is actually a conservative one since
undoubtedly some students had already dropped out

before the sprint 1980 data collection, and still others’
dropped out after the spring 1982 data collection—in the

latter half of their senior year.

As shown in table 1, dropping out was slightly (but
significantly) more common among males than among
females (15 vs. 13 percent, respectively). This is consistent
with the traditional notion at the elementary and secondary
levels that females tend to feel more comfortable than males
in the school environment.

Dropping out was also related to.racial/ethnic status.
Asian Americans had the lowest dropout rate (3 percent) and
American Indians the highest (29 percent). Although these
two groups represent very small segments of the total popu-
lation and our samples are correspondingly small, the dif-
ference between the two is statistically significant. Both
Asian Americans and whites had lower dropout rates than
did blacks or Hispanics.

The socioeconomic status (SES)' of the students was -

strongly but negatively related to.the tendency to drop out.
The rate for low SES students was 17 percent as compared
with 5 percent for the high SES students. For middle SES
students, the rate was intermediate (9 percent) which was

'"The SES measure used in this analysis was a composite of the follow-
ing variables: father’s education, mother’s education, father’s oc-

cupation, family income, and nature and number of household

possessions. :

significantly higher than the 5 percent rate for the high SES
students.

Table 1. Percentages of 1980 sophomores who had
dropped out of school by spring 1982, by selected
background characteristics.

Background Percent
characteristics* dropping out
All students 14
Sex: '

Male 15

Female _ 13
Race/ethnicity:

Hispanic . 18

Black 17

White 12

Asian or Pacific Islander 3

American Indian or Alaskan Native 29

~ ‘Socioeconomic status (SES):

Highest quartile 5

Middle two quartiles ~ 9

Lowest quartile 17
Cognitive test performance:

Highest quartile 3

Middle two quartiles : 9

Lowest quartile _ 19
High school program:

Academic 4

General 13

Vocational 15
Type of school:

Public ) 15

Catholic 2

Other private® 10
High school community:

Urban 19

Suburban ' 12

Rural ‘ 13
‘Geographic region: ,

Northeast : 11

South 15

North Central 12

West 17
Handicap status: -

Handicapped

In program 18
Not in program 14

- Non-handicapped 14
Parent kept close track of school work:

Yes . -9

No ' 27

*Background characteristics from base-year data are defined in appendix B.
"Estimates for “other private schools” may be less accuraie than others
because of small sample size and a low response rate.



Consistent with findings in many other studies, students
with low cognitive test scores (on the spring 1980 testing)
were far more likely to drop out than were students with
higher scores. Based on composite scores on reading, vo-
cabulary, and mathematics tests taken in their sophomore
year, students were classified into three groups: the low
group consisted of all who scored in the lowest quartile; the
middle group, of all who scored in the two middle quartiles;
and the high group, of all who scored in the top quartile. It
was found that the low group had a dropout rate of 19
percent as compared with 3 percent for the high group. It is
of course consistent with common sense expectations that
students who are relatively weak in cognitive abilities would
have difficulty in school work, and would be more inclined
than others to remove themselves from a stressful situation
by dropping out.

Based on the students’ self-classifications, about one-
third of the 1980 sophomores considered themselves to be in
an academic or college preparatory high school program, 46
percent in a general program, and 21 percent in a vocational
program (table B-1 in appendix B).? Academic program
students had a much lower dropout rate than did the general
and the vocational program students (4, 13, and 15 percent,
respectively) (table 1). This is not surprising in view of the
self-selection of students into programs. Those with higher
academic ability and strong motivation would be more
likely to select the college preparatory program.

About 2 percent of Catholic school students dropped out
after their sophomore year as compared with 15 percent of
public school students and 10 percent of other private (i.c.
private but non-Catholic) school students. This finding may
result in part from the fact that private schools have much
higher proportions of academic program students than do

public schools, and have far fewer disciplinary problems '

(table 17).
The type of community in which schools are located may
also influence dropout rates. Students attending urban

schools were more likely to drop out than those attending
surburban or rural schools (19 vs. 12 and 13 percent,
respectively). This finding may be partially due to the fact
that suburban schools have more students from high SES
levels and more students in academic programs.

By geographic region, students in the South and the West
had slightly higher dropout rates than did students in the
‘Northeast and North Central regions.

Students were classified ‘as handicapped or non-handi-
capped based on their responses to various items in the
student questionnaire. It seems safe to assume that few if
any of the HS&B students were profoundly handicapped
since such persons would probably not be attending regular
schools. Those handicapped students who were participat-
ing in special programs for the handicapped appeared to
have a higher dropout rate than those not participating (18
vs. 14 percent), but this difference was not statistically
significant.

Finally, it was found that students whose parents kept
close track of their school work had a much lower dropout
rate than students whose parents did not (9 vs. 27 percent).

Activities of Dropouts

A student who drops out of high school has taken an

" action that may well have lifelong consequences. Lifetime

earnings are likely to be influenced by this action, as well
as job satisfaction, the quality of family life, and
numerous others aspects of life.

However, dropping out is not an irrevocable decision. A
dropout can return to school, or can obtain a General Educa-
tional Development (GED) certificate and perhaps avoid the
consequences that dropping out might otherwise entail.

In this section we examine the extent to which dropouts
among the sophomore cohort participated in various spec-
ified -activities (table 2).

Table 2. Percentage of dropouts from-the 1980 sophomore cohort who had participated in specified activities by )
spring 1982, by sex and by cognitive test performance.

Sex Cognitive test performance
Activity Total Male Female Low Middle High
Participated in training for GGED. - 9.1 11.2 6.7 8.4 8.3 12.1
Participated in job training for at ' h
least 1 month 15.1 - 19.2 10.5 12.2 14:3 17.7
Enrolled in vocational, trade, or
business school ’ 8.2 8.6 7.7 11.2 6.7 . 13.0
Enrolled in junior or community
college 4.8 35 6.2 2.6 5.7 17.1
Employed (as of spring 1982) 73.1 N7 66.4 69.4 76.6 82.5
Received public assistance in
1980 or 1981 9.2 7.1 11.8 11.2 9.4 6.7
1,101 953 748 106

Sample size 2,289 1,188




Perhaps as many as one-third of the dropouts had partici-
pated in some kind of additional schooling or training after
dropping out. A little more than 9 percent had participated
in GED training; 15 percent in some kind of job training; 8
percent had enrolled in some kind of vocational training;

and about 5 percent had enrolled in a junior or community .

college. These percentages may well involve duplication
since an individual might have engaged in more than one of
the activities listed in table 2. In fact, it seems likely that

mahy of those who enrolled in a 2-year college had pre-

viously completed GED training.

Almost three-fourths (73 percent) of the dropouts were
employed at the time of the first follow-up data collection.
However, it should be noted that about 9 percent had re-
ceived some kind of public assistance either in 1980 or
1981.

A few differences by sex are perhaps worth noting. Rela-
tively more men than women had received job training and
were currently employed. Women exceeded men (but not to

a statistically significant degree) in enrollment in a 2-year
college and receipt of public assistance.

Cognitive test performance level was associated with the
likelihood of being currently employed. The percentage of
dropouts who were employed was 69 for those in the lowest
quartile of test scores, 77 for those in the middle two
quartiles, and 82 for those in the top quartile. Evidently, the
more able dropouts were more successful in finding a job.

Cognitive test- performance level among dropouts was
also strongly correlated with likelihood of entering a junior
or community college. College entrance rate was far higher
for the top quartile students than for the lowest quartile (17
vs. 3 percent, respectively).

Transferring to Another School

Eight percent of the 1980 sophomores had transferred
to another secondary school, either in the same or in a
different school district, by the time of the first follow-up
data collection in spring 1982, The incidence of transfer-
ring is of concern to school administrators for it may have
an adverse effect both on school administration and on
student progress. Students who transfer may well en-
counter some problems in adjusting to their new school
because of variations in curriculum content, for example.
The paperwork burden upon administrators is obviously
greater when transfers are numerous,

Students may transfer for a variety of reasons such as
change of residence, the closing of their original school or
its merging with another, or a desire for a different type of
school (such as moving from public to private). As shown in
table 3, students attending other private schools (i.e., non-
Catholic private schools) showed a higher rate of transfer-
ring than those attending public schools (22 percent vs. 8
percent). A further. examination of the data indicated that
among those who transferred out of private schools, about
three-fourths went to a public school; by comparison, 9 out

of 10 who transferred out of a public school went to another
public school (not shown in table 3).

Table 3. Percentages of 1980 sophomores who had
transfered to another school by spring 1982, by
selected background characteristics.

Background

charactgristics‘ Transferred

All students 8

Sex:
Male
»Female

Race/ethnicity:
Hispanic
Black
White
Asian or Pacific Islander
American Indian or Alaskan Native

—
& 00\0 O

Socioeconomic status (SES):
Highest quartile 1
Middle two quartiles
Lowest quartile

00~ O

Cognitive test performance:
Highest quartile
Middle two quartiles
Lowest quartile

~J oo )

High school program:
Academic
General
Vocational

00~

Type of school:
Public
Catholic
Other private®

BSw

High school community:
Urban
Suburban
Rural

Geographic region:
Northeast
South
North Central
West

Handicap status:
Handicapped
In program
Not in program
Non-handicapped

Parent kept close track of school work:
Yes . 8
No 10

~3 00

o
—~d \Q ~J

00 00 \O

*Background characteristics from base-year data are defined in appendix B.
*Estimates for “other private schools” may be less accurate than others
because of small sample size and a low response rate.



A number of other background characteristics, listed in
table 3, show some relationships with transfer rates but most
of these are not readily explainable. For example, transfer
rates were relatively high for Asian Americans and Ameri-
can Indians, for high SES students, and for students in the
West. . ' ’ ‘

Early Graduation

The last subgroup of students to be discussed in this

chapter is the early graduates: those sophomores of 1980
who graduated prior to the first follow-up data collection in
spring 1982. This subgroup accounted for 5 percent of the
total sample. On a priori grounds one might expect these
carly graduates to be an elite group of highly motivated or
very able students who were able to complete a standard

high school program in less than the 4 years normally -

required. The data in table 4, however, provided little or no
evidence to support this expectation. Rates of early gradua-
tion appear to be unrelated to most of the variables often
found to be associated with academic achievement. For
example, students whose parents kept close track of their
school work had a lower rate of early graduation than did the
other students.

In search of a better understanding of early graduates and
the factors which might differentiate them from others,
special analyses were performed on responses to certain
“write-in questions” in° HS&B’s Early Graduate Supple-
ment. One question asked the respondent why he or she had
~decided to graduate early, and another inquired about the
requirements which had to be fulfilled for early graduation.

Analysis of responses to these two questions (not shown
in tables) suggested that the early graduate group is made up
of two disparate subgroups who might be designated as “the
very ambitious™ and “the very nonambitious.” Illustrative
of the ambitious student reponses are the following: *“‘Had
civilian (or military) job plans” (25 percent); ‘““Had school
plans™ (23 percent); and “Already had the credits” (4 per-
cent). Fifty percent of the early graduates made responses of
this sort. Illustrative of the nonambitious student responses
are the following: “Tired of high school/didn’t like the
school” (8 percent); “No plans, just found out it was possi-
ble” (10 percent); and “To get married” (3 percent).
Twenty-seven percent of the early graduates made responses
of this sort. ‘

In response to the question about the requirements that
had been imposed for early graduation, the answers sug-
gested that 65 percent had been required to exert special
effort, such as attending summer school or extra courses (51
percent) or passing an equivalency examination (5 percent).
Twenty-one percent replied, “‘Nothing special completed or
required.”

In short, it appears that the early graduate group is
composed of both highly motivated, ambitious students
and their opposites who found early graduation to be the
easiest way of getting out of school.

Table 4. Percentages of 1980 sophomores who
graduated early, by selected background

Graduated
before
spring 1982

Background -
characteristics"

All students 5

Scx
Male
Female

Race/ethnicity:
Hispanic
Black
White - :
Asian or Pacific Islander : 1
American Indian or Alaskan Native

[o R 7]

=N 2V RV RV |

~ Socioeconomic status (SES):

Highest quartile
Middle two quartiles
Lowest quartile

F- R F NN

Cognitive test performance:
Highest quartile
Middie two quartiles
Lowest quartile

-V "N

High schoo! program: .
Academic
General
Vocational

o b

Type of school: ‘
Public 5
Catholic 2
Other privateb 4

High school community:
Urban
Suburban
Rurat

Geographic region:
Northeast
South
North Central -
West :

(V. - )

LN R RV

‘Handicap status:

Handicapped
In program
Not in program
Non-handicapped 5

(V. -8

Parent kept close track of school work:
Yes .4
No. ‘ 6

*Background characteristics from base-year data are defined in appendix B.
*Estimates for “other private schools™ may be less accurate than others
because of small sample size and a low response rate.



Changes in Lifg Values

Both in the base-year and the first follow-up survey,
respondents were asked to indicate the importance they
placed on each of a list of 12 “life goals,” e.g., *‘having
lots of money,” ‘‘having children.”” The response op-
tions were: ‘‘Not important,”” *‘somewhat important,”
and “‘very important.”” As an index of the relative impor-
tance placed on each of the life goals, the percentages of
respondents who marked. “‘very important” were calcu-
lated. Separate calculations were made for students still
in school (persisters) and dropouts. Results are shown in
table 5. . '

For those students who were still in school in 1982,
declines are evident in such family-related values as giving
children better opportunities and living close to parents and
relatives (down 3 and 6 percentage points). There were also
small but statistically significant declines in the importance

placed on strong friendships and in correcting social and
economic inequalities (down 3 and 2 points). None of these
changes is very large in absolute terms and the overall
impression one gets from the table is that little change
occurred.

When we examine the data for the dropouts we again get
an impression of minimal change (except for the conspic-
uous 9-point decline in the importance placed on getting
away from this area of the country). It is perhaps worth '
noting that the dropouts, in contrast with the persisters,
showed an increase in the importance placed on marriage
and family life, giving children better opportunities, and
having children. Dropouts also showed a decrease in con-
cern for having lots of money (but were still more concemed
than persisters). Perhaps their experiences in marriage, and/
or in employment, inclined them to take a more realistic
position on those matters. '

Table 5. Percentage of 1980 sophomores who rated various life values as “very important” in spring 1980 and in
spring 1982, for persisters and for dropouts.

Persisters Dropouts
Life value
1980 1982 Change 1980 1982 | Change

Being successful in my line of -
work 86.6 87.1 +0.5 79.0 81.8 +2.8
Being able to find steady work 85.9 86.8 +0.9 83.0 80.9 -2.61
Finding the right person to marry :

and having a happy family life 84.3 B4.9 +0.6 80.5 86.7 +6.3
Having strong friendships 83.3 80.8 -2.5 78.3 74.5 -38
Being able to give my children ' '

better opportunities than I've ‘ _

had » 72.0 69.2 -~28 76.4 81.2 +4.8
Having leisure time to enjoy my ‘

own interests 71.1 70.1 -1.0 66.8 63.8 -30
Having children 41.3 423 +1.0 41.0 44.1 +3.1
Having lots of money 32.2 31.0 -1.2 40.0 34.5 -54
Living close to parents and ‘

relatives 20.4 14.6 ~5.8 189 18.7 -0.2
Getting away from this arca of the - _

country 134 13.2 -0.2 20.6 11.3 -9.2
Working to correct social and o

economic inequalities 13.4 1.2 =23 14.7 12.4 =23
Being a leader in my community 9.6 8.3 - —1.4 9.6 6.6 ~30




‘Chapter 111
Cognitive Test Performance

Introduction

A major purpose of the entire High School and Beyond
Study is to chart the progress of students through the last 2
. years of high school and on into later stages of life. One
major area in which they are expected to progress in high
school is cognitive growth—a central purpose of formal
education.

In designing HS&B, great care was taken to develop tests
which, by periodic administration, would be able to detect
cognitive growth, particularly in those areas where school-
ing is expected to make an impact (e.g., mathematics and
science), but also in areas (such as verbal skills) which are
influenced both by scholastic activities and by general matu-
ration and life experiences. A battery of tests' was devel-
oped according to these guidelines, and was administered to
the 1980 sophomores in 1980 and again in 1982 when most
of them were in their senior year. Also included in the 1982
testing were subsamples of those sophomores who had
dropped out of school, had graduated early, or had trans-
ferred to another school.

The problem of measuring cognitive growth is complex
and has been of concern to educational researchers and
others for many decades.’ Numerous indices of such growth
have been developed and employed such as: simple change
scores (post-test minus pretest), total score on the post-test,
percent of initially incorrect items that were answered cor-
rectly on the post-test, percent of students with score in-
creases, etc. Each of these indices has its proponents and
critics. None of these indices has been universally accepted
as a valid measure of growth, nor do all of them lead to the
same conclusions when applied to the same set of data.

For purposes of the present analysis, two measures of
growth are employed and will be discussed in the remainder
of this chapter: (a) mean scores obtained on the 1982 (post-
test) administration, and (b) the percentage of students who
earned higher scores on the post-test than on the pretest.
Results obtained with each of these measures will be
related to school and student characteristics.

‘The tests were developed by Educational Testing Service under con-
tract with the Nationa! Center for Education Statistics (NCES). For
purposes of this analysis, certain tests were combined to yield
measures of: (a) verbal skills, (b) mathematics, and (¢) science. For
convenience in exposition, each of these measures will be referred to
simply as a *‘test.”

*This problem will be 2 major focus of interest in a study of Excellence
in Education, being conducted by the Education Testing Service
under contract with NCES.

Mean Test Scores in 1982

The 1982 test scores are measures of final (high school)
attainment, although it is not possible to determine the
portion of attainment that is attributable to the students’
high school experience.

On the basis of psychometric considerations, mean per-
formance on these tests was expected to grow from soph-
omore to senior years to reach 70—-80 percent correct.

Actual performance was found to be somewhat less than
expected: 28 out of 57 (49 percent) on verbal skills, 14 out
of 38 (37 percent) on mathematics, and 10 out of 20 (50
percent). on science.® Mean scores on these tests are shown
in table 6.

Table 6. Mean scores® on verbal skills, mathematics,
and science tests, of 1980 sophomores in 1982,
by student status.

Characteristic Verbal skills® [ Mathematics®} Science
Total 28.3 14.1 9.7
Student status:
In-school 30.1 15.5 10.2
Dropout 18.6 6.7 7.0
Transfer 28.1 13.8 9.6
Early graduate® = 27.8 13.3 9.5

*Formula scores (corrected for guessing).

"Vocabulary, reading, and writing tests. :

“Both computational and curriculumn specific (e.g., geometry) tests.

4A sophomore cohort member who graduated prior to the spring 1982 data
collection. :

Not surprisingly, the in-school students (those who were
still in the same school in 1982 as in 1980) scored signifi-
cantly higher on each of the three tests than did the drop-
outs, the transfers, or the early graduates. The transfers and
the early graduates did not differ significantly from each
other on any of the three tests. ’

As is often found, females scored higher than males on
the verbal skills measure (31.0 vs. 29.0, respectively),
while ‘males surpassed females in mathematics (16.2 vs.
14.5, respectively), and in science (10.8 vs. 9.5, respec-
tively). All of these differences are statistically significant.
Mean scores in 1982, as related to various other student
characteristics are also shown in table 7.

-

“The reader should keep in mind that percent correct scores are a function
of item difficulty and other psychometric properties of the tests. A mean
percent correct score of 50 signifies that the average student got half of the
items correct. not that he learned half of what he should have.



Table 7. Mean scores" on verbal skills, mathematics,
and science tests of 1980 sophomores® in 1982, by
selected student characteristics.

Characteristic Verbal skills”lMathematics" Science
Total ~ 30.0 15.3 10.2
Sex:
Male ~ 29.0 16.2 10.8
Female 31.0 14.5 9.5
Race/ethnicity:
Hispanic 20.4 8.9 7.3
American Indian or
Alaskan Native 23.0 10.5 8.8
Asian or Pacific
Islander 31.6 20.2 11.0
Black 19.8 8.5 6.4
White 33.1 17.4 11.2
Socioeconomic status (SES):
Highest gquartile 37.2 20.9 121
Middle two :
quartiles 30.0 15.1 10.3
Lowest quartile 22.6 9.9 7.9
Handicap status:
Handicapped
In program 21.8 10.8 8.1
Not in program 30.1 15.5 10.2
Non-handicapped 30.2 15.5 10.2
Geographic region:
Northeast 322 17.4 10.7
South 26.4 12.4 8.9
North central 314 16.6 10.9
West 31.8 16.1 10.8
High school community:
Urban 27.2 13.4 9.0
Suburban 31.6 16.7 10.6
Rural 29.1 14.4 10.1

*Formula scores (corrected for guessing). :

*Excludes those who had dropped out of school or graduated before spring
1982 )

“Vocabulary, reading, and writing tests.

‘Both computational and curriculum specific (e.g. geometry) tests.

White and Asian students scored similarly on verbal skills
and science. On mathematics, Asian students scored signifi-
cantly higher than whites (20.2 vs. 17.4, respectively). Both
black and Hispanic students scored low in verbal skills and
mathematics.

On all three tests, mean scores were positively correlated
with socioeconomic status (SES). For example, on the ver-
bal skills test, mean scores for high, middle, and low SES
students were 37.2, 30.0, and 22.6, respectively. Students
in programs for the handicapped scored lower on each of the
three tests. '

Demographic differences were also apparent. By region,
southern students scored lowest on all three tests. Students
attending suburban high schools had the highest mean
scores on all three tests while those attending urban schools
scored the lowest.

The relationships between test scores in 1982 and type of
high school and type of program are shown in table 8. As is
usually found, academic program students outperformed the
general program students, who in turn outperformed the
vocational program students.

Students attending private schools, either Catholic or
other private, outperformed public schoo!l students—es-
pecially on verbal skills and mathematics. Since private
schools are known to have a higher proportion of students in
academic programs than do public schools, and since aca-
demic students tend to score higher on most cognitive tests,
it might be supposed that the public-private score dif-
ferences found here result chiefly from those facts. How-
ever, when comparisons were made based only on academic
students in the two categories of schools, the private school
students still were significantly superior on verbal skills and
mathematics, but not on science. The differences between

. Catholic and other private school students were not signifi-

cant on any of the three tests.

Test Score Increases: 1980-82

Although the tests used in this study were non criterion-
referenced tests in the strict sense of that term, they were
designed to measure verbal skills, mathematics, and science
taught in high school curricula. It is therefore reasonable to
consider as a measure of growth the percentage of soph-
omore cohort members who earned a higher score on the
1982 testing than on the 1980 testing. It seems reasonable to
conclude that the higher this percentage, the greater the
likelihood that cognitive growth had occurred—although
the magnitude of such growth cannot be assessed by means

- of this simple statistic.

In examining each of the tables to follow, the reader
should keep in mind that even if no growth actually took
place between pre- and post-test, the expected value for

- percentage showing an increase is about 50—that is, with-

out learning, 50 percent of the students would be expected
to increase their score by chance, and 50. percent would
obtain poorer scores, also by chance. Whenever the percent-
age of students with score increases is appreciably greater
than 50, it can be concluded that some cognitive growth
occurred.
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Table 8. Mean scores* on verbal skills, mathematics, and science tests of 1980 sophomores® in 1982,
by high school type and program.

High school type High school program Verbal skills® Mathematics® Science
All All 30.1 15.5 10.2
Public All 29.4 14.9 10.1
Catholic All 36.7 20.1 11.3
. Other private* All 37.4 20.8 11.8
Al Academic 36.3 20.5 1.7
All General 26.4 12.0 9.4
All Vocational 22.1 . 9.2 8.1
Public Academic 35.7 20.1 11.7
Catholic Academic 38.6 217 11.8
Other private® Academic 41.6 243 12.7

*Formula score (corrected for guessing).

*Excludes those who had dropped out of school, transferred to another school, or graduated before spring 1982.

“Vocabulary, reading, and writing tests.
‘Both computational and curriculum specific {e.g. geometry) tests.

*Estimates for *other private schools™ may be less accurate than others because of small sample size and a low response rate.

The percentage of sophomores who had higher scores on
the second testing are shown in table 9. The overall impres-
sion conveyed by this table is that the evidence for growth is
surprisingly weak. Only 56 percent of the students increased
their science score. For verbal skills and mathematics, the
corresponding values were 78 and 62. These data suggest
that a surprising number of students learned very little in
these areas subsequent to their sophomore year. Of course,
performance on these tests is to some extent a function of
how much additional coursework in these areas students had
taken subsequent to their sophomore year. It is assumed that
growth is actively promoted by coursework in these areas,
and that if no further courses are taken some loss in reten-
tion is to be expected. This explanation is less applicable in
the verbal skills area, however, since continual reading,
speaking, and writing almost certainly take place regardless
of what courses one takes, or whether any courses are taken.
This is consistent with. the fact that the percentage of stu-
dents with increased scores in 1982 was highest for verbal
skills (78). This value was significantly higher than the
value for mathematics (62) which in turn was significantly
higher than the value for science (56).

If we look at the various subgroups of students (table
9) we see that the in-school students (those who were still
in the same school in 1982 as in 1980) showed ‘the
strongest evidence of growth. They ranked hlgher than
the dropouts (in terms of percentage with score mcreases)
on all three tests.

Transfer students ranked significantly lower than in-
school students on verbal skills, but not on mathematics or

science. Surprisingly, the early graduates ranked lower than
in-school students on verbal skills and mathematics (but not
significantly lower on science). The pattern of percentages
for early graduates was actually very similar to that for -
dropouts. This is consistent with the thesis that early gradu-
ates are, in many instances, relatively weak or unmotivated
students (chapter ).

Table 9. Percentages of 1980 sophomores with a higher
score® in 1982 than in 1980 on the verbal skills,
mathematics, and science tests, by student status.

Characteristic | Verbal skills® | Mathematics* Sciénce
Total 71.7 62.3 56.3
Student status:

In-school 64.4 57.1

Dropout 53.7 52.4

Transfer 60.7 56.8

Early graduate

53 6_ 53.2

*Formula score (corrected for guessing).
*Vocabulary, reading, and writing tests. -
‘Both computational and curriculum specxﬁc (e.g., geometry) tests.

On the verbal skills test, females outperformed males, in
terms of percentage with score increases (table 10). On the
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" “Tuble 10. Perce‘ntagé of 1980 sophomores® with
higher score® in 1982 than in 1980 on verbal skills,
mathematics, and science tests, by selected stndent

characteristics.
Characteristic Verbal skills‘{Mathematics?} Science
Total 79.2 64.1 571
Sex: . oo -
Male 79.9 66.0 58.0
Female 80.6 62.2 56.2
Race/ethnicity:
Hispanic 74.1 57.2 -56.7
American Indian or
Alaskan Native 72.3 62.8 56.8
Asian or Pacific
Islander 78.5 71.4 68.0
Black 76.8 62.6 56.4
White 80.5 65.3 57.1 -

Socioeconomic status (SES):

Highest quartile 82.6 70.7 57.1
Middle two
quartiles 79.4 63.3 57.4
Lowest quartile 76.0 58.7 56.7
Handicap status:
Handicapped
*In program 74.4 61.4 585
Not in program 77.6 63.4 56.7
Non-handicapped 80.0 64.4 57.1
Geographic. region: '
Northeast 80.2 67.6 58.6
South 71.6 62.7 56.1
North central 79.4 62.8 56.2
West 81.0 64.4 58.8
High school community: v
Urban 77.3 63.8 58.0
Suburban 80.7 65.8 57.2

Rural 78.2 61.7 56.4

*Excludes those who had dropped out of school or graduated before spring
1982,

*Formula score {corrected for guessing).

*Vocabulary, reading, and writing tests.

“Both computational and curriculum specific (e.g. geometry) tests.

. matbemancs and the science tésts, however, males were

superior. These ﬁndmgs are con51stent with those reported
earlier in this chapter.

The same index (percéntage with score increases) showed
the usual strong positive relationship with SES level for
verbal skills and mathematics, but not significantly so for
science. This index of growth was not related to handicap
status for mathematics or science. In other words, for these
two tests, the indéx was nearly the same for the handicapped
as for the non-handicapped students. However, both handi-
capped groups had lower indices than non- handlcapped stu-
dents on verbal skills.

The relationships between percent with increased
scores and type of high school and type of program are
shown in table 11. Students attending Catholic schools
outperformed public school students on verbal skills and
mathematics but not significantly so on science.

Table 11 also shows that on all three tests academic
program students outperformed general program students.
If attention is restricted to academic program students, those
attending other private schools scored significantly higher
on the verbal skills test than those -attending Catholic
schools. The Catholic school students, in turn, outper-
formed- the public school students on this test. Academic
students in Catholic schools scored higher on mathematics
tests than those in public schools. Differences on the sci-
ence tests were not significant.
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Table 11. Percentage of 1989 sophomores® with a higher score® in 1982 than in 1980 on verbal skills, mathematics,
and science tests, by high school type and program.

High school type High school program Verbal skills* Mathematics* Science
Al All 79.8 64.4 57.1
Public All 29.1 63.7 56.9
Catholic All 85.3 71.2 59.2
Other private All 87.2 68.2 7.9
Al Academic $3.2 71.0 58.7
All Genenal 7.1 59.0 56.0
All Vocational 75.5 55.9 55.1
Public Academic 82.4 70.5 58.6
Catholic Academic 86.1 7.1 59.7
Other private Academic $9.4 72.8. 59.6

-&mmmuwudm.mmnmm.aww.mmmg 1982.

*Formela score (correcied for guessing).
*Vocabulary, reading, and writing tests. . ‘
‘Bosh computational and curriculum specific (e.g., geometry) tesis.

Summary

In this chapter we have examined the evidence for
cognitive growth during the last 2 years of high school,
using two measures which were based on tests specifically
designed to reveal growth at that level of education. Bas-
ed on the evidence presented, we must conclude that
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relatively little growth occurred. This conclusion is con-
sistent with other indications¢ that the quality of educa-
tion in American high schools has been declining for a
number of years.

Sec, for example, A Nation at Risk: The Imperative for Educational
Reform. U.S. Department of Education, National Commission on Excel-
lence in Education (NCEE), Aprit 1983,



Chapter IV

High School Experiences

When the 1980 sophomores filled out the first follow-up

questionnaires in spring 1982, most of them were approach-
ing the end of 4 years of high school. This chapter examines
various aspects of that high school experience and is
based on only those students who were still in school. In
other words, those who had graduated early or had drop-
ped out were excluded from this analysis. Those who had
transferred to another school and were still in attendance
‘were included.

Topics covered in this chapter include: credits earned,
grades, homework, participation in Federal aid programs,
participation in certain other educational programs, and
disciplinary problems. The sections concerned with credits
and grades are based on analyses of high school transcripts
which were supplied by the schools after the 1981-82
academic year concluded. The other sections in this chapter
are based on student questionnaire responses in the first
follow-up survey in spring 1982.

Credits Earned

The average 1980 sophomore who completed high school
in 1982, earned a total of 21.0 credits (table 12). Females
earned more than males (21.4 vs. 20.6, respectively) and
academic program students earned more (22.1) than general
or vocational program students (20.5 and 20.7, respec-
tively). It is not surprising that the academic program stu-
dents, most of whom were presumably preparing them-
selves for college work, took more courses than others.

{.7). Visual and performing arts accounted for an average of
1.4 credits.

The differences in average credits eamed, by sex, are
small. The traditional dominance of males in mathematics
and science is not evident here—the mean number of credits
earned in these fields is almost identical for both sexes.
Females did exceed males, however, in English (3.7 vs. 3.5,
respectively) and took about 50 percent more foreign lan-
guage courses (1.2 vs. 8, respectively).

The largest differences were in the vocational areas.
Females took more business courses than maies (2.4 vs.
1.0, respectively), due primarily to their high representation
in typing and secretarial courses. Females also took more
home economics (1.1 vs. .3, respectively) but less trade and
industry (.2 vs. 1.6, respectively), industrial arts (less than
.05 vs. .5, respectively) and agriculture (.1 vs. .3, respec-
tively). Finally, females took more coursework in the visual
and performing arts (1.6 vs. 1.2, respectively), but less in
personal and social development (2.6 vs. 2.9, respectively).

The patterns of coursetaking for general and vocational
program students were rather similar, but both differed con-
siderably from the pattern of academic program students

_ (table 12). The academic students earned more credits in

More credits were earned in English (mean = 3.6) than in _

any other area. “‘Personal and social development™
(mean =2.8) ranked second. This field includes such
courses as physical education, individual sports, personal
adjustment, driver education, and health science. The fact
that such alarge number of credits were earned in personal
and social development is consistent with the recent finding
by Adelman' of a substantial shift, over the past 15 years, in
the distribution of high. school credits—with academic
courses showing a marked decline and personal develop-
ment courses a marked increase.

The third rankmg field of study was socnal sciences, (2.6)
followed by mathematics (2.5) and physicial and life sci-
ences (total of 1.8). Foreign languages accounted for 1.0
credit while computer and information sciences accounted
for only .1 credit. Fairly substantial amounts of credit were
earned in various applied or vocational areas such as: busi-
ness (1.7), trade and industry (.9), and home economics

'Devaluation, Diffusion and the College Connection: A Study of High

School Transcripts, 1966~1981, by Clifford Adelman, National Institute .

of Education (NIE), 1983.
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mathematics (3.2 vs. 2.2 and 2.0, respectively); philosophy,
religion, -and theology (.4 vs. .1 and .1, respectively);
physical and life sciences (total of 2.6 vs. 1.5 and 1.2,

_ respectively); and foreign languages (1.8 vs. 6 and .4,

respectively). Most of these areas fall into the category
the National Commission on Excellence in Education
called ‘‘New Basics.” The Commission? recommended
that the curriculum requirements for high school gradua-
tion be strengthened to include the following: 4 years of
English, 3 years of mathematics, 3 years of science, 3
years of social studies, and .5 years of computer science.
For the “‘college bound,”” the Commission recom-
mended, in addition, 2 years of foreign language.

Homework

It is generally believed that excellence in educational
achievement requires study outside of the regular school
day. In recent decades it has been. suspected that homework
has become less common than in the past. The 1982 HS&B

‘data support this suspicion. Based on the student self-re-

ports, only 29 percent of the sophomores spent at least 5
hours per week on homework, in 1982 (table 13). This
percentage was higher for females than for males (38 vs.
23, respectively), and was much higher for academic pro-
gram students (46) than for general and vocational students
(18 and 19, respectively).

As would be expected, this index of time spent on home-
work was positively correlated with cognitive test perform-
ance. This relationship is evident for bo.th males and

*A Nation at Risk: The Imperative for Educational Reform, U.S. Depart-

ment of Education, National Commission on Excellence in Education
(NCEE), National Institute of Education (NIE), April 1983.



Table 12. Mean number of credits earned in various fields of study by 1980 sophomores during 4 years of high
school (1978-79 through 1981-82), by sex of student and high school program.**

Sex High school program
All . , A

Field of study* students Male Female Academic General Vocational
Total® ° 21.0 20.6 214 22.1 20.5 20.7
English 3.6 35 3.7 39 3.6 34
Mathematics 25 2.6 2.5 3.2 22 2.0
Social sciences 2.6 2.6 2.5 2.6 2.6 2.4
Philosophy, religion, theology 2 .2 3 4 g 8|
Psychology .1 1 2 2 .1 |
Area and ethnic studies 3 3 3 3 2 3
Physical sciences 9 1.0 9 1.4 J S5
Life sciences 9 9 1.0 1.2 B 3
Foreign languages 1.0 .8 1.2 1.8 .6 4
Computer and information

sciences .1 1 1 A A 1
Business 1.7 1.0 24 1.2 1.6 2.7
Trade and industry 9 1.6 2 .5 1.0 1.3
Home economics ) 3 1.1 4 9 .9
Industrial arts 3 5 * 2 3 4
-Communications 2 | 2 2 .2 .1
Agriculture 2 3 1 .1 2 4
Multi-interdisciplinary studies 3 4 3 3 4 A
Visual and performing arts 1.4 1.2 1.6 1.5 1.6 1.1
Personal and social development 2.8 29 2.6 24 30 29
All other categories* 3 3 4 2 3 .5

*[ess than .05 percent.

*Excludes those who had dropped out of schoo! or graduated before spring 1982. :
*Estimates in this table were derived from transcripts. Only courses for which the student received at least a D minus or pass grade (pass-fail grading system)

were included.

“These ficlds correspond to those presented in A Classification of Secondary School Courses, by M. ). Ludwig et al., Evaluation Technologies Inc., NCES

£2-242, July 1982.
‘Details may not equal totals because of rounding.

*Residual is composed of architecture and environmental design: consumer, personal and miscellaneous services; education; health; law; liberal’/general
studies; library and archival studies; military sciences; parks and recreation; and public affairs and protective services.

females, and within each type of high school program.
Since these cognitive tests were designed to measure scho-
lastic achievement, it is reassuring to observe these positive
correlations.

~ Students who worked for pay were less likely to spend
time on homework than those who did not work; and the
more hours worked, the less time on homework. This
relationship was fairly strong for males and for academic
program students, but was rather weak for females and
for students in a nonacademic program. Actually, few
nonacademic students spent as much as 5 hours per week
on homework whether or not they worked.

Time spent watching TV, as might be expected, was on .
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the whole negatively correlated with time spent on home-
work. The relationship was rather strong for academic pro-
gram students, but nonexistent for nonacademic students. It
would appear that so few nonacademic students spent time
on homework that the chances of that variable correlating
with anything are rather slim.

Finally, students attending private schools, either Catho-
lic or other private, were more likely than others to spend
time on homework. This held true within each of the high
school programs. However, as noted earlier, academic pro-
gram students are more likely than others to spend time on
homework, and there are relatively more academic program
students in private than in public schools.



Table 13. Percentage of 1980 sophomores who spent at least 5 hours per week on homework in spring 1982, by

cognitive test performance, hours worked for pay, time spent watching TV, and school type, by student sex and
high school program.*

Sex High schoo! program
All
Subgroups students Male Female Academic General Vocational

All students 29 23 38 46 18 19
Cognitive test performance: :

High 44 35 52 52 23 24

Medium 26 ~ 19 33 41 18 19

Low 18 14 22 31 16 16
Hours worked for pay last week:

None 33 29 36 51 21 21

1-29 hours 30 - 22 35 46 17 19

30 or more hours 23 17 4 40 18 16
Time spent watching TV on weekdays:

None : 37 27 47 58 15 19

Some, but less than :

3 hours per day 31 24 37 48 18 18

3 or more hours per day 26 21 31 41 19 19
Type of school:®

Public 27 21 33 44 .17 18

Catholic 46 38 52 52 29 32

Other private® 55 47 62 64 25 43

*Excludes those who had dropped out of school or graduated before spring 1982.
*Excludes students who transferred from one school type to another between spring 1980 and spring 1982.
“Estimates for **other private schools™ may be less accurate than others because of small sample size and a low response rate.

Grades

- Grades are the time-honored indicator of academic
achievement, although in recent decades the phenome-
non of grade inflation has probably somewhat attenuated
the importance of this indicator. Nevertheless, no other
simple quantitative index of scholastic attainment is
generally available. This section examines the grades
earned by the sophomore ¢ohort members throughout

, thexr 4 years of high school.

Using course grades reported on high school transcripts,
a grade point average (GPA) was calculated for each stu-
dent, using a procedure which compensated for variations
among schools in grading systems although not for varia-
tions in grading standards. A GPA .of 4 signifies A work, 3
signifies B work, 2 signifies C work, and 1 signifies D
work.

The overall GPA for the sophomore cohort was 2.6 (table
14) which signifies work at a B minus level. The GPA for
females was about one-fifth of a grade higher than that for
males. This superiority of females held true regardless of

cognitive test performance level and regardless of time spent

_on homework. This finding is consistant with the traditional

finding that, at the pre-college level, females generally
receive higher grades than males.

Academic program students earned higher grades, in
spite of the fact that many of the courses they took were
generally regarded as more difficult than nonacademic
courses. Even when controlling for cognitive test perform-
ance, academics made significantly higher grades.

GPA was also highly correlated with cognitive test per-
formance. The upper guartile on this variable had a GPA
almost a full grade higher than the lowest quartile. GPA was
also positively correlated with homework effort but was not
related to amount of time spent working for pay, or to type
of school attended (public vs. private).

Participation in Federal Programs

For the past several decades, the Federal Government has
funded a number of special programs, to help make it
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Table 14. Mean 4-year grade point average of 1980 Sophomom at end of 1981-82 school year, by selected student

characteristics
Sex High school program
All .
Subgroups students Male Female Academic General Vocational

Total 2.6 25 2.7 29 2.4 24
Cognitive test performance:

Highest quartile 3.1 2.9 32 3.2 2.9 2.9

Middle two quartiles 2.6 24 2.7 2.7 2.5 2.5

Lowest quartile 2.2 2.1 2.3 2.3 22 2.2
Time spent on homework:

Less than 1 hour 24 2.3 2.5 2.6 23 2.3

1.to 5 hours 2.6 25 2.7 2.8 2.4 24

More than 5 hours 29 2.8 29 3.0 2.6 2.6
Hours worked for pay last week:

None 2.6 2.5 2.7 2.9 24 24

1-29 hours 27 2.6 2.8 2.9 2.5 25

30 or more hours 2.5 24 27 2.8 2.4 24
Time spent watching TV on

weekdays:

None 2.7 2.6 2.9 3.0 2.4 2.4

Some, but less than

3 hours per day 2.7 2.6 2.8 3.0 25 25

3 or more hours per day 2.5 2.4 2.6 2.8 24 2.4
Type of school:

Public 2.6 25 2.7 2.9 2.5 24

Catholic 2.7 2.6 2.8 2.8 24 24

Other private* 2.7 2.6 2.8 29 2.5 20

*Estimates for “other private schools™ may be less accurate than others because of small sample size and a low response rate.

possible for disadvantaged students to finish high school. . |

The first follow-up questionnaire asked the respondents
whether they had participated in their junior or senior years
in any of the following such programs: Cooperative Voca-
tional Education Program (Co-op Program), Vocational Ed-
ucation Work-Study Program, Talent Search, Upward
Bound, and Comprehensive Employment Training Act
(CETA). - |

Over one quarter of the 1980 sophomores had partici-
pated in at least one of the five programs by spring 1982
(table 15). Nineteen percent had participated in one of the
vocational education programs, 9 percent in CETA, and 5
percent in either Talent Search or Upward Bound. This table
also indicates that students’ self-identification of their high
school program as academic, general or vocational does not
fully reflect what actually occurred since 8 percent of the
academic and 19 percent of the general also indicated they
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were participating in vocational cooperative or vocational
work-study activities. A

Since these programs were designed to assist needy stu-
dents, it is not surprising that overall participation rates were
related (negatively) to SES level. Minority group members
(except Asians) also had higher participation rates than
whites. Both statements apply strongly to participation rates
in the vocational education programs and CETA, but Talent
Search and Upward Bound were related only to race/eth-
nicity.

Participation in Remedial, Honors,
or Bilingual Programs

In recent years, remedial programs, particularly in Eng-
lish and mathematics,” have been relatively common al-
though they were virtually unheard of 20 years ago. Twenty-



Table 15. Percentage of 1980 sophomores* who had participated in various Federally funded high school level
programs as of spring 1982, by SES, student race/ethnicity, high school program, and school type.

Either Cooperative
Vocational Education

Any of five or Vocational Either Talent Search CETA work
Subgroups programs Education Work-study| or Upward Bound program
All students 28 19 5 9
Socioeconomic status (SES)
(1980):

Highest quartile 16 I 4 3

Middie two quartiles .27 19 4 7

Lowest quartile 39 24 5 18
Race/ethnicity:

White 23 18 3 5

Hispanic 36 23 6 16

Black 45 23 10 26

Asian or Pacific Islander 17 9 4 8

American Indian or

Alaskan Native 47 26 15 33

High school program:

Academic . 16 8 5 5

General 28 19 4 11

Vocational 43 35 4 1t
Type of school:®

Public 30 20 5 10

Catholic 10 5 -3 3

Other private* - 10 6 3 2

*Excludes those who had dropped out of school or graduated before spring 1982.
*Excludes students who transferred from one school type to another between spring 1980 and spring 1982.
‘Estimates for “‘other private schools” may be less accurate than others because of small sample size and a low response rate.

nine percent of the sophomore cohort members had taken
remedial English, 21 percent had taken remedial mathemat-
ics, and 17 percent had taken both (table 16). As expected,
fewer academic program students than nonacademic pro-
gram students had taken remedial courses. The percentage
who had taken an advanced or honors program, however,
was about three times as high for academic as for non-
academic students.
Surprisingly, nine percent of the respondents reported
having been in a “*bilingual or bicultural program.’’ Even
. more surprising is the fact that the percentage of students
taking such programs was significantly higher for
academic than for nonacademic students. One would ex-
pect very few academic program students to be in bil-
ingual programs if the programs were exclusively for
students lacking in English proficiency. It seems most

likely that many students who made this response were
referring not only to programs that are solely bilingual,
but also to courses that are strongly bicultural in which

the art, history, and culture of different countries are
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compared.

Involvement in Discipline Problems

Three different questionnaire items dealt with respondent
involvement in disciplinary problems (table 17). Overall, 14
percent of the students reported that.they had *“disciplinary
problems in school during the past year.™ Also, 14 percent
reported having been “suspended or put omr probation for
disciplinary reasons.” Finally, 41 percent reported that they
cut a class “every once in a .while.” '



" Tuble 16. Percentage of 1980 sophomores® who took a
remedial, honors, or bilingual program in their junior
or senjor years, by high school program.

High school program
. All Aca- Voca-
Course or program students| demic |General| tional
Remedial: - .
English 29 15 38 37
Mathématics 21 11 28 27
Both English
and mathematics 17 8 22 21
Advanced/honors program:
English 26 43 16 15
Mathematics 21 37 12 11
Both English .
and mathematics 14 26 7 6
Bilingual or
bicultural: 9 13 8 6

*Exludes those who had dropped out of schoo! or graduated before spring
1982,

The percentage of students who had been suspended or
put on probation was almost twice as high among non-
academic as among academic students (16 and 17 vs. 8
percent, respectively). The other two indicators of disciplin-
ary problems also show poorer behavior on the part of the
nonacademics. Cutting class, but neither of the other indica-
tors, varied significantly by school size, increasing from 33
percent in small schools to SO percent in large ones. Cutting
class was only about half as prevalent among Catholic
school students (22 percent) as among public and other
private school students (43 and 44 percent, respectively).
Finally, cutting class was most prevalent among general
program students (48 percent) and least prevalent among
academic program students (35 percent). It should be noted

that cutting class does not always signify a discipline prob-

lem since many schools allow a modest number of cuts.
Summary
The contents of this chapter are too diverse to be properly

.summarized. It may be useful, however, to restate a few
highlights from the findings:

® Students in an academic high school program sur
passed other students in most areas examined, includ-
ing (a) total number of credits earned, (b) number of
credits earned in mathematics and . science, () hours
spent on homework, (d) grade point average, and
(e) participation in honors programs. Academic stu-
dents participated less often than others in rcmednal
programs and in Federal aid programs.

® Most of the sex differences observed were consistent
with those traditionally found or hypothesized. An
exception was that mathematics was taken by approx-
imately equal percentages of men and women.

® Participation rates in Federal student aid programs
were negatively related to SES levels, as expected.

Table 17. Percentage of 1980 sophomores® involved in
selected disciplinary problems, by school size, school

. type, and high school program.
Had Suspended {Sometimes
disciplinary | orputon | cuts
Characteristic problems® | probation | class
All students 14 14 41
School size:*
Less than 200 13 13 33
201 to 600 14 14 42
More than 600 15 13 - 50
Type of school:* X :
Public 4 14 43
Catholic 10 12 22
Other private* 12 12 4
High school program (1982): :
Academic 8 35
General 18 17 48
Vocational 16 16 41

*Excludes those who had dropped out of school or graduated before spring
1982.

*During the last year.

Size of 1980 sophomore class. '
‘Excludes students who transferred from one type to another between
spring 1980 and spring 1982.

‘Estimates for “other private schools™ may be less accurate than others
because of small sample size and a low response rate.



Chapter V
Activities Outside Of School

As mentioned in chapter II, 86 percent of the 1980
sophomores were still in high school in spring 1982. The
vast majority of these were not only going to school but
were also participating in a variety of extra curriculuar
activities in or out of school, and many were working for
pay outside the home. In this chapter, these non-school
activities are described.

Employment

In spring 1982, 70 percent of the sophomore cohort
members who were still in school were also employed,

typically part-time (table 18). Thirteen percent reported that
they were “‘unemployed” (which means that they were se-
riously interested in working but had been unable to find
employment). Thus, a total of 83 percent of the respondents
were in the labor force.' This figure is considerably higher
than the corresponding figure (76 percent) for the 1980
senior cohort members 2 years earlier (not shown in table).
Evidently the tendency to seek gainful employment while
still in high school is increasing.

The typical employed student was working 18 hours per
week, which was considerably less than the 20.7 hours per
week reported by the 1980 seniors at the time of the base-
year survey. It is interesting to note that a greater number of
these respondents were working than was true of seniors in
1980, but they typically devoted less time to work. The

'Labor force is defined as the sum of all persons who are employed and all
who are unemployed but are actively seeking employment.

Table 18. Percentage of 1980 sophomores® who in 1982 were employed or unemployed and the percent of the
employed students who had received on-the-job training, by sex, race/ethnicity, high school program, and
community type.

All Sophomores Employcd Sophomores
Percent
Average Average Average receiving
Percent Percent hours worked | earnings earnings | on-the-job
Characteristic unemployed | employed per week per week | per hour training
All Students 13 70 18.16 $66.08 $3.48 38
Sex:
Male , 13 72 19.39 72.79 3.62 38
Female 13 68 16.87 59.73 3.35 38
Race/ethnicity:
~Hispanic 15 66 18.73 69.27 3.53 4]
Black 22 -~ 56 - 17.92 66.41 3.48 45
White 11 73 18.09 65.61 3.48 37
Asian or Pacific Islander 15 54 17.79 65.67 3.60 34
American Indian or -
Alaskan Native 20 52 19.74 67.85 3.34 42
High school program: :
Academic 12 69 16.43 60.27 3.48 35
General , 14 68 18.75 68.15 3.47 37
Vocational 13 74 19.83 71.59 3.50 43
High school community: B
Urban 15 - 67 18.62 69.16 3.53 41
Suburban 13 72 18.22 66.74 3.54 38
Rural : 12 69 17.76 63.14 3.37 36

*Excludes those who had dropped out of school or graduated before spring 1982.
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typical 1980 sophomore who was employed in 1982 was
earning $3.48 per hour, which was slightly more than the
minimum legal hourly wage of $3.35. Thirty-cight percent
were receiving on-the-job training.

Although males were just as likely as females to be
unemployed, they were more likely to be employed, to work
more hours per week, and to earn higher hourly wages.

In some respects, the employment picture was better for
whites than for the other racial/ethnic groups. Whites had a
significantly higher employment rate and a lower unemploy-
ment rate than did blacks or Hispanics. On the other hand,
average carnings per week were slightly (but not signifi-
cantly) lower for whites than for blacks. Hispanics actually
had higher average earnings per week than did whites.
Blacks and Hispanics more often than whites received some
training while on the job.

As might be expected, students in a vocational high
school program were more likely to be employed than were
those in an academic or general program. It seems likely
that many of these were participating in some kind of coop-
erative work experience program. Consistent with. this no-
tion is the fact that vocational students also worked more
hours per week and received more job training. Their hourly
wage, however, was not significantly higher than that of the
other employed students. -

Unemployment was significantly higher among urban
students than among suburban or rural (15 percent vs. 13
and 12 percent, respectively). Rural youth eamed less per
hour than other employed students.

Types of Job Held

As would be expected, most of the jobs held by these
students were relatively low-skilled such as lawnwork,
baby-sitting, waiting on tables, store clerk/cashier, etc.
(table 19).

Differences in jobs held by sex were quite pronounced.
Male students far outnumbered females in the following
kinds of jobs: lawn, farm, gas station, skilled trades, man-
ual labor, and delivery. Females outnumbered males in
baby-sitting, office clerk, store clerk, and hospital work.
Differences were minimal in waiter or waitress work.

Miscellaneous Non-scholastic Activities

Many students engaged in a variety of non-scholastic
activities other than employment. Slightly more than half
(52 percent) of the 1980 sophomores were participating in
some kind of team sport activity, either in or out of the
school setting in 1982 (table 20). Not surprisingly, team
sports activities were more common among males than

Table 19. Percentage of employed 1980 sophomores*
holding various types of jobs in spring 1982, by sex.

Type of job Males | Females

Total . 100 100
Lawn work or odd jobs 8 1
Waiter, waitress, bus boy or cook 19 20
Baby-sitting or child care ] 14
Farm or agricuitural work . 8 1
Factory work ,

(unskilled or semi-skilled) 4 1
Gas station, car wash, ‘

or auto repair work 8 *
Skilled trade
Other manual labor 13 .
Store clerk, salesperson or cashier 14 27
Office or clerical work | 16
Hospital or health 1 5
Delivery jobs : 4 : *
Other 13 9

*Less than .S
*Excludes those who had dropped out of school or graduated before spring
1982.

percent vs. 50 and 41 percent, respectively). It seems likely
females (62 vs. 42 percent, respectively). It is somewhat
surprising to find that academic program students were more
often involved in sports than were the nonacademics (62
that the vocational students, because of their higher rate of
employment, had less free time to devote to sports.

The most common activity listed in table 20 is *‘reading
the front page of the newspaper at least once or twice per
week™ which was reported by 69 percent of all students.
This activity was also more common among males than
females, and among academic program students than
among others. Going out on dates was also common (6]
percent of all students).

Summarizing, males were more likely than females to
participate in sports and reading the front page of the news-
paper. Females were more likely than males to participate in
“intellectual activities’™ (subject matter clubs or school
newspaper work), performing arts, reading for pleausre, and
community service. Academic students were more likely
than others to participate in sports, intellectual activities,
performing arts, community service, reading for pleasure,
and reading the front page of the newspaper. It is interesting

- that the only activity in which academic students were not

more heavily involved was “going out on dates.”



Table 20. Percentage of 1980 sophomores® who in spring 1982 were participating in various types of activities

either in or out of school, by sex and high school program.

v Sex High school program

All 2 program
Type of activity students Males Females Academic | . General Vocational
Team sports 52 62 42 62 50 41
Intellectual® 44 35 53 61 34 34
Performing arts® 34 26 43 41 3 26
Community service* 39 34 43 44 35 35

- At least once or twice per week
Reading for pleasure 51 44 57 59 46 44
Going out on dates 61 60 61 58 62 63
Reading the front page
of newspaper 69 70 67 76 64 64

*Excludes those who had dropped out of school or graduated before spring 1982.

*Includes participation in honorary or subject matter clubs, student government activities, or work on school newspaper, yearbook, etc.
paj

“Includes band or orchestra, chorus or dance, and debating or drama.
‘Includes chuch, youth group, or service club, and other types of community service activities.



Chapter V1
Plans For College

When the 1980 sophomores who were still in school in
spring 1982 completed the follow-up questionnaire, they
were facing an important transition point in their lives.

From 12 years of rather highly organized schooling, they

faced probable graduation from high school and, with that
event, the need to plan what they would do with their lives.
‘Should they go on to college, or vocational school? Should
they forget about school and seek full-time employment?
Should they try to get married and perhaps start a family?

About half of these respondents expected to enroll in
some kind of college work in the year ahead—either aca-
demic or vocational or technical. This chapter describes
their plans for college, how they expected to finance such
schooling, and the fields of study they expected to pursue.

Who Planned to Enter College

Although overall about 50 percent of the students ex-
pected to enter college in the following year, the percentage
varied greatly as a function of student characteristics (table
'21). As would be expected, the rate was strongly related to
socioeconomic status (SES). The percentages for high, mid-
dle, and low SES students were 74, 47, and 28, respec-
tively. In part, this may be because high SES families have a
tradition of sending their children to college and because
they find it financially far easier to do than do middle or low
SES groups.

Cognitive test performance is also related to going to
college—76 percent of those in the top quartile expected to
enter college compared with 25 percent of those in the
lowest quartile. One would expect the more able students to
be more likely to aspire to college. Among racial/ethnic
groups, Asians had the highest rate (74 percent) as. compared
with only 52 percent for whites. Blacks, American Indians,
and Hispanics had rates of 46, 39 and 35 percent, respec-
tively. The difference between the rates for Indians and
Hispanics was not statistically significant.

Consistent with data reported earlier, females showed a
greater tendency than males to aspire to college (54 vs. 45
percent, respectively).

Students who were in an academic high school program
(based on self-reports in 1980) were far more likely than
others to aspire to college. This is not surprising, of course,
since an academic program is essentially college pre-
paratory. The percentages of academic, general, and voca-
tional program students who aspired to college were 72, 41,
and 28, respectively.

Students attending Catholic or other private schools were
more likely than public school students to plan to enroll in
college. This is to be expected since the private schools

generally have proportionately far more students in aca-
demic programs than do public schools.

Table 21. Percentage of 1980 sophomores® who, in
spring 1982, planned to enter college in the year after
high school, by selected student characteristics.

Percentage planning to
enter college in

Student characteristic Jyear after high school

All students: 49.7
Socioeconomic status (SES):
Highest quartile 73.9
Middle two quartiles 46.7
Lowest quartile 28.4
Race/ethnicity:
Hispanic 35.1
Black . 46.0
White 523
Asian or Pacific Islander 74.5
American Indian or
Alaskan Native 39.2
Cognitive test performance:
Highest quartile 76.2
Middle two quartiles 44.8
Lowest quartile 24.6
Sex:
Male 448
Female 54.5
High school program (1980):
Academic 72.0
General 41.4
N\ Vocational 219
Type of school:
Public 473
Catholic 70.0
Other Private 68.2

*Excluding those who had dropped out of school or graduated, before
spring 1982.

Plans for Financing College Costs

Almost three-fourths (71 percent) of the college -bound
sophomores expected, in 1982, to utilize one or more kinds
of financial aid programs to meet the costs of college attend-
ance (table 22). This expectation was strongly related to
SES; 85 percent of the low SES students expected to use an



. Table 22. Percentages of 1980 sophomores who, in spring 1982, planned to use any of various types of ﬁnanclal aid
, programs to finance their college costs, by socloeconomlc status (SES).

Type of All

Socioeconomic status

financial aid program students Low : Middle High
Scholarship, grant, loan,
or work program 70.7 84.6 74.4 63.3
Federal - 54.6 75.9 60.0 43.0
Non-Federal ' 57.6 63.6 60.9 53.7
Scholarship or grant 53.9 72.0 57.1 45.7
Federal 34.7 60.9 39.6
Non-Federal 41.4 48.2 43.2
Loan 46.0 53.8 50.0 - 40.4
Federal ‘ 26.6 356 30.2° 20.9
Non-Federal 39.1 42.6 42.7 35.1
Work program (e.g., CETA) 326 49.1 36.1 252

aid program as compared with 74 and 63 percent of the
middle and high SES students.

Overall, slightly but significantly more students expected
to use non-Federal as compared with Federal programs.
Low SES students were much more likely than high SES
students to look toward Federal programs for such aid (76
vs. 43 percent, respectively). A similar, but less marked,
relationship with SES level was also evident with respect to
non-Federal programs.

Evidently, scholarships and grants were more popular
than other types of aid programs. This is not surprising since
they involve neither expenditure of time nor commitment for
future repayment. Overall, 54 percent of .the respondents
expected to use this type of aid as compared with 46 percent
for loans and 33 percent for work programs.

Respondents were also asked in the spring 1982 follow-
up questionnaire, whether they planned to use any of vari-
ous specific Federal student aid programs for their planned
college work. Provision was made for students to indicate
whether they know too little about the program to answer.
Table 23 shows the percentage of students who were knowl-
edgeable about each program and the percentage who
planned to make use of each.

Each of the programs listed in table 23 was known to at
least two-thirds of the respondents. The best known pro-
grams were College Work-Study (83 percent) and CETA (80
percent), followed by Cooperative Education (78 percent),
Pell grants (77 percent) and Guaranteed Student Loans (73
percent).

The College Work-Study program was the most popular,
judging from the number of respondents who expected to
use it (30 percent). Least popular programs were the CETA-
Sponsored Youth Development Program at 4 percent, and
Cooperative Education at 8 percent.

When the data are examined by SES group, the Pell grant
program for low SES students stands out from all the oth-
ers—with 51 percent expecting to use it. This is signifi-
cantly higher than the 45 percent of low SES students who
expected to use the College Work-Study program. In gen-
eral, table 23 shows that the percentage of students planning
to use each type of program is inversely related to SES
level.

Intended Field of Study in College

Respondents were asked which field of study, from a list
of 24, came closest to what they would most like to study in
college. The most popular choice by far was business,
which was selected by one out of five of the respondents
(table 24). The next most popular field was engineering at
11 percent. Other relatively popular fields were health serv-
ices, humanities/fine arts, and pre-professional (at about 9
percent each). Of the fields listed here, education was one of
the least popular, chosen by 5 percent. Mathematics ranked
even lower, however, at 1 percent.

There were differences in choice of field of study by sex.
More men than women chose engineering, and computer
and information science. More women than men chose



health services, humanities/fine arts, and education. For a
number of years sex differences have been diminishing in
the fields of mathematics, business, and pre-professional.
Men and women chose mathematics (both at 1 percent) and
business, and pre-professional about equally.

Some interesting relationships are observed when we ex-
amine intended field of study in relationship to cognitive
test performance. Business, the most popular field overall,
was less popular among the highly able students (top quar-

tile on test scores) than among those less able. Engineering
was more popular among the highly able than among those
less able.

With respect to the field of education, the differences
among the high, middle, and low test scorers were small and
nonsignificant. For the low and middle ability level stu-
dents, health services ranked second only to business, but
for the high ability level students, health services was much
less popular.

Table 23. Percentage of college-bound 1980 sophomores who, in spring 1982, knew about specific Federal financial

aid programs, and the percentage who planned to use each, by socioeconomic status (SES).

Planned to use
Federal aid program Knew about SES
the program
All Low Middle High
Basic Educational Opportunity v
Grant (Pell) 76.7 26.6 50.7 314 14.7
Supplemental Educational
Opportunity Grant 68.3 11.3 24.6 13.2 5.6
National Direct Student Loan 67.3 13.6 16.6 16.2 10.4
Federal Guaranteed Student Loan 72.5 21.7 - 28.6 24.4 17.1
CETA-Sponsored Youth Development 80.3 4.1 13.6 4.1 1.2
College Work-Study 82.9 30.1 447 33.7 23.3
Cooperative Education 77.7 7.8 12.9 8.2 54

Table 24. Percentage of college-bound 1980 sophomores who, in spring 1982, indicated each of various fields of
study as the one they would most like to pursue in college, by sex and cognitive test performance.

All Sex Cognitive test performance
Field of Study students Males Females Low Middle High

Total 100.0 100.0 100.0 100.0 100.0 100.0
Business 21.0 20.1 21.8 22.8 24.9 17.2
Engineering 10.6 20.5 2.8 47 7.1 14.9
Health services 9.4 2.8 14.5 14.9 11.1 7.3
Humanities/fine arts 8.8 7.4 10.0 7.9 7.8 8.6
Pre-professional 8.5 8.7 8.3 54 6.2 11.3
Computer and information

sciences 8.3 10.3 6.7 9.2 8.5 7.9
Social sciences 6.6 4.9 8.0 6.5 6.2 7.3
Education 49 24 6.8 59 6.4 4.2
Biological or physical sciences 4.6 5.6 3.8 - 2.6 2.5 6.3
Mathematics 1.0 1.0 1.0 0.5 0.5 1.6
Other (e.g., architecture, : -

agriculture, communications,

home economics, and

vocational/technical) 16.4 16.4 16.4 19.6 18.8 13.4




Summary

About half the respondents expected to undertake some
kind of college work in the year following graduation. This

expectation was related to various factors including SES, -

‘racial/ethnic group, and high school program.
Among the coliege bound, almost three-fourths expected

to utilize a financial aid program of some kind. Scholarships
and grants were more popular than loan programs. The most
popular program was College Work Study.

The most popular intended field of study was business.
Sex differences in intended field of study were generally
consistent with traditional sex roles, although in the fields of
mathematics, business, and pre-professional, sex dif-
ferences were minimal.
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Appendix A

High School and Beyond
Data Files
Available for Public Use

The data collected in the base-year and first fol]ow-up'

surveys have been processed and are available on the com-
puter files described below. These files, along with appro-
priate documentation, may be obtained at a modest cost

from the Data Systems Branch of National Center for Edu-

cation Statistics (NCES).
Table A-1 summarizes the content areas covered by each
file.

Base-Year Survey Files

School File

The Schoo! File contains school questionnaire responses
that were provided by administrators in 988 public, Catho-
lic, and other private schools. Each record has a total of 237
variables. The questionnaire focused on a number of school
characteristics including: type and organization, enroll-
ment, faculty composition, instructional programs, course
offerings, specialized programs, participation in Federal
programs, faculty characteristics, funding sources, disci-
pline problems, teacher organizations (e.g. unions), and
grading systems.

Language File

The Language File contains information on each student
who reported some non-English language experience either
during childhood or at the time of the survey. This file
contains 11,303 records (sophomores and seniors com-
bined), 42 variables for each student.

Parent File

The Parent File contains questionnaire responses from the
parents of about 3,600 sophomores and 3,600 seniors who
are on the Student File. Each record on the Parent File
contains a total of 307 variables. Data on this file include
parents’ aspirations and plans for their children's postsecon-
dary education. ‘

Twin and Sibling File

The Twin and Sibling file contains responses from
sampled twins and triplets; data on twins and triplets. of
sample members; and from siblings in the sample. This file
(2,718 records) includes all of the variables that are on the
HS&B student file.
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Teachers’ Comments File

The Sophomore Teacher File contains responses from
14,103 teachers on 18,291 students from 616 schools. The
Senior Teacher File contains responses from 13,683 teach-
ers on 17,056 students from 611 schools. At each grade
level, teachers had the opportunity to answer questions
about HS&B-sampled students who had been in their
classes. The typical student in the sample was rated by an
average of four different teachers. The files contain approx-
imately 76,000 teacher observations of sophomores and
about 67,000 teacher observations of seniors.

Friends’ File

The Friend’s File contains identification numbers of stu-
dents in the HS&B sample who were named as being friends
of other HS&B sampled students. Each record contains the
ID of sampled students and ID's of up to three friends.
Linkages among friends can be used to investigate the
sociometry of friendship structures, including reciprocity of
choices among students in the sample, and for tracing
friendship networks.

First Follow-Up Survey Files

1980 Senior Cohort File

This file contains base-year as well as first follow-up
survey data for a subsample of 11,995 1980 seniors. The
tape also includes data on selected school variables, various
composite scores, and a set of weights for use in making
population estimates. Also included are data about the stu-
dents’ work and education experiences after leaving high
school. The file can be merged with any of the base-year
survey files.

1980 Sophomore Cohort File

This file contains both base-year and first follow-up sur-
vey data for a subsample of 29,737 persons who were
sophomores in 1980. Persons who were no longer in the
same high school (dropouts, early graduates, and transfer
students) are represented in the subsample. The tape also
includes data on selected school variables, various com-
posite scores, and a set of weights for use in making popula-
tion estimates. The file can be merged with any of the base-
year survey files.

Transcript File

The transcript file contains high school course taking
behavior information for 15,941 1980 high school soph-
omores. Data include a 6-digit course number for each
course. taken along with course credit, course grade, year
taken, and other pertinent information. Appropriate weights
also are contained on the file, ~
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Offerings and Enrollments File Updated School File

This file contains school information and course offerings This file contains base-year as well as first follow-up
and enroliment data for 957 schools. Each course offered is ~ survey data on the 1,015 schools that participated in HS&B.
identified by a 6-digit course number. Other information,  Sampling stratum codes and school weights aiso were in-
such as credit offered for course, enroliment in course, and  cluded on the file.
when course was offered by school, also is contained on ‘
each record..

Table A-1 Selected Subject Areas Addressed by HS&B Data Files and Questionnaires

Base-
Year | Base- ; v
soph- | Year : | First | First | Offer-
omore | senior | School | Lan- | Parent Teacher Follow- | Follow- fings and Tran-
CONTENT ques- | ques- | ques- | guage | ques- | Twin | ques- |Friends up sophJ up | enroll- | script
AREAS fionnairefionnairetionnaire] file fionnaire| file |ionnaire| file | omore | senior | ments | file

. Students

Achievement
Activity status
Aspirations
Curriculum
Discipline
Family
background
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Health
H. S. dropouts
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H. S.
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Labor force
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Languages
spoken
Marriage and
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Minorities
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Table A-1 Selected Subject Areas Addressed by HS&B Data Files and Questionnaires (Continued)

Base-
Year | Base-
soph- | Year First | First | Offer-
omore | senior { School | Lan- | Parent Teacher Follow- | Follow- lings and Tran-
CONTENT ques- | ques- | ques- | guage | ques- | Twin | ques- |Friends bp soph{ up |enroll- | script
AREAS fionnairefionnairegionnaire] file fpionnairef file pionnaire] file | omore | senior | ments | file
High Schools -
Course offerings X X X — - - — — X — X —
Discipline
problems X X X —_ —_ —_ —_ —_ X X — —
Faculty :
characteristics = — — X —_— —_ —_ X1 — —_— X — —
Instructional
programs — —_ X — — - _— —_ — —_ — —_—
Participation in
Federal _
program — —_ X - — — — — —_ —_ — —_
Special programs X X X —_ _— — — —_ X —_ — —_
Teacher
characteristics = — — X —_ —_ —_— X1 —_ — — —_ —
Teacher
expectations X X —_ —_ — — X — X - _— —
Type of
organization — — X — -_ —_ —_ — — — — —
Parents
Aspirations X X -— — X — -— —_— X —_— — —
Attitudes — — —_— — X . — — —_ —_— —_ —
Education X X — — X — — —_ X X — —
Financial Aid
(knowledge of) — _— — —_ X —_— —_— — — —_ —
Income X X — —_ X — — —_ X —_ —_ —
Occupation X X — — X —_— — X X —_ —

I Sophomore Cohort Teachers
2 Sophomore Cohort Dropout Supplement
3 Sophomore Cohort Dropout or Early Graduate Supplemem
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Appendix B
Definition of
Classification Variables

Seven major classification variables were used in this

report to define subgroups for analysis: sex, race/ethnicity,
socioeconomic status (SES), cognitive test score composite,

high school program, geographical region, and community

type. Table B-1 shows the composition of the sophomore

cohort first follow-up survey sample by these classification

variables. Except when the text indicates otherwise, the
values of these variables used in this report are those ob-

tained in the base-year survey in 1980. The following sec-

tions define these variables.

Sex

Respondent’s sex was available in three survey docu-

ments. If one of the sources contained a valid sex code and

none of the other sources contained conflicting information,

that sex code was used. :

Race/ethnicity

Race and ethnic origin codes were available from both
base-year and first foliow-up. questionnaires. Respondents
were classified into mutually exclusive racial/ethnic groups
based on the following hierarchical sequence: (1) if an His-

panic ethnic origin was indicated either year, the person was

classified as Hispanic; otherwise (2) if the race code Ameri-

can [ndian or Alaskan Native was indicated either year, the

person was classified as American Indian; otherwise (3) if
the Asian or Pacific Islander race code was present either
year, the person was classified as Asian, otherwise, (4) if
the race code for black was present either year, the person
was classified as black; otherwise (5) if the race code for
white was present either year, the person was classified as
white. The 538 remaining students either identified their
race as ‘‘other” or did not indicate race or ethnicity in
either year.

Socioeconomic status (SES)

The SES index is a composite of five equally-weighted
measures: father’s education, mother’s education, family
income, father’s occupation, and presence of certain items
in the respondent’s household. The index values are based
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Table B-1. Composition of 1980 sophomore cohort
first follow-up survey sample, by selected classification
variables.

Classification variable

and subgroups Number | Percent'
Total sample 29,737 100.0
Sex:
Male 14,825 49.8
Female 14,912 50.1
Race/ethnicity:
Hispanic 5,220 17.5
Non-Hispanic:
American Indian or Alaskan
Native 322 1.1
Asian or Pacific Islander 448 1.5
Black 3.914 13.2
White 19,295 64.9
Other or unclassified 538 1.8
Socioeconomic status (SES):
Highest quartile 6,608 22.2
Middle two quartiles 12,647 42.5
Lowest quartile 6,659 22.4
Unclassified 3,823 12.9
Cognitive test performance:
Highest quartile 6,516 22.0
Middle two quartiles 12,254 41.2
Lowest quartile 6,173 20.8
Unclassified 4,794 16.1
High school program:
Academic 9,169 34.6
General 11,950 45.1
Vocational 5,397 20.3
Unclassified 3,221 12.1
Geographical region:
Northeast 6,617 2222
North Central 8,383 282
South- 9,283 31.2
West _ 5,454 18.3
High school community: -
Urban 6,878 23.1
Suburban 14,592 49.]
Rural 8,267 27.8

"Total of subgroup percentages may not equal 100.0 due to rounding.



on information provided in the base-year survey. Re-
spondents were classified into ene of three subgroups
© (lowest quartile, middle two quartiles and highest quartile)
based on the weighted SES distribution.

Cognitive test performance

When cogritive test performance was used as a classifica-
tion variable, a test score composite was computed by
avcraging the standardized 1980 scores of the HS&B soph-
omores on the reading, mathematics, and vocabulary tests.

Respondents’ were classified into one of three subgroups

(Jowest quartile, middle two quartiles, and highest quartile)
based on the weighted distribution of the composite scores.
In chapter HI. however, which is concerned with cognitive
growih, both the 1980 and the 1982 scores were used.

High school program

High school program was identified from the answers of
sopkomores in 1980 to the question *“Which of the follow-
ing best describes your present high school program?” The
student could mark *‘general,” “academic or college pre-
paratory,”” or any of seven ‘‘vocational (occupational prepa-
ration)” areas. »

Type of school

In developing the sampling frame for High School and
Bevond. schools were classified as public, Catholic, or
other private. For many of the analyses in this report, the
schools in the sample were similarly classified. '

8

High School Community

Respondents were assigned to one of three categories
based on the type of community in which the school they
attended in the base year was located: urban, if located in
the central city of a Standard Metropolitan Statistical Area
(SMSA)Y; suburban, if located within an SMSA but not in
the central city; and rural, if located outside an SMSA.

Geographical region

- HS&B was designed to provide estimates for each of nine
_Census Bureau sections. For this report, however, these
sections were collapsed into the following four regions:

Northeast (Maine, New Hampshire, Vermont, Mas-
sachusetts, Rhode Island, Connecticut, New York, New
Jersey, and Pennsylvania).

North Central (Ohio, Indiana, Illinois, Michigan,
Wisconsin, Minnesota, Iowa, Missouri, North Dakota,
South Dakota, Nebraska, and Kansas).

South (Delaware, Maryland, District of Columbia, Vir-
ginia, West Virginia, North Carolina, South Carolina, Geor-
gia, Flonda, Kentucky, Tennessee, Alabama, Arkansas,
Louisiana, Mississippi, Oklahoma, and Texas).

West (Montana, 1daho, Wyoming, Colorado, New Mex-
ico, Arizona, Utah, Nevada, Washington, Oregon, Califor-
nia, Alaska, and Hawaii).
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Appendix C
Technical Notes

Sample lﬁ)esignl

Base-year Survey. HS&B employed a 2-stage,
highly stratified sample design. In the first stage, 1,122
schools that had either 10th or 12th grade students (or both)
were draiwn. To make the sample more useful for policy
analysis, the following types of schools were oversampled:
alternative public schools, public schools with high percent-
ages of Hispanic students, Catholic schools with high per-
centages of minority-group students, and high-performance
private schools. In the second stage, 36 sophomores and 36

seniors were randomly selected, school size permitting. The

sample was augmented by the addition of the co-twins of
twins selected in the probability sample.

First Follow-Up Survey. A subsample of 11,995 of
the 1980 seniors selected for the base-year survey was
chosen to continue in follow-up surveys. To enhance the
usefulness of the subsample for policy analysis, the follow-
ing subgroups were oversampled: Hispanics and Blacks,
especially those with high cognitive test scores; Asians;
American Indians; whites from low SES backgrounds with
high cognitive test scores; and persons whose parents had
participated in a survey that collected data for addressing
student financial aid policy questions. The probability sub-
sample included 495 persons who, although selected, had
not participated in the base-year survey. Questionnaires also
were sent to all 204 co-twins of twins included in the
probability subsample.

Accuracy of Estimates

The statistics in this report are estimates derived from a
sample. Two broad categories of error occur in such esti-
mates: sampling and nonsampling errors. Sampling errors
occur because observations are made only on samples of
students, not on entire populations. Nonsampling errors
occur not only in sample surveys but also in complete
censuses of entire populations.

Nonsampling errors can be attributed to many sources: |

inability to obtain complete information about all students
in all schools in the sample (e.g., some students are absent
on survey day, schools or students refuse to participate,
students participate but answer only certain items, etc.);
ambiguities in definitions; differences in interpretation of
questions; inability or*unwillingness to provide correct in-
formation; mistakes in recording or coding data; and other
errors of collection, response, processing, sample coverage,
and estimation of missing data.

4

The accuracy of a survey result is determined by the joint
effects of sampling and nonsampling errors. In surveys with
sample sizes as large as those employed in HS&B, nonsam-

pling errors generally are the primary concern, except

where separate estimates are made for relatively small sub-
populations.

The three major ways in which survey data such as those
obtained in HS&B may fall short of full accuracy are dis-
cussed below.

Nonresponse bias. One of the most serious threats to
the accuracy of survey estimates is bias resulting from
failure to obtain data from all sampled units. A total of 811
(72 percent) of the 1,122 eligible schools chosen in the
sample participated in the base-year survey. Of the 311
schools that were unable or unwilling to participate, 204
were replaced with schools which matched them with regard
to geographical area, enrollment size, community type, and
other characteristics. This brought the total number of par-
ticipating schools to 1,015 or 90 percent of the 1,122 target.
A total of 1,445 eligible schools were contacted to obtain
1,015 participants.

The student-level response rate within participating
schools in the base-year survey was 84 percent for soph-
omores. In the first follow-up survey, this rate was 95
percent.

Base-year survey design weights were adjusted for
school-level nonresponse by appropriately distributing the
design weights of nonparticipating schools to participating
schools within each of 27 strata; then they were adjusted for
student nonresponse by appropriately increasing the weights
of participating students to compensate for students within
the same school who did not participate. First follow-up
survey nonresponse weight adjustments were made based on
school type for base-year survey nonparticipants.

The nonresponse bias for an estimated mean (or propor-
tion) is a product of the nonresponse rate and the magnitude
of the difference in the means (or proportions) between
respondents and nonrespondents. The results of three types
of analysis of the effects of nonresponse are examined in a
report in preparation®. The first analysis employs first fol-
low-up survey School Questionnaire data, which were ob-
tained from over 400 of the 430 eligible nonparticipating
schools, to estimate school nonresponse bias. For most
variables, the differences between the means for all eligible
schools and cooperating schools were found to be less than
one percent.

'Detailed descriptions of the base-year and first follow-up survey sample
designs may ‘be found in Sample Design Report by M. Frankel, L.
Kohnke; D. Buonanno, and R. Tourangeau, National Opinian Research
Center (NORC) (December 1981), and First Follow-up (1982} Sample
Design Report by R. Tourangeau, H. McWilliams, C. Jones, M. Frankel,
and F O’Brien, NORC (in preparation). '

*First Follow-Up (1982) Sample Design Report, by R. Tourangeau, H.
McWilliams, C. Jones, M. Frankel, and F. O'Brien. NORC.



The second analysis employed first follow-up survey stu-

dent data to examine base-year survey student nonresponse

bias. The analysis found that the magnitudes of biases
generally were small and in predictable directions. The
median value of the bias estimates were less than 0.4 per-
centage points.

The third analysis examined first follow-up survey non-
response patterns. Since the first follow-up survey non-
response rate was less than one-half that for the initial
survey, nonresponse biases should be correspondingly
lower, averaging no more than 0.2 percentage points.

Reliability and validity of data. HS&B provides
a rare opportunity to examine the validity and reliability of
student responses to questionnaire items. The opportunity
arises from three unusual aspects of the study. First, data

mates are based on a probability sample of about 30,000
individuals selected from a population of about 3.8 million:
Thus, in addition to nonresponse and other sources of non-
sampling error, the estimates are subject to sampling error
as well.

The standard error of an estimate reflects the degree of
uncertainty in the estimate which is primarily due to sam-
pling variation. Like many national samples, the HS&B
sample, as described earlier, departs from a simple random
sample in three respects: it is stratified, the selection of
students were clustered by school, and certain kinds of
schools and students deliberately were oversampled.

Each of these departures from simple random sampling
has a predictable impact on the standard errors of sample

.estimates. The “root design effect” (deft) reflects the net
impact of these departures on standard errors. The actual

were collected from a subsample of about 6,500 parents.

These data allow assessment of the validity of student re-
sponses to many of the questionnaire items that dealt with

home and family background matters. Second, HS&B in-

cluded about 500 sets of twins. Comparison of the answers
of twins permits evaluation of the reliability of questionnaire
responses dealing with commonly shared factual informa-
tion. Third, high school transcripts were obtained in fall
1982 for about 16,000 of the 1980 sophomore cohort HS&B
participants. The transcript data provide a check on the
accuracy of student questionnaire data on grades and course-
work.

Analysis of parent, twin, and transcript data yielded re-
sults consistent with .those found by other researchers re-
garding similar kinds of information obtained in a similar
manner from high school students and young adults. The
reliability and validity of response vary considerably de-
pending on the nature of the item and the characteristics of
the respondent. Contemporancous, objective, and factually
oriented items are more reliable and valid than subjective,
temporally remote, and ambiguous items; and older, white,
and high-achieving students provide more reliable and valid
responses than do younger, minority group, and low-achiev-
ing students. The results of this analysis will be presented in
an NCES report now being prepared. The results of ‘an
NLS-72 second follow-up survey test-retest reliability study
and a review of the literature on the quality of responses to
NLS-72 (and HS&B) type questions, may be found in
Reliability and Validity of National Longitudinal Study
Measures by A. Conger, J. Conger, and J. Riccobono, 1976,
a report prepared for NCES by the Research Triangle In-
stitute.

standard error is the product of deft times the corresponding
estimate from a simple random sample. The average deft
value for both the base-year and first follow-up surveys is
1.6 for estimates pertaining to the full population and gener-
ally somewhat less for subgroups. The average deft value
for estimates of change between 1980 and 1982 is 1.4 for
the total population, and less for most subgroups.

The standard errors of many of the estimated percentages
presented in this report may be approximated, generally
conservatively, by '

s.e.(p)=1.6 [p(100 - pyn]*,

where n is the sample size (see table B-1). For example, it is

estimated in table 1 (of chapter 1I) that 14 percent of 1980

sophomores had dropped out of school by spring 1982.
The standard error of this estimate is approximately

1.6 [14(100—14)/29,737]'*=0.3 percentage points

NCES, however, has calculated more precise estimates of
standard errors than those approximated by the above pro-
cedure. These estimates, obtained by a procedure called
“balanced repeated replication,” are available from NCES
upon request for every estimate presented in report tables.

In comparing estimated means (or percentages) for two
subgroups, the standard error of the difference was esti-

"mated by taking the square root of the sum of the two

In the future, if present plans succeed, much more accu- -

rate information about student financial aid and postsecond-
ary education matters will be available from data obtained

from official Federal grant and loan files, institution student

financial aid office files, and from student transcripts.

Sampling error. All statistics presented in this report
are weighted estimates of population parameters. The esti-
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squared standard errors. These estimates of standard errors
of differences are somewhat conservative for subgroups .
involving different students from the same schools since
they assume that the covariance of the two estimates is 0.
Actually, the positive correlation between cluster (school)
influences on the two means (or proportions) tends to re-
duce the standard error of the difference.

All differences cited in the test of the report differ from 0
by at least 2 estimated standard errors, unless otherwise
indicated. (Sometimes, differences which do not meet this
criterion are cited because of their congruity with theoretical
expectations. In each such case the lack of statistical signifi-
cance is explicitly noted).
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