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PRESCHOOL TEACHER CANDIDATE’S ATTITUDES AND CONCERNS ABOUT
INCLUSIVE EDUCATION TAKING INTO CONSIDERATION WHETHER THEY
TOOK SPECIAL COURSES OR NOT AT UNIVERSITY
Şeyda İnce
Boğaziçi University
Abstract
This research investiages whether taking special education courses affect the
attitudes of preservice tehachers towards inclusive education positively or not.
Also, concerns of preservice teachers was measured after and before taking
special education courses. This study was done to presechool senior,
sophomore and freshmen students at Boğaziçi University. Results indicate that
the significance difference exists between senior and freshmen, sophomore
preservice teachers. Briefly, preservice teachers show more positive attitudes
towards inclusive education after taking special education courses. However,
there is no significant difference on concerns towards inclusive education
between seniors and sophomore and freshmen interms of taking special
education courses. This study suggests that if special education courses put in
the curriculum of preservice teachers, the preservice teachers will show more
positive attitude towards inclusion.
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Introduction
The notion of inclusive education based on the rights of having a free and appropriate
education in the least restricted environment for each child. Like normal developed children,
handicapped children also need a good educational environment in terms of all development
of them. The disabled children can improve their potential and skills with their peers in the
regular schools. Also, the prejudice of not disabled children can be removed if handicapped
children have a chance for inclusive education. Normal children can have an emphapty for
their disabled friends. So, disabled children can be accepted easier by others in the society and
not disabled peer group. Inclusive education provides adaptation and changes in order to meet
the needs of all children in the regular schools (Foreman, 2001; Loreman & Deppeler, 2001;
Sailor & Skrtic, 1995). According to Bailey and Wolery (1992), if children attend to
preschool education earlier, their skills and progress will be higher. For this reason, the
inclusive education should not be ignored in preschool education too. Thus, this will provide
the socialization and adaptation to the society easier.
Moreover, according to Kırcaali and İftar (1992), when children have special
education services, their growth accelerates, their handicaps start to decrease and it helps to
decrease the social and emotional problems of families. For all these reasons many countries
make legislation to consolidate the place of inclusive education in the educational system.

Preparing preservice teacher for regular classes plays a significant role to remove their
negative attitudes, prejudices and ideas towards inclusive education. The training courses are
important to shape positive attitudes towards inclusion. If teachers show positive attitudes
towards inclusive education, the practices in mainstream classes will be successful for all
students (Hobbs and Westling, 1998; Wilczensi, 1992, 1995). Murphy (1996) stresses that if
teachers graduate from university as having negative attitudes for inclusion, to change these
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attitudes is very difficult. Namely, when a teacher has positive approach to mainstream
education, the handicapped and normal children will feel free, secure and comfortable in this
environment.
The positive attitudes can be prompted through training and shaping positive
experiences with disabled students (Hobbs & Westling, 1998). This study gives data whether
preservice teachers have had any special courses in the university and these courses whether
changed their attitudes from negative to positive towards inclusive education and handicapped
children.
According to Vuran (2005), teachers are generally negative towards inclusive
education and disabled students do not have possitive attitudes by their peers in Turkey. More
than half of the teachers do not want to take disabled children to their classes (Sarı, 2007).
According to Metin and Çakmak (1998), teachers percieve that inclusive means extra work or
load for them.
Day by day the awareness of the importance of inclusive education increases in
Turkey. In 2008 the Turkish Misitry Education published a circular letter about the
suggestions to teachers about the inclusive education for teachers. The Turkish Ministry
Education put their suggestions for the needs of disabed children according to disability types
such as autism, hearing or visual disability in mainstream classes. It also determined what
kinds of materials and tools disabled children should use in minstream classes to make easier
their lives and educational environment.
Literature Review
Inclusive Education
Inclusive education means providing ‘belonging’ (Kunc, 1992), i.e. by restructuring
educational preparation for all children including disabled children in schools to feel the
belongness themselves in the community.
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Also, the mainstream classes are offered as a place for disabled children according to
their needs and circumstances. If inclusive schooling is restructured properly, each school can
accomodate each child without looking at his or her disability.
The principle of Turkish Ministry of National Education (2011) about the inclusive
education and its application based on the requirement of continuity of special education
together disabled children with their normal developed peers in general education classrooms.
This table shows with light blue the number of formal special education school
numbers, with blue (in the middle) special education classrooms and with dark blue the
number of students in inclusive education from the website of Ministry of Education, Special
Education and Guidance Center, Statistics, 2011.

The table shows the number of mainstream classes and the number of children in inclusive
education has continued to increase from 1990 to 2011.
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The Numbers of Students and Classrooms in Special Education Classrooms and
Inclusive Education, 2010-2011
Education Type

Branch and Classroom

Student Numbers

Number
Special Education Classroom

10.073

18.5763

Preschool Inclusive

288

588

Primary Inclusive Education

40.810

84.6374

Secondary Inclusive

4.573

7.775

55.744

111.576

Education

Education
Total

This table was taken from MEB ÖRGM, Statistics, 2011
Early intervention is a significant factor to provide the socialization and adaptation of
children to the society (Cole, Dale, & Mills, 1991). Howeever, for disabled children early
education and preschool education sevices are limited to shape effective inclusion (Kırcaaliİftar 1998).
Avcı and Ersoy (1999), stressed that inclusive education in the preschool period
effects disabled and normal developed children positively and this effect is focused on
learning attitudes and interaction.
According to Artan and Balat (2003), the knowledge, emotions and skills of preschool
teachers towards inclusive education are very significant because of their duty in mainstream
and also the preschool education in the primarily institutions where disabled children can
recieve initial inclusive education.
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Teachers believe that inclusive education is not beneficial because theachers have a lot
of difficulties in practice and this situation makes many things more difficult for them (Uysal,
2003).

Attitudes of Preservice Teachers towards Inclusive Education
There is an arguing issue that the attitudes and beliefs of teachers are very important to
ensure the achievement of inclusive education because the acceptance of the policy of
inclusion of teachers can affect their commitments to implement it (Norwich, 1994).
Teachers’ perceptions can be different in terms of these three dimensions which are physical
and sensory, cognitive and behavioral- emotional.
Forlin (1995) discovered that teachers accepted cognitive disabled children cautiously,
but they accepted physical disabled children easier. Also, Forlin’s findings show that the
severity of disability affects the attitudes of teachers. In the Clough and Lindsoy (1991) study,
many teachers thought that to meet the needs of children with emotional and behavioral
difficulties is the most difficult. Children with learning difficulties follow the first group.
According to Sarı (2007), the attitudes of teachers are affected from such variables like
their age, the type of child’s handicap, the level of the handicap and their knowledge about
inclusion and training courses they had.
Many studies (Vuran, 2005) in Turkey show that teachers have negative attitudes for
mainstream and normally developed peers of disabled children do not have positive attitudes
for handicapped children. Investigations in the education faculties of Turkish universities
there currently are no courses on inclusive education to train preschool teachers (Gözüm and
Yıkmış, 2004).
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According to this research, it can be told, in Turkey, the attitudes of teachers may be
negative becuase a lot of teachers do not have the opportunity to attend the inclusive
education courses.
The Differentiation between Preservice Teachers Who Had Special Education Courses
or Not
When teachers have many contacts with disabled persons, their attitudes and ability to
teach disabled children are influenced (Smith, Price and Marsh 1986). If teachers have a lot of
knowledge about inclusive education and how their learning needs can be discoursed, they
can have less negative attitudes towards mainstream (Shoho, Katims and Wilks 1997).
To have successful inclusion outcomes, teachers must receive adequate preparation
(Bender, Vail & Scott, 1995). Many studies have introduced that there is a relationship
between the positive attitudes of teachers towards inclusive education (Fulk & Hirth, 1994;
Gemmell-Crosby & Hanzlik, 1994). According to Bender et al., (1995) study, there is a
positive correlation between the attitude of teachers and with the number of courses taken in
teaching disabled children.
The experts (Yıkmış, Şahbaz and Peker 1997; Sarı 2007) discovered that if teachers
had information about inclusive education, their attitudes altered from negative to positive for
inclusion.
The aim of this survey research to elucidate the attitudes of preschool preservice
sophomore, freshmen, and senior student teachers towards inclusive education as takinig into
consideration whether they have taken special education courses. There are not many
researches about whether there are any differences in terms of attitudes of preservice
freshmen, sophomore and senior teachers in Turkey. For this reason, this research will give
the answer to this issue that attitude of preschool preservice senior students are more positive

7

INTERNATIONAL JOURNAL OF EARLY CHILDHOOD EDUCATION RESEARCH

Vol.1, No.3, 1-19

	
  

about inclusive education after taking special education courses than preservice sophomores
and freshmen in Boğaziçi University.

Research Questions
Some research questions are mentioned as below when stating the purpose:
•

Is inclusive education important for whole children?

•

What are the attitudes of preservice teachers towards inclusion at Boğaziçi University?

•

Do special education courses affect the attitudes of preservice teachers towards
inclusive education?

•

Is the concern rate of the preservice senior teachers who have taken the special
education courses less than sophomores and freshmen?

In the light of these questions, whether special education courses affect the attitudes of
preservice teachers or not towards to inclusive education, was studied by this research.

Method
Participants
Participants were a purposeful sample of Boğaziçi University (BU) preschool
preservice freshman, sophomore and senior teachers who took and did not take special
education courses and training. Senior preschool preservice students took special education
courses, but preschool preservice sophomores and freshmen have not taken special courses.
There were total 42 preschool preservice teachers, 20 were seniors, 3 were
sophomores and 19 were freshmen in this research.

8

INTERNATIONAL JOURNAL OF EARLY CHILDHOOD EDUCATION RESEARCH

Vol.1, No.3, 1-19

	
  

Instruments
This research is a quantitative resaearch with specific questions that do not have any
open ended questions. There are three parts survey instruments in this research and they were
applied to collect the data.
The first part searched the general demographic information about each participant.
The second part included Concern about Integrated Education Scale (CIES). The third part
included the Attitudes towards Inclusive Education scale (ATIES) (Wilczenski, 1992).
Part 1: Demographic Infromation
Part 2: Concern about Integrated Education Scale (CIES)
This scale was designed by Ummesh Sharma and Ishwar Desai in 2001. This scale has
21 items to measure the concerns of educators.
Each item is related to 4 point, but the item number was increased to 6 point because
of the accordance with ATIES scale for this research. The type of questionnaire is Likert type.
The items were ranked like this: 1 (Not concerned at all), 2 (A little concerned), 3 (Concerned
sometimes), 4 (Concerned many times), 5 (Very concerned), 6 (Extremely concerned). Also,
some questions were gotten out of scale becuse these questions were prepared for
administrators whereas; this research was done for preschool preservice teachers.
Part 3: Attitudes towards Inclusive Education Scale (ATIES)
This scale was designed by Wilczenski in 1992, ATIES has 16 items to measure the
attitudes of participants towards inclusion as looking at these parts: social, physical, academic
and behavioral.
Each item was design as giving 6 point for Likert type scale. The items were ranked
as starting from 1 (Strongly Disagree), 2 (Disagree), 3 (Disagree Somewhat), 4 (Agree
Somewhat), 5 (Agree) to 6 (Strongly Agree) in this scale. If someone has higher score it
means that showing more favorable attitudes. Attitudes towards Inclusive Education Scale
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have been often used by researchers. Adequate reliability and validity was found ( e.g.
pasierb, 1994; Sharma, Ee & Desai, 2003; Wilczenski, 1995). This scale was adapted by
obtaining permission from professor Wilczenski by email.
For all these scales, the permissions were taken by the designers of the scales to use
them in this research to copy or adapt the scales.
Permissions
The permission was taken from Boğaziçi University Prescool Education Department
and the Applied Research Course teacher to apply this questionnaire to seniors, freshmen and
sophomores at Boğaziçi University. The Informed consent form which was given to
preservice teachers is attached to Appendix A.

Data Analysis
The	
   SPSS	
   program	
   was	
   used	
   to	
   analyze	
   the	
   data	
   for	
   inputting,	
   coding	
   and	
   analyzing	
   the	
   data.	
  
The	
  descriptive	
  statistics	
  were	
  used	
  to	
  explain	
  the	
  demographic	
  information	
  (e.g.	
  whether	
  preservice	
  
teacher	
   took	
   special	
   education	
   course	
   or	
   not).	
   The	
   correlation	
   between	
   attitudes	
   and	
   concerns	
   of	
  
preservice	
   teachers	
   according	
   to	
   they	
   took	
   the	
   special	
   education	
   courses	
   or	
   not.	
   The	
   Pearson	
  
Correlation	
  and	
  Independent	
  t	
  test	
  were	
  used	
  for	
  the	
  analysis.	
  

Procedure for Implemeting the Scale
The self-administered questionnaire for the student teachers by researcher was applied
to preservice sophomores, freshmen and seniors at Boğaziçi University during the seventh
week of 2011 first semester. All preschool sophomores, freshmen and seniors were invited to
participate in the study.
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The Content Validity
The research course teacher examined the scale questions. Then it was permitted to
apply the questionnaries to Boğaziçi University presechool preservice freshmen, sophomores
and seniors. When it is looked that to other researches, it can be tell that this scales are
appropriate and have content validity.

The Realibility of the Study
The first scale was developed to measure the concerns of preservice teachers. A test
sample of preschool preservice teachers was asked to evaluate those concerns on likert scales
which has 14 items about inclusive education concern. Initial scale items consisted of 1 (Not
concerned at all), 2 (A little concerned), 3 (Concerned sometimes), 4 (Concerned many
times), 5 (Very concerned), 6 (Extremely concerned). The Cronbach Alpha for these 14 items
was .792. The second scale measures the attitiudes of preservice teacher towards inclusive
education. A test of preschool preservice teachers was asked to evaluate those attitudes on
Likert Scales which has 16 items. The second scale items consisted of 1 (Not concerned at
all), 2 (A little concerned), 3 (Concerned sometimes), 4 (Concerned many times), 5 (Very
concerned), 6 (Extremely concerned). The Cronbach Alpha for these 16 items was . 867. In
two questionnaires there are not any negative items.
Thus, these scale resuts and table below show that concern and attitude tests are
relaible.
Reliability Statistics
Reliability
Cronbach Alpha (item-total,
item remain reliability)
Spearman- Brown (split- half
reliability)
Number of Item

Concern test
0, 792

Attitiude test
0, 867

0, 654

0, 852

14

16
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RESULT
Descriptive Statistics
Gender
There are 4 Male and 38 female in the research (Figure 1). It means that
approximately 10% male and 90% female preservice teachers participated in this research.
(Figure 1)
Sex of Participants
Frequency
4
38
42

Male
Female
Total

Percentage
9,5
90,5
100

Grade of Participants
19 freshman, 3 sophomores and 20 seniors participated in this study (Figure 2). It
means the approximately 48% preservice teachers have not taken special courses yet, 52%
preservice teachers took it. Sophomores and freshmen have not taken the special education
courses in the Boğaziçi University yet. However, seniors took this course.

(Figure 2)
The grade of the Participants
Frequency

Percentage

Freshman

19

45,2

Sophomore

3

7,1

Senior

20

47,6

Total

42

100
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Training Course Rate
In this research 40% of preservice teachers did not have training about special
education. 31% of them had some training for it and 29% of them took training about special
education (Figure 3).
(Figure 3)

Student How much Took Training about Special Education
Frequency

Percentage

None

17

40,5

Some

13

31

High least 40 hrs

12

28,6

Total

42

100

Contact with Disabled Children
In this research about 26% of preservice teachers did not have contact with
disabled children, but 74% of them contacted with them (Figure 4).
(Figure 4)
Contact with Disabled Children
Frequency

Precentage

No

11

26,2

Yes

31

73,8

Total

42

100
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Attitude and Concern Result
The Attititude mean is about 60 and the concern mean is 45 in this research.
Descriptive Statistic
N
Scoreattitude
42
Scoreconcern
42
Valid N
42

Mean
59,88
45,21

DATA ANALYSIS & FINDINGS

Results indicate that the mean student have not taken the special education course
concern score given to score concern source was (M = 45,18, SD = 9,540),
While the mean student took the special education course concern source was (M = 45,25, SD
= 11,652). A one tailed independent groups t test indicated that the difference between these
two means was not significant t (40) = -0,21, p > .05.
These results indicate that the null hypothesis is there between concerns and special
education courses are taken or not.
Results indicate that the mean students have not taken special education course
attitude score given to scoreattitude source was (M = 55,95, SD = 11,150), while the mean
student took the special education course attitude source was (M = 64,20, SD = 13,133). A
one tailed independent groups t test indicated that the differences between these two means
was significant t (40) = -2,200, p<.05. The significance score is 0,034. It means that
0,034<0,05.
These results indicate that there is a significant difference between preservice students
who take the special education course or not. Senior preservice teachers have more positive
attitudes than freshmen ans sophomores.
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Correlatios between Scoreattitude and Scoreconcern
A series of Pearson correlations were calculated in order to determine the association
among the variables. The participants’ attitude scores were not related to their concern scores
r(5) = .189, p >.05. Briefly, there is no statistically significant correlation between the
attitudes and concern of preservice preschool teachers at Boğaziçi University.

Correlation
Scoreconcern
Pearson Correlation

1

Scoreconcern Sig. (2-tailed)

Scoreattitude
,189
,230

N

42

42

Pearson Correlation

,189

1

Scoreattitude Sig. (2-tailed)

,230

DISCUSSION
In data analysis, firstly, it was found that there is a significant difference between
senior preservice teachers who took special education courses and freshmen, sophomore
preservice teachers who did not take special education courses in terms of attitude towards
inclusive education. It can be said that the special education courses affect the ideas of
preschool preservice teachers’ attitudes towards inclusive education. It means that the senior
preservice teachers at Boğaziçi University; after taking special education courses; they have
more positive ideas towards inclusive education. However, sophomores and freshmen have
less positive ideas than seniors about inclusive education.
Also, when looking at the results ( .469 for attitude and .966 for concern scores), it can
be said that having contact with disabled people did not create a significant difference in
15
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terms of attitudes and concerns towards inclusive education. Briefly, this result is parallel with
all articles and other research results about attitudes towards inclusive education. It can be
said that special education courses at universities should be taught as compulsory courses.
However, when the concern results were examined, there was not a significant
difference between senior, sophomore and freshmen preservice teachers in terms of concerns
towards inclusive education. It means that although senior, sophomore and freshmen
preservice teachers take special education course; it does not affect their concern about
inclusive education.
Also, when the results were examined, there was no correlation between the attitudes
and concerns of senior, sophomore and freshmen preservice teachers towards inclusive
education.
If special education courses can be put in curriculum at universities in the future it will
increase the awareness and positive attitudes towards inclusive education. Presevice teachers
will have a lot of information about disabled children and how teachers should behave them
properly, how they manage the classroom if they have a child who needs special education in
the classroom, what they can do for disabled children’s development and building a caring
environment, how they balance the relationship between normal developed and disabled
children and how they can shape an environment where disabled children and normal children
can live peacefully. There are many other reasons to put special education courses at
university as compulsory. Thus, each disabled will have a chance to have more equal
environment and education like non disabled children.

Limitation of the Research
The results could not be compared to learn whether there is a differences towards
inclusive education between senior, sophomore and freshmen preschool preservice teachers in
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terms of gender. Since the number of male participants was just four. Also, this research was
done among just Boğaziçi preschool preservice teachers. Namely, the participant population
was limited. Totally 42 participants participated in this study.

Suggestions for Further Research
•

The male and female number should be equal. Hence, the differences could be
compared between gender.

•

The number of students could be more to look at the attitude and concern differences.

•

The students’ answer could be compare if students from other department attend the
study.

•

Also, other universities could be added to this research in İstanbul to look at the
differences among universities and preservice teachers.

•

The other positive effects of taking special courses on preservice tecahers could be
searched.
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POVERTY IN EARLY CHILDHOOD CARE, DEVELOPMENT AND EDUCATION:
THE NIGERIA’S CASE

Dr. IGE AKINDELE1
Abstract
Early childhood is a unique stage in the life of an individual. Attention needs to be paid to it
because of the pillar it serves for other stages. Education at this stage is crucial for a child being
the foundation stage. Anything that affects the foundation of a building would affect the structure
on it. In Nigeria, Early Childhood Education is ravaged by poverty. This paper is an examination
of how poverty, in terms of inadequate and weak infrastructural facilities; limited access to
school; inadequate and low quality teachers; lack of/inadequate policy thrust; and inadequate
fund are plaguing Early Childhood Education in Nigeria. The paper suggests ways out of the
poverty such as: the formulation of policies on Early Childhood Education and their
implementation; adequate funding by government and private sector; provision of infrastructural
facilities in the crèche, kindergarten, and nursery schools; increased enrolment in Early
Childhood education; as well as orientation and re-orientation of parents/guardians towards
enrolling their children for such education.
Key Words: Poverty, Childhood, Early Childhood, Early Childhood Care, Development,
Education, Nigeria
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Introduction
Five out of the eight Millennium Development Goals (MDGs) centre on health, nutrition
and education of a child. Childhood stage is the foundation for inculcation of the social values,
personal habits which are known to last a lifetime. Early childhood is a critical period for
developing the brain to be able to handle information, express emotions normally and be
proficient in language. If early years are thus not supported by or embedded in a stimulating and
enriching physical and psycho-social environment, the chances of a child’s brain developing to
full potential is low. At this stage, a child’s health, intellect, personality, character, emotional
stability, among others, is moulded. A child development is thus a continuous and cumulative
process so that what proceeds influences what follows. What follows logically is the crucial
importance of investing in early years to ensure an enabling environment for every child, and
sound foundation for life which is not only the right of every child but which will impact in the
long term, the quality of human capital available to a country.
Conceptual Framework
A child is a human being of between birth and puberty as well as a son/daughter of
human parents. Whatever he/she experiences between birth and puberty constitutes his/her
childhood. Childhood can also be described as the ‘earliest years of a person’s life’. Put concisely,
there are three stages of childhood: early childhood (birth to about 5 years), mid childhood (6 to
about 11 years) and late childhood (12 to about 18 years). Childhood education denotes the
‘education in the earliest years of one’s life’. It is the education which is provided for a person

during his/her early years (i.e. period from birth to the period prior to becoming adolescent) and
also provided for a child prior to entering primary school as well as offered to children of preprimary school age, both formal and non formal.
21	
  
	
  
	
  

INTERNATIONAL JOURNAL OF EARLY CHILDHOOD EDUCATION RESEARCH

Vol.1, No.3, 20-36	
  

According to the National Policy on Education, Early Childhood Education is
provided in educational institution to children prior to their entering the primary school.
(Federal Republic of Nigeria, 2004, p.6). Ibiam and Ugwu (2009) consider it as the education
that is designed to develop the habits, attitudes and skills needed for primary education.
According to Asaya, Ehigie and Igbinoghene (2006), it is provided in educational institution, to
children aged 2 to 5 years plus, prior to entering primary school, in crèche, kindergarten, and
nursery schools. The Crèche provides care and support services for tender children while their
parents or guardians are at work or busy with other tasks while Nursery is a pre-kindergarten
school for children between the ages of three and five.

Rationale for Early Childhood Education
A number of factors make it imperative for early childhood education to be given priority
in the educational system of any country. Studies have shown that early childhood education has
significant impact on the academic performance of pupils (Barnard 2001; Miedel and Reynolds
1999). Early childhood education has been observed to impact and influence pupils’ performance
in spoken and written English, Mathematics, Integrated Science, Social Studies etc, as shown in
the Continuous Assessment records. This study also revealed that there is a significant difference
between pupils with pre-primary education and those without it in social skills. This finding is in
consistent with that of Anderson (2002) who said that when children are exposed to early
education, they will develop superior communication skills necessary physical ability, social
unity needed in adult life and an increased cognitive and effective educational balance. Finally,
the study observed that there is a significant difference between pupils who had pre-primary
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education and those without in motor skills. The result indicated that the pupils with pre-primary
education had greater tendency to perform better in motor skills. For example, study revealed
that there is a significant difference between pupils who had pre-primary education and those
without it in terms of academic performances-cognitive ability, social skills and motor skills
(Osakwe, 2009). The performance of primary 4 children on the learning achievement tests also
shows an established fact that children, who enter primary school with ECCE experience, are
better prepared than those who do not and actually do better at school. Anderson (2002) is also of
the opinion that when children are exposed to early childhood education, they develop superior
communication skills, necessary physical ability and social unity needed in adult life and an
increased cognitive and effective educational balance. Miedel and Reynolds (1999) are of the
opinion that when families are involved in their children’s early education, children experience
greater success once they enter primary school and even in later life.
Purposes of Early Childhood Education in Nigeria’s Context
In Nigeria, pre-primary is expected to:
-

effect a smooth transition from home to school;

-

prepare a child for primary education;

-

provide adequate care and supervision for children while their parents are at work (i.e. in
farms, markets, offices etc);

-

inculcate social norms; inculcate in a child, the spirit of enquiry and creativity through
exploration of nature, environment, art, music and playing with toys, etc;
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-

develop a sense of co-operation and team spirit;

-

learn good habits especially good health habits; and

-

teach the rudiments of numbers, letters, colours, shapes, forms, etc, through play.

Poverty and Indicators in Early Childhood Education in Nigeria
The word ‘poverty’ means different things to different people. A school of thought views
it in terms of material things and income level. Another believes that it entails the provision of
security, freedom, self-esteem, and general well-being for an individual. United Nations Human
Development Report (1997), cited in Alatise (2007) defines it as the denial of opportunities and
choice most basic to human development. Poverty does not really entails wearing tattered
clothes, living in wretched building/apartment, being dirty in appearance, lacking sanitation and
ventilation but include dehumanization, degradation, permanent insecurity, and instability in all
forms of essential family-community relationships. An individual that is affected by poverty
lacks basic needs such as water, good food, health care, education, clothing, shelter, and others
which determines the quality of life. Such individual thus lives low quality life and is bound to
show physical, emotional, and psychological symptoms which can be observed by an observer.
In Nigeria, there are many indicators of poverty in Early Childhood Education such as:
Limited Access to Schools: In spite of the fact that Government is making efforts to ensure that
the goals of Education for All, Universal Basic Education and the Millennium Development are
achieved in the country, to put the foot of the country on the path of greatness, access to early
childhood education remains low. According to Ige (2011), only small proportion of children
aged 0 to 2 years and 2 to 5 years are attending crèche and nursery schools respectively. Adikwu
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(2009) also reported that the expected enrolment in Early Childhood Care, Development and
Education in Nigeria was 22 million but the actual enrolment was 2.02 million which indicates a
shortfall of 19.98 million. Data in Table 1 further show the enrolment in early childhood
education in Nigeria within the period 2007 to 2010.

Table 1: Number and Enrolment in ECCDE in Nigeria: 2007-2010

Year

No. of Schools

Total

15,535

Male Enrolment Female
Enrolment
659,229
677,871

2007
2008

18,193

813,461

768,566

1,582,027

2009

20,698

766,710

744,264

1,510,974

1,337,100

2010
23,249
933,550
892,307
1,825,857
Source: Universal Basic Education Commission (2010), in Federal Ministry of Education (2011).
The State of Education in Nigeria beyond Access
As indicated in Table 1, there were 15,535 ECCDE schools as at 2007 with enrollment of
1, 337, 100, which increased to 18,193 and 1,582,027 respectively in 2008. In 2009, the number
of schools was 20,698 while enrolment had increased to 1,510,974 and 1,825,857 in 2010.
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Gender disparity in enrollment in pre-primary education during the 3 year period could also be
noticed in the table. Osakue (2011) also reported that children aged between 2 and 5 years who
supposed to be in school are about sixteen (16) million but only 1 million are in school,
representing 6.25%. Studies (Education Sector Analysis, 2006) show that 79% of pre-school
centres in Nigeria were urban based with only 20.2% located in the rural areas. The prevalence
of ECCDE centres in the urban areas is contingent on the fact that more workers (civil servants
and businessmen/women) who can afford its cost abound in these areas. This is also coupled
with the fact that there are opportunities to make money for the payment of fees in the urban
areas unlike in the rural areas. In view of this, access to ECCDE in the rural areas has not been
significant. It can be also being observed in the urban areas that many parents are skeptical about
enrolling their children in early childhood education because of its cost. Many consider it not
necessary and waste of time and money. A lot of children of early childhood education age in the
rural and urban areas in Nigeria are thus not having access to such education.
Shortage of Qualified Teachers: Many authors (Onu; Obiozor and Agbo: 2010; Ibukun, 2009)
had reiterated the role which teacher plays in educational system. They are so important in early
childhood education because of the role they play in ensuring the provision of quality education
for the clients. Unfortunately, early childhood education has not been having it smooth in Nigeria
when it comes to the issue of teacher that will train the children. Over the years, dearth of
qualified teachers characterized it in Nigeria. Ige (2011) observed and reported that most crèche
in Nigeria are managed by old and illiterate women who lack the pedagogy of teaching and skill
to handle children. In most of the kindergarten and nursery schools also, teachers with low
qualifications such as Senior School Certificate (SSCE), Ordinary Diploma (OND) abound
contrary to the recommended minimum standard for teaching (i.e. Nigerian Certificate in
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Education). These days, many secondary school leavers without the teaching skill, are fond of
patronizing the private nursery and primary schools for jobs prior to the time they would gain
admission to tertiary institution. Most teachers are untrained and lack knowledge about the
methodology of working with young children. The rate of turnover of teachers is thus extremely
high in the preprimary schools in Nigeria.
Shortage of and Decay Infrastructural Facilities: Another issue of concern in Early Childhood
provision in Nigeria is inadequate and weak infrastructural facilities in the crèche, kindergarten,
and nursery schools. It needs not be overemphasized that classroom, library, laboratory,
workshop, and equipment are germane in education provision. Unfortunately, educational system
in Nigeria is characterized by inadequacy of these infrastructural facilities (Wasagu 2006;
Federal Ministry of Education 2007). The case of early child care and pre-primary schools leaves
much to be desired even though researches indicating that the physical environment of
preschools has an important influence on the education and development of children abound in
literature (Inan, 2009). In many of the early childhood education centres in Nigeria, the
physical/learning environment is poorly designed, without ample space, furniture, toys,
wholesome pictures and other materials which a child needs for stimulation, exploration, and
simulation (Osakue, 2011). Many crèche, kindergarten, and nursery schools in Nigeria are also
plagued by inadequate classrooms relative to the population of children. Ejeh (2006) cited in
Onu, Obiozor and Agbo; 2010 reported that the nursery schools in Nigeria operate on
university campuses, schools’ premises, premises of industrial and business organizations,
church premises, town halls, and residential buildings. Many children are usually huddled in a
classroom, giving them neither the opportunity to move within the classroom nor any chance for
social interaction with others while the teacher is unable to give individual attention to each child
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(Osakue, 2011). Quite unfortunate is the fact that many nursery and primary schools operate in
rented buildings (which are designed for residential living), dilapidated, uncompleted, and
abandoned buildings. Due to cost consideration, many public and private crèche, kindergarten
and nursery schools lack toys and other play/recreational facilities which are essential for
keeping children engaged and developing their psychomotor skill at this level.
Inadequate Funding of Early Childhood Education: While it cannot be disputed that a lot of
fund is needed to administer early childhood education, particularly in establishing schools, pay
the teachers, as well as meeting the incidental day to day costs, the case of early childhood
education in Nigeria can be likened to a beggar that has to feed from the crumbs/leftovers of the
rich/wealthy individuals to survive. Over the years, there has not been adequate provision for
early childhood education in the annual budget of Nigeria. Only the primary, secondary, and
tertiary levels of the system have been enjoying Government’s funding. Better attention to early
childhood education was noticed when the Universal Basic Education was inaugurated in 1999
where it forms one of its components. The Universal Basic Education (UBE) 2004 Act however
provides for the utilization of 2% of the Consolidated Revenue Fund (CRF) for basic education
delivery. 70% of this grant is however reserved for the implementation of states’ level projects
while 5% of the 70% of the UBE matching grant is reserved for early childhood education. The
poor funding of early childhood education by government has thus given room for the private
sector to take over the level of education from government. Since he that pays the piper, dictates
the tune, the private sector has dominated everything which has constituted problem for
government, particularly how to checkmate their influence in the sector.
Varying Textbooks: The importance of textbooks and instructional materials in the teachinglearning process cannot be overemphasized (Ajayi 2007). Pupils/students need to read further to
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understand the difficult concepts in lesson. Textbooks also assist teachers in achieving lesson’s
objectives. In Nigeria, textbooks being used by private and public ECCDE centres are inadequate
for children and also vary. Most parents of children in private schools expect government to
provide everything for their children. In most states, list of recommended textbooks are usually
given to primary and secondary schools at the beginning of a term or session but early childhood
education is often neglected. This gives room for authors to produce different textbooks for sale
to schools. Such textbooks however vary across states and schools. In some states, textbooks are
being recommended by Association of Private Schools’ Proprietors that dictates the policies at
this level in view of the fact that almost 80% of crèche, kindergarten and nursery schools in
Nigeria are owned by private individuals.
Lack of/Inadequate Policy Thrust: Policies are meant to guide a system. Over the years,
policies to guide the administration of education system have been formulated and implemented
in Nigeria. While other education levels such as primary, secondary, and tertiary are enjoying
policies, the story is different in the case of early childhood education. Even though the National
Policy on Education indicates that government will play supervisory, funding, and regulatory
roles for early childhood education, few governments run preschool centres in Nigeria while
those owned by private individuals are not closely monitored or supervised by government
agency. In fact, there is no organized government regulatory body charged with this
responsibility unlike the case of primary education which the National Primary Education
Commission (NPEC) supervises at the national level and the State Primary Education Board
(SPEB) supervises at the state and local government levels. Early childhood education has thus
become an ‘all comers’ affair in Nigeria which is a metaphoric ill wind that blows no one any
good. The major policy on early childhood education in Nigeria came into force in 2007 and
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brought about the integration of Early Childhood Education (ECCDE) as part of the Universal
Basic Education (UBE) scheme (FME, 2007) thus making it a rights based, holistic, and inter
sectoral programme covering education, health, food and nutrition (Federal Ministry of
Education, 2008). Prior to this time, ECCDE was an all comers, private ventures with little
concern about the access to it, quality and operations.
The Way Out
It is not a gainsaying that early childhood is a very important stage in the life of an
individual. As such, education that is provided at this stage needs to be given priority in view of
its impact on the other education levels. The impact of poverty on the provision of early
childhood education cannot be over emphasised. The level of education has unfortunately been
ravaged by poverty. In view of the effect of this poverty on the provision of early childhood
education in the country, it becomes imperative for it to be tacked by government and other
stakeholders in education.
Adequate Funding of Early Childhood Education: As applicable to other education levels,
government should provide substantial fund for early childhood education in the annual budget.
Early childhood education should be encouraged by the government by providing pre-primary
educational facilities (class-rooms, instructional materials, and equipments) needed for the
success of the programme. Private providers of early childhood education should ensure that they
operate in decent environment. It thus becomes imperative that minimum standard in the
provision of infrastructural facilities should be followed. Parents should also be involved in their
children’s early education experience by providing the necessary materials.
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Recruitment of more Teachers for ECCDE Centres: Both government and private preprimary schools’ proprietors should ensure that adequate and quality teachers are recruited for
the teaching of children in the early childhood schools in Nigeria. The minimum teaching
qualification (NCE) should be adhered to while recruiting teachers for the schools. It is however
imperative for teachers that are available in the schools to be given regular training through
seminars and workshop so that they can be properly developed which can go a long way in
improving their effectiveness in the schools and improve the quality of education they provide
for the children in those schools.
Need for Training of Teachers in Early Childhood Education: Teachers/Caregivers who are
working in Day Care Centers/Nursery Schools in Nigeria without any training/qualification
in Early Childhood Education should be made to acquire proficiency training through inservice programme. Regular workshop, seminars and conferences on Early Childhood
Education should be organized for teachers/Caregivers in Nigeria to keep them abreast of
current innovations and best practices in the field.
Orientation of the citizens towards enrolling their Children in ECCDE Centres: In view of
the limited access to early childhood education in Nigeria, government should initiate advocacy
programme that would sensitise the parents/guardians so that they can show more interest in
early childhood education. There should be proper enlightenment campaign on the importance of
early childhood education.
Need for Policies on Early Childhood Education: Government that serves as the regulatory
organ for education in the country needs to make the provision of early childhood education
compulsory for every child prior to entering primary school in Nigeria. Although, it has just been
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made a policy, there is need for government to work towards the implementation of this policy.
In this regard, the existing public primary schools in Nigeria should be mandated to inculcate pre
primary section in the schools. This thus implies that additional infrastructural facilties should be
provided by government so as to cater for the increase in enrolment that will follow the
implementation of such policy.
Support by Private Sector: Private sector and non-governmental organization should also
support government in the provision of such education. This can be achieved through the
provision of cash, facilities and donation of infrastructures to early childhood schools.
Adequate Monitoring of ECCDE Centres: Government agency in charge of monitoring and
approval of schools should organize regular monitoring of the schools so as to know the situation
report. They should also be morally upright while discharging their duties. They should thus
shun financial and kind gratification in the course of monitoring and approval of schools.
Adequate supervision of Daycare Centre/Nursery Schools by the Ministries of Education to
ensure that providers keep to the required minimum standards.
Support by Educational Planners: Educational Planners should provide adequate programmes,
policies and curriculum for early childhood education.
Proper focus on Early Childhood Education: Government should infuse a programme of
Early Childhood Care Education into the curriculum of Teacher Education at the NCE
level, since the minimum teaching qualification is Nigeria Certificate in Education. All the
Colleges of Education, and other NCE awarding institutions should introduce a
programme on Early Childhood Education.
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Summary and Conclusion
Over the years, Nigeria has been ravaged by poverty menace which has been having
serious effect on the educational system. Early childhood education has also been having its
share of the education poverty. Presently, acute shortage of infrastructural facilities, teachers,
fund, policies, and curriculum, characterized early childhood education in Nigeria. As the
country is making efforts towards achieving Universal Basic Education, Millennium
Development as well as the Education for All goals, it becomes imperative for this poverty to be
eradicated in early childhood education so that the country can achieve enviable feat in education
and these goals.
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TARİHTEN GÜNÜMÜZE ÇOCUK HAKLARI
* Doç. Dr. Abdullah Demir
Eski çağlarda çocuk hakkı kavramına rastlamak mümkün değildir. Kadim toplumlarda
çocuklar üzerinde babalarının sınırsız hakimiyeti vardır. Babalar bu hakimiyeti
kullanarak çocuklarını satabiliyor, döğüp sakatlıyabiliyor, kurban edebiliyor ve başka
şekillerde öldürebiliyordu. 1
SÜMERLER
Sümerlerde çocuklar üzerinde öncelikle babanın velayet hakkı vardı. Ancak bu velayet
hakkı Romalılarda olduğu gibi çok katı değildi. Çocukların baba ve annelerine saygı ve
itaati, baba ve annenin çocuklarına şefkat ve sevgisi esas olarak kabul edilmişti. Baba
veya erkek kardeş yoksa çocuklar üzerinde anne velayet hakkına sahip oluyordu.2
Sümerlerde kural olarak kız çocuklarının miras hakkı yoktu. Miras erkek çocuklar
arasında eşit olarak paylaştırılırdı. Kız çocuklarına evlenirken şeriktu adı altında çeyiz
verilmekte ve bu çeyiz mirastan alacağı paya karşılık sayılmaktaydı. Ancak evlenmemiş
kız çocukları erkek kardeşleri ile birlikte mirastan eşit olarak pay almaktaydı. 3
Gayrımeşru çocuklar ve odalık olarak alınan kadından doğan çocuklar baba veya dedeleri
tarafından tanındıkları takdirde meşru çocuklar gibi mirastan pay alabiliyorlardı.4
Sümer hukuku çocuklara kendilerine gelecekte düşecek mirası hayatta olan babalarından
istemek hakkını da tanımıştı. Mesela babaları hayattayken bağımsız bir ev kurmak
isteyen çocuklar, babalarının ölümü halinde kendilerinin miras paylarını henüz daha
hayatta olan babalarından isteyebilirler ve bunlar babalarının ölümünden sonra ayrıca
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terekeden bir hisse alamazlardı5. Sümerlerde çocuk çalmak ve çalana yataklık etme ölüm
cezasını gerektirmekteydi.
BABİL
Babil’de anne-babanın çocuklar üzerindeki velayet hakkı ve mirasçılığı Sümerlere benzer
şekilde düzenlenmişti. Yani çocuklar üzerinde baba, anne ve abinin velayet hakkı
bulunmaktaydı. Babilde çocukların baba ve annelerine saygı göstermeleri zorunlu
kılınmıştı. Buna aykırı hareket eden, mesela baba ve annesine karşı ağır kabahat işleyen
çocuklar hakimin kararıyla baba ve anneleri tarafından reddedilebilir, evden
kovulabilirdi. Babil’de çocukların babalarına karşı işledikleri suçlar çok ağır cezalarla
cezalandırılmıştı. Mesela, Babil hükümdarı Hammurabi’nin hazırlamış olduğu kanunlara
göre babasını döven bir çocuk eli kesilmek suretiyle cezalandırılırdı.
ESKİ ÇİN
Ailede çocuklar anne-babalarına sevgi ve saygı göstermek zorundaydı. Çocuklar hangi
yaşta olursa olsun özellikle babasına saygı göstermek ve atalarına ibadet etmekle
yükümlüydü 6 . Bu yükümlülüğü yerine getirmeyenler cezalandırılırdı. Mesela ana
babasını aşağılayan çocuklar ölümle cezalandırılırdı. Babasını kasten öldüren bir evlat
işkence yapılarak öldürülürdü.7
Baba öldüğünde, çocuk babasını gömmek, mezarını yaptırmak, muhafazasını sağlamak
ve üç sene yas tutmak zorunda idi. Aynı durum annenin ölümü halinde de sözkonusu idi.
Aile içinde velayet hakkı, sınırsız bir otoriteye sahip olan babaya verilmişti. Babanın
ölümüyle bu hak ailenin en büyük erkek çocuğuna geçerdi. Çocuklar ancak resmi bir
memuriyet vazifesi almakla babasının vesayetinden çıkarlardı. Çocuklar 8 yaşına kadar
serbest bırakılır, bundan sonra kız ve erkekler ayrılarak ahlaki ölçülere göre
yetiştirilirlerdi. Ailede tüm otoriteye sahip olan baba, çocuklarını satabilirdi. Bunun için
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Okandan, 112.
Batır, Fseobşaya İstoriya Gasudartva i Prava (Umumi Devlet ve Hukuk Tarihi), Moskova,
Bılina Yayınları, 2000, s. 59.
7
Kozak, s. 529 vd.
6
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çocuğun rızası aranırdı. Eğer aile fakirlik içinde yaşıyorsa satarken çocuğun rızası
sorulmazdı.8
ESKİ HİNT
Çocuklara doğumlarından on iki gün sonra iki isim verilir ve bu isimlerden biri kullanılır
ve diğeri de gizli tutulurdu. Çocuklara, sekizle on iki yaş arasında vedalar öğretilir ve
onların yetişmelerine büyük bir özen gösterilirdi. Ailede, baba, çocukları üzerinde velayet
hakkına sahipdi. Yalnız, Brahmanlarda, babanın erkek çocukları üzerindeki velayet
hakkı, bu çocukların dini bir görev ifa etmeleri halinde sona ererdi.9
Apastamba Mecellesine göre, bir babanın çocuğunu hediye etmesi veya başkasının
çocuğunu hediye olarak kabul etmesi, çocuğunu satması veya başkasına ait bir çocuğu
satın alabilmesi yasaklanmıştı.10
Eski Hint’te kız çocuklarına mirastan pay verilmezdi. Miras, ölenin erkek çocuklarına
intikal ederdi. Eğer erkek çocuk birden fazlaysa tereke bunlar arasında eşit şekilde
paylaştırılır, ancak en büyük erkek çocuğa daha fazla pay verilirdi. Erkek çocuklardan
akli ve bedeni arızası olanlar mirasçı olamazlardı11. Bu gibi çocuklara diğer mirasçılar
bakarlardı12.
Eski Hint’te yukarı kasttan bir kadının aşağı kasttan bir erkekle gayrımeşru ilişkisinden
doğan çocuklar kast dışına çıkarılardı. Bunlar paryalar sınıfına dahil olurlardı. Paryalar
hiç bir kasta mensup olmayan, köy ve kasabaların dışında yaşayan en aşağı seviyedeki
insan gurubuydu.13
YAHUDİ HUKUKU
Yahudilikte aile toplumun ve devletin önemli bir kurumu olarak görülmüş, çocuk bu
önemli kurum içerisinde değerlendirilmiştir. Çocuk üzerinde babanın hakimiyeti vardır.
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Kozak, s. 529 vd.

9	
  Arsal,	
  s.	
  49.	
  
10

Arsal, s. 49 vd; Kozak, s. 421 vd.
Arsal, s. 53.
12
Okandan, s. 62; Mahmud Esad Seydişehri, Tarih-i İlm-i Hukuk, İstanbul 1331, s. 140 vd.
13	
  Arsal,	
  s.	
  44-‐45.	
  
11
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Çocuklar baba ve annelerine itaat etmek zorundadır. İtaat etmeyen çocuklar dayak cezası
ile cezalandırılabilir. Yapılan uyarılara rağmen kendini düzeltmeyen serseri, açgözlü,
sarhoş çocuklar hakimler tarafından haklarında bir karar verildikten sonra taşlanarak
öldürülürler. Baba ve annesini döğen, onlara hakaret eden çocuklar ölüm cezasına
çarptırılır14.
İRAN HUKUKU
İran hukukuna göre ailenin başında koca yer alıyordu. Kadın ve çocukların babalarına
karşı mutlak itaat görevleri vardı. Babasına itaat etmeyen çocuk kısmen mirastan mahrum
edilirdi. Bu çocukların miras haklarının bir kısmı annelerine geçerdi. İran hukuku, aile
müessesesinde kocaya mutlak bir otorite tanımakla beraber kadına da şerefli bir mevki
vermişti. Çocukların yetiştirilmeleri annenin göreviydi. Her çocuk yedi yaşına kadar
annesinin nezaretinde kalır, onun tarafından yetiştirilirdi. Annenin ölümü halinde, bu
bakım ve yetiştirme görevi halaya veya ablaya ait olurdu. Hatta kız çocuklarının
annelerinin kontrolü altında bulunmaları ve onun tarafından yetiştirilmeleri hususunda bir
yaş sınırı yoktu. Bunlar evlenecekleri zamana kadar annelerinin kontrolü altında kalırlar
ve evlenme çağına geldikleri zaman da babaları tarafından evlendirilirlerdi15.
ESKİ YUNAN
Eski Yunan’da her şey sitenin güvenliği içindi. Aile ve çocukların durumu sitenin
güvenliğine göre düzenleniyordu.16 Ailenin şefi olan koca yine geniş yetkilere sahip
bulunmaktaydı. Aile efradının efendisi olan baba, karısı ve çocukları üzerinde mutlak ve
sınırsız bir otoriteye sahipti. Aile fertlerinin her türlü hak ve hürriyetleri babanın
otoritesine tabi idi.17
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Okandan, s. 179.
Okandan, s. 218.
16
V. V. Lazareva, Obşaya Teoriya Gasudartsva i Prava (Genel Devlet ve Hukuk Teorisi),
Moskova, Yurist Yayınları, 1997, s. 60-61.
17
Mehmet Akad- Bihterin Vural Dinçkol, Genel Kamu Hukuku, İstanbul: Der yayınları,
2004, s.15.
15
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Yunan sitelerinde çocuklar mutlak surette babalarına tabi olmak zorundaydı. Baba
çocuklarını istediği gibi cezalandırmak ve hatta onları satmak hakkına sahipti. Yalnız
babanın çocukları üzerindeki bu mutlak otoritesini sınırlama gayesiyle bazı sitelerde
önemli düzenlemeler de yapılmıştı. Mesela, Atina Sitesinde Solon hazırladığı kanunlarla
bu mutlak otoriteye bazı sınırlamalar getirmişti. Her şeyden önce on sekiz yaşına varan
çocuklar reşit sayılmış, babanın çocuklarını öldürme ve onları satma hakkı kaldırılmıştı.
Bazı hallerde çocuklara babalarının işlerine müdahale hakkı tanınmıştı. Mesela, Solon’un
koyduğu hükümlere göre bir kişinin meşru çocuğu müsrif babasının israfına engel olmak
için onun işlerine müdahale edebilirdi. Yalnız Atina Sitesinde girişilen bu sınırlı
teşebbüslere rağmen bu Sitede bile babanın çocukları üzerindeki otoritesi, çocuklarını
terbiye ve cezalandırma hakkı korunmuştu. Mesela, bir baba iğfal olunan kızını esir
olarak satabilir, oğlunun artık kendi otoritesi altında bulunmadığını ve onu mirasından
mahrum ettiğini ilan ettirebilir ve hatta aile meclisinin rızasıyla çocuğunu red edebilirdi18.
ISPARTA SİTESİ
Yunan sitelerinden Isparta’da insanlar devletin ve toplumun menfaati için feda
edilebilirdi. Bir bebek dünyaya geldiğinde bir heyet onu muayene eder ve yaşama
kabiliyetine sahip olarak gördüğü gürbüz bebeklerin yaşamasına izin verirdi. Buna
karşılık yaşama kabiliyetinden mahrum olarak gördüğü hastalıklı, cılız ve özürlü
çocukların öldürülmesine karar verirdi. Ölümüne karar verilen çocuklar Tayget dağından
uçuruma atılarak idam edilirdi.19
Isparta’da bekarlık suç kabul edilirdi. Geç evlenenler cezalandırılırdı. Evlenme yaşı
erkeklerde 30, kadınlarda 20 idi. Evlenmek tıpkı askerlik gibi devlet göreviydi. Evliliğin
gayesi devlete vatandaş yetiştirmekti. Bizim anladığımız manada bir aile hayatı söz
konusu değildi. Isparta’da kadınlar alabildiğine serbest idi. Kocanın karısı üzerinde
velayet hakkı yoktu. Çocuklar aileye değil, devlete aitti. Baba, doğar doğmaz çocuğunu
mahalle meclisine götürür, meclis çocuğun sağlıklı olduğuna karar verirse ailesine teslim
ederdi. Çocuk sağlıklı değilse uçurumdan aşağı atılarak zalimce öldürülürdü. Çocuk yedi
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Batır, s. 70-71.
Arsal, s. 161.
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yaşına kadar ailesinde kalabilirdi. Yedi yaşını tamamlayan çocuklar aileden alınır,
vatandaş ve asker yetiştiren devlet kurumlarına teslim edilirdi.20
Aile kurumunda babanın aile efradı üzerinde sahip bulunduğu mutlak otorite, kendisinin
fonksiyonlarını ifa edemeyecek derecede ihtiyarlaması veya ölümü halinde onun en
büyük erkek çocuğuna devrederdi. Bu gibi hallerde ailesinin sevk ve idaresini en büyük
erkek çocuk tarafından yerine getirilirdi.21.
ROMA İMPARATORLUĞU
Roma’da çocuklar üzerinde babanın (pater familias) sınırsız hakimiyeti vardı. Aile
babasının çocuğu öldürme (ius vitae et necis), sokağa bırakma, başkalarına satma (ius
vendendi) ve boşama yetkileri vardı. Pater familias suç işleyen çocuğu yargılayıp
cezalandırabiliyor, dilerse öldürebiliyordu. Babanın çocuk üzerindeki sınırsız hakimiyeti
çocuğun belirli bir yaşa ulaşması ile sona ermiyor, ancak babanın ölmesi ya da
emancipatio’su ile bitiyordu. Emancipatio işlemi babanın çocuğu üç kez üst üste satma
hakkını kullanması sonunda çocuğun kendi başına buyruk (sui iuris) olması anlamına
geliyordu. Roma’da evlilik dışı çocukların durumu daha da kötüydü. Babası evlilik dışı
çocuğu tanımayabiliyor ve aile içine almayabiliyordu. Roma’da cumhuriyet dönemine
gelindiğinde babanın sınırsız hakimiyeti belirli şartlarla kayıt altına alındı.22 Cumhuriyet
döneminin sonlarında magistralar aile babalarının hakimiyet haklarını kötüye
kullanmalarına engel olmak üzere bazı tedbirler almışlar ve çocuklara verilecek cezaları
sınırlandırmışlardı.23
CERMEN HUKUKU
Cermen hukukunda çocuğun durumu Roma hukukundakine oldukça benzemektedir.
Cermen hukukunda da çocuk üzerinde babanın sınırsız sayılabilecek hakimiyeti vardı.
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Arsal, s. 172.
Okandan, s. 277-278.
22	
  Şahin	
  Akıncı,	
  Roma	
  Hukuku	
  Dersleri,	
  Konya	
  2011,	
  s.	
  181	
  vd.	
  
23	
  Çelik,	
  parg.	
  33-‐35.	
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Buna munt adı verilmekteydi. Munt denilen bu hakimiyete göre baba çocuğu
satabilmekte, köle olarak verebilmekte ve ölüm ile cezalandırabilmekteydi. Ancak
Cermen hukukunda yeni doğan çocuğun babası tarafından öldürülmesi hakkı yoktu.
Cermen hukukunda evlilik dışı çocukların tanınması kabul edilmiş ve bu çocuklar evlilik
içi çocuklarla eşit duruma getirilmişti. Ancak daha sonraları kilisenin etkisiyle evlilik dışı
çocukların hakları oldukça zayıflamıştı.24
TÜRKLERDE ÇOCUK HAKLARI
İslamiyet öncesi dönemde Türklerde çocuklar çekirdek aile diyebileceğimiz anne, baba
ve çocuklardan oluşan bir yapı içerisinde yaşıyorlardı. Türklerde ataerkil bir aile vardı,
ancak eski Roma’da olduğu gibi babanın hakimiyeti sınırsız değildi. Evde babadan sonra
annenin de sözü geçerdi. Özellikle babanın ölümünden sonra evde annenin sözü
dinlenirdi. 25 Çocukların anne-babaya saygı göstermeleri beklenirdi. Erkek çocuklara
kahramanlık gösterdikten sonra ve o kahramanlığa göre isim verilmesi adeti vardı.
Evlenen kız ve erkek çocuklar baba ocağından ayrılır ve kendisine düşen miras payını
alarak ayrı bir aile kurardı. En küçük oğul (odoğul) baba evinde kalır ve babası ölünce
bütün mallar ona kalırdı. Buna karşılık küçük oğul anne-babasına, evlenmemiş veya dul
kızkardeşlerine bakar, evlenecek olan kızkardeşlerine çeyiz hazırlardı.26 Bütün çocukların
mirasçılık hakkı vardı, ancak babaları hayatta iken payını alıp ayrı ev kuran erkek
çocuklar ve evlenirken çeyiz olarak miras payını alan kızlar mirasçı olamazlardı.27
İSLAM HUKUKUNDA ÇOCUK HAKLARI
İslamiyet öncesi Araplarda çocuklar babaları tarafından satılabiliyor ve öldürülebiliyordu.
İslamiyetle birlikte çocuk üzerinde babanın sınırsız hakimiyeti sona erdi. İlk olarak çocuk
hakları kavramı kullanılmaya başlandı. Satılan, köleleştirilen, ağır şekilde cezalandırılan,
öldürülen çocuklara günümüz hukuk sistemlerine benzer haklar tanınmış oldu.
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  Çelik,	
  parg.	
  36-‐38.	
  
25	
  Ahmet	
  Akgündüz,	
  Türk	
  Hukuk	
  Tarihi,	
  Konya	
  1989,	
  c.	
  1,	
  s.	
  44;	
  Ekrem	
  Buğra	
  Ekinci,	
  Osmanlı	
  

Hukuku,	
  İstanbul	
  2008,	
  s.	
  67-‐68.	
  
26	
  Abdullah	
  Demir,	
  Türk	
  Hukuk	
  Tarihi,	
  İstanbul	
  2011	
  s.	
  26	
  vd;	
  Ekinci,	
  s.	
  67,	
  71,	
  72.	
  	
  
27	
  Akgündüz,	
  s.	
  52.	
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İslam hukukuna göre çocuk hak ehliyetine sahip olarak doğar, yedi yaşında temyiz
kudretine ulaşır, ergenliği ile birlikte tam ehliyetli olur. Yeni doğan çocuk iyi bir isim
verilmesi, akika kurbanı kesilmesi, iyi bir şekilde bakılması, güzel bir şekilde eğitilmesi,
malları varsa korunması gibi temel haklara sahip olur. Ergenliğe ulaşana kadar bu şekilde
haklarla korunan çocuk ergen olduğu zaman tam ehliyete sahip olur, her türlü hukuki
işlemi kendi başına yapabilir.28
İslam hukukuna çocuğun mirasçılık hakkı anne karnında iken başlamaktadır. Anne
karnındaki cenin diğer mirasçılarla birlikte miras hakkına sahiptir. Çocuğa karşı işlenen
suçlar da anne karnında cenin iken başlamaktadır. Iskat-ı cenin denilen kasten cocuk
düşürme İslam hukukunda suç kabul edilmiştir.
İslam hukukunda kimsesiz çocuklar için tebenni denilen evlatlık kurumu bulunmaktaydı.
Tebenni evlat edinmeden farklıydı. Evlat edinmede çocuk kişinin öz evlatları ile aynı
haklara sahip iken tebennide günümüzdeki koruyucu aileye benzer bir uygulama söz
konusu idi. Genellikle anne-babası olmayan ya da bakacak kimsesi bulunmayan sahipsiz
çocuklar tebenni yoluyla evlatlık olarak alınmakta, bakım-görümü yapılmakta,
eğitilmekte ve terbiye edilmekteydi. Bu çocukların söz konusu ihtiyaçları ergenliğe
ulaşana kadar karşılanmaktaydı. Evlatlık olan çocuklara miras hakkı gibi asıl evlatlara
tanınan haklar tanınmamaktaydı.29
İslamiyet öncesinde Araplar kadınlara ve kızlara mirastan pay vermezlerdi. İslamiyet bu
adeti kaldırmış, kadınlara erkeklerin miras payının yarısını vermiştir. Buna göre İslam
hukukunda kız çocukların da mirastan yarım hissesi bulunmaktadır. Kocaları kendi
babalarından tam miras payı aldıkları için kız çocuklarının yarım payı dengelenmiş
olmaktadır.30
BATIDA ÇOCUK HAKLARI
Batı’da

Ortaçağ’da

günümüzdeki

anlamı

ile

çocuk

ve

çocukluk

terimlerine

rastlanmamaktadır. O dönem Avrupasında çocuk küçük yetişkin olarak görülmekte, anne
	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  
28	
  Demir,	
  s.	
  137	
  vd.	
  
29	
  Hayreddin	
  Karaman,	
  İslam	
  Hukuk	
  Tarihi,	
  İstanbul	
  2001,	
  s.	
  95;	
  Ömer	
  Düzbakar,	
  “Osmanlı	
  

Devleti’nin	
  Dilencilere	
  Bakışı	
  (Bursa	
  Örneği)”,	
  Uluslararası	
  Sosyal	
  Araştırmalar	
  Dergisi,	
  Volume	
  1/5,	
  
Fall	
  2008,	
  s.	
  293	
  vd.	
  
30	
  Demir,	
  s.	
  179	
  vd.	
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bakımından kurtulduğu 5-7 yaşlarından itibaren yetişkinlerle birlikte aynı şartlar altında
hayatını sürdürmekteydi. Ortaçağ Avrupasında çocuklar içki, kumar, cinsel taşkınlıklar
gibi konuları yetişkinlerle birlikte yaşamaktaydı.31
Ortaçağda Avrupa’da konuşulan temel diller olan Fransızca, İngilizce ve Almanca’da
çocukluğu ifade eden özel kelimeler yoktur. Yine Ortaçağ Avrupasında çocuk edebiyatı
bulunmamaktadır. Çünkü çocukluk özel bir dönem olarak görülmemiştir.32
Yine Ortaçağda çocuğun bilmemesi gereken, ayıp ve sakıncalı görülen kavramlar
bulunmamaktaYdı. Yetişkinlerin oyun, eğlence ve masal dünyaları çocuklar tarafından
bilinmektedir.
yaşamaktaYdı.

Dolayısıya

çocuklar

yetişkinlerin

mahrem

dünyaları

içerisinde

33

Avrupa’da Rönesans ile birlikte çocuk ve çocukluk kavramları oluşmaya başlamıştır.
Aydınlanma çağı filozofları çocukların yetişkinlerden farklı oldukları, onların eğitilmesi
ve yetiştirilmesine özen gösterilmesi gerektiği yönünde fikirler ortaya atmışlardır. 18.
Yüzyıla gelindiğinde Avrupa’da üst ve orta sınıf insanlar çocuklarının yetiştirilmesi ve
eğitimi ile ilgilenmeye başlamışlardır. Ancak alt sınıftaki insanların çocukları Ortaçağ
şartlarında yetişkinlerin hayatını paylaşmaya devam etmiştir.34 Sanayileşme ile birlikte
çocuk işçilerin kötü şartlarda çalıştırılması ve çocuk suçlarının artması üzerine çocukların
korunması gündeme gelmeye başlamıştır.35
Birinci Dünya Savaşı akabinde savaştan zarar gören çocukları korumak ve onların
ihtiyaçlarını gidermek amacıyla 1920 yılında Milletlerarası Çocuklara Yardım Teşkilatı
kurulmuştur. 1921 yılında Belçika’da Milletlerarası Çocukları Koruma Birliği
kurulmuştur. Kısa bir süre sonra 1923 yılında Çocuk Hakları Beyannamesi (Cenevre
Bildirisi) yayınlanmıştır. 1924 yılında ise Çocuk Hakları Beyannamesi (Cenevre

	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  

31	
  Metin	
  Efe,	
  “Çocukların	
  Cezai	
  Sorumluluğu”,	
  Selçuk	
  Üniversitesi	
  Sosyal	
  Bilimler	
  Enstitüsü,	
  Konya	
  

2008,	
  s.	
  2.	
  
32	
  Müge	
  Yurtsever,	
  “Ebeveyn	
  Çocuk	
  Hakları	
  Tutum	
  Ölçeğinin	
  Geliştirilmesi	
  ve	
  Anne-‐babaların	
  Çocuk	
  
Haklarına	
  Yönelik	
  Tutumlarının	
  Farklı	
  Değişkenler	
  Açısından	
  Değerlendirilmesi”,	
  Marmara	
  
Üniversitesi	
  Eğitim	
  Bilimleri	
  Enstitüsü,	
  İstanbul	
  2009,	
  s.	
  19.	
  
33	
  Yurtsever,	
  s.	
  19.	
  
34	
  Duygu	
  Ayzöğ,	
  “Öğrencilerin	
  Çocuk	
  Haklarını	
  Algılama	
  Düzeyleri	
  ile	
  Başarıları	
  Arasındaki	
  İlişki”,	
  
Beykent	
  Ünivesitesi	
  Sosyal	
  Bilimler	
  Enstitüsü,	
  İstanbul	
  2008,	
  s.	
  7.	
  
35	
  Efe,	
  s.	
  	
  3	
  vd.	
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Bildirisi) Milletler Cemiyeti tarafından kabul edilmiştir. Türkiye bildiriye ilk imza atan
devletlerden olmuştur.36
İkinci Dünya Savaşı’ndan sonra galip devletler tarafından kurulan Birleşmiş Milletler
Teşkilatı 1959 yılında Çocuk Hakları Beyannamesi’ni kabul etmiştir. Bu beyanname
Birleşmiş Milletler Genel Kurulu bünyesinde oluşturulan bir çalışma gurubu tarafından
güncellenmiş ve 20 Kasım 1989 tarihinde Birleşmiş Milletler Çocuk Hakları Sözleşmesi
olarak kabul edilmiştir. Türkiye bu sözleşmeyi 29-30 Eylül 1990 tarihinde 17, 29 ve 30.
Maddelerine çekince koyarak imzalamıştır.37
SONUÇ
Yukarıda kısaca ele alınan tarihi süreç incelendiğinde geçmiş toplumlarda çocukların
durumunun farklı olduğu görülmektedir. Bazı toplumlarda çocuklar sınırsız bir baba
hakimiyeti altında zor şartlarda hayatlarını sürdürmekte, satılmakta, öldürülebilmektedir.
Eski dönemlerde Roma bunun en belirgin örneğidir. Bazı toplumlarda ise çocuklar yine
babalarının hakimiyeti altında yaşasalar da bu hakimiyet Roma’da olduğu gibi sınırsız
değildir. Babanın çocuklar üzerindeki hakimiyetini kötüye kullanması halinde
cezalandırılması söz konusu olmaktadır. Her toplum kendi bulunduğu şartlara ve
ihtiyaçlara göre çocukların aile içindeki durumunu düzenlemiştir.
Türk toplumunda çocuk hakları konusunda üç dönem bulunmaktadır. Bunlar İslamiyet
öncesi, İslamiyet sonrası ve Cumhuriyet dönemleridir. İslamiyet öncesi dönemde
çocuklar ataerkil aile içerisinde yaşamaktadır. İslamiyet döneminde ise İslam dininin
çocuklara vermiş olduğu haklar Türk toplumu için de geçerli olmuştur. Cumhuriyet
döneminde ise Batı hukukunun kabul edilmesi ile birlikte çocuk haklarının Avrupa’da
geçirmiş olduğu süreç ülkemizde de yaşanmış ve yaşanmaya devam etmektedir.
Birleşmiş Milletler gibi uluslararası örgütler tarafından kabul edilen çocuk hakları ile
ilgili sözleşmeler Türkiye Cumhuriyeti tarafından imzalanmış bulunmaktadır.
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  Efe,	
  s.	
  3	
  vd.	
  

37	
  Yurtsever,	
  s.	
  33.	
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CEZA KANUNLARINDA SUÇ MAĞDURU OLARAK ÇOCUĞUN KORUNMASI

Doç.Dr.Recep GÜLŞEN*1
I-GENEL OLARAK
Ülkemizde çocuklara karşı suçlarda bir artış olduğu gözlemlenmektedir. Gerçekten
internette yayınlanan bir habere göre, Hayat Boyu Eğitim Gelişim Derneği'nin 81 ildeki
Cumhuriyet Başsavcılığı verilerine dayanarak yapılan çalışmada, Türkiye'de 2008–2010
yıllarında yaklaşık 750 bin çocuğun suç mağduru olduğu ortaya çıkmış ve bu çalışma ile,
Türkiye'nin mağdur çocuk haritası çıkarılmıştır. Türkiye genelinde 0- 18 yaş çocuklara yönelik
adliye kayıtlarından, Cumhuriyet Başsavcılığı, hazırlık ve yargılama aşamasındaki ceza dava
dosyaları kapsamından elde edilen istatistiki verilerin değerlendirildiği, Türkiye'nin Çocuk
Mağduriyeti Haritası çalışması, Hayat Boyu Eğitim Gelişim Derneği (HEGEM) Genel Başkanı
ve Üsküdar Üniversitesi Şiddet Araştırmaları Merkezi Müdürü Adem Solak tarafından
yayımlanmıştır. Bu çalışmada, 2008'de 243 bin 953 çocuğun 145 bin 196 olayda, 2009'da 288
bin 457 çocuğun 172 bin 069 olayda, 2010'da da 328 bin 385 çocuğun 201 bin 710 olayda
mağdur olduğu belirlenmiştir. Çocuk mağduriyetinin en yüksek olduğu iller arasında ilk sırayı
Isparta almış; Isparta'yı, Edirne ve Çankırı izlemiş olup, bu alanda ilk 10'a giren diğer iller ise
Balıkesir, Karabük, Uşak, Kırıkkale, Bartın, Sivas ve Bolu olmuştur. Adem Solak, ülke
düzeyinde toplam 58 ilin, 'Çocuk Mağduriyet Düzeyi' yönünden Türkiye ortalamasının üzerinde
olduğunu söylemiş ve bazı illerde adalete olan talebin az olmasının rakamlarda farklılıklar
yaratabileceğine dikkat çekmiştir. Türkiye genelinde yıllara göre, mağdur çocuk sayılarındaki
artış oranları 2008-2009 döneminde yüzde 18.24, 2009-2010 döneminde yüzde 13.84 ve 20082010 döneminde ise rekor bir artışla yüzde 34.61 olarak gerçekleşmiş ve çocuk mağduriyeti bazı
illerde Türkiye ortalamasının üzerinde çıkmıştır. Son iki yılda mağdur çocuk sayısı artışı
sıralamasında Bitlis yüzde 79.93'le ilk sırada yer almış, Bitlis'i Kayseri, Batman, Konya ve
Artvin takip etmiştir.
*1 Zirve Üniversitesi Hukuk Fakültesi Ceza ve Ceza Muhakemesi Hukuku Anabilimdalı Öğretim Üyesi.
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Bu çalışmada, çocuğun hayatına, vücut bütünlüğüne, psikolojisine yönelik olan ve zarar
görebileceği suç olayları ‘şahsa karşı suçlarda çocuk mağduriyeti, ekonomik yönden zarara
uğrama konulu suç olayları ‘mala karşı suçlarda çocuk mağduriyeti, cinsel yönden taciz ve,
tecavüz gibi eylemler karşısında zarar görebileceği suç olayları da, ‘cinsel suçlarda çocuk
mağduriyeti' olarak üç ana kategoriye ayrılmıştır. 'Cinsel Nitelikli Suçlarda Mağduriyet Düzeyi
En Yüksek İller' sıralamasında, diğer suçlara oran açısından İzmir ilk sırada yer almış, bu ilde
çocuklara karşı işlenen toplam 39 bin suçun 5 bin 613'ü cinsel nitelikli suç olarak kayda geçmiş
olup, diğer suçlara oranı ise yüzde 14.43 olmuştur. Cinsel yönden mağdur edilen çocuk rakamı
İstanbul'da 8 bin 293, Kilis'te bin 403'e ulaştı. Muğla'da bin 021, Aydın'da bin 306, Manisa'da
bin 962, Bursa'da 2 bin 579, Antalya'da 2 bin 177, Ankara'da 3 bin 539, Adana'da 2 bin 130
çocuk bu sapkın hareketlerin kurbanı haline gelmiştir. Nüfusu düşük illerden Iğdır'da da bin 797
çocuk cinsel mağdur olmuştur. 2008 – 2010 periyodunda Türkiye genelinde, 'Cinsel Nitelikli
Suçlarda Çocuk Mağduriyeti' artış oranı yüzde 63,33 olarak belirlenmiştir. 3 yıllık periyotta
değerlendirildiğinde artış oranları en yüksek olan iller sıralamasında Şırnak, yüzde 392,59 oranla
ilk sırayı alırken, Batman'da artış oranı yüzde 298,08, Kars'ta yüzde 292,09, Bitlis'te yüzde
197,67, Kayseri'de yüzde 172,14, Mardin'de yüzde 171, 58, Edirne'de yüzde 166,67, Gaziantep'te
de yüzde 152, 56 olarak saptanmıştır2.
Her şeyden önce belirtelim ki, Türk Ceza Kanunu açısından çocuk, henüz onsekiz yaşını
doldurmamış kişiyi ifade etmektedir (m.6/1, b bendi). Bu düzenleme, çocuğun suçta hem fail
hem de mağdur olduğu durumlar açısından geçerli bir tanımlamayı oluşturmaktadır.
Suç mağduru olarak çocuğa ilişkin olarak ceza kanunumuzda bir çok hükümler yer
almaktadır. Örneğin, soykırım suçunda 3 özellikle çocuklar belirtilmek suretiyle bu durum

2

Bkz.http://www.memurlar.net/haber/218908/ Erişim Tarihi:28.02.2012
TCK Madde 76-(1)Bir plânın icrası suretiyle, millî, etnik, ırkî veya dinî bir grubun tamamen veya kısmen
yokedilmesi maksadıyla, bu grupların üyelerine karşı aşağıdaki fiillerden birinin işlenmesi, soykırım suçunu
oluşturur: a) Kasten öldürme. b) Kişilerin bedensel veya ruhsal bütünlüklerine ağır zarar verme. c) Grubun,
tamamen veya kısmen yokedilmesi sonucunu doğuracak koşullarda yaşamaya zorlanması. d) Grup içinde doğumlara
engel olmaya yönelik tedbirlerin alınması. e) Gruba ait çocukların bir başka gruba zorla nakledilmesi.
(2) Soykırım suçu failine ağırlaştırılmış müebbet hapis cezası verilir.
(3) Bu suçlardan dolayı tüzel kişiler hakkında da güvenlik tedbirine hükmolunur.
(4) Bu suçlardan dolayı zamanaşımı işlemez.
3
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vurgulanmıştır. Yine, insan ticareti suçunda da 4 mağdur çocuğa yönelik düzenlemeler
bulunmaktadır.
Aynı şekilde, çocuğu korumak üzere sağlık için tehlike oluşturabilecek maddelerin
çocuklara verilmesi (TCK m.194), çocukların terkedilmesi (TCK m.97), zor durumda oldukları
halde kendilerine yardım edilmemesi veya durumlarının bildirilmemesi (TCK m.98) gibi
durumlar suç sayılmaktadır. Ancak biz aşağıda çocukların yetişkinlere göre, ceza kanunlarında
daha fazla korunduğu hususları açıklayacağız.
II- CEZA KANUNU AÇISINDAN MAĞDUR ÇOCUĞUN KORUNMASI
1. Çocukların Suçta Araç Olarak Kullanılması veya Azmettirilmesi Açısından
Türk Ceza Kanununun 37/2.maddesine göre, kusur yeteneği olmayanları suçun
işlenmesinde araç olarak kullanan kişinin, yani dolaylı failin cezası, üçte birden yarısına kadar
artırılır. Örneğin, 12 yaşındaki çocuğun hırsızlıkta kullanılması halinde durum böyledir.
Diğer yandan, Türk Ceza Kanununun 38.maddesi uyarınca, başkasını suç işlemeye
azmettiren kişi, işlenen suçun cezası ile cezalandırılır. Üstsoy ve altsoy ilişkisinden doğan nüfuz
kullanılmak suretiyle suça azmettirme hâlinde, azmettirenin cezası üçte birden yarısına kadar
artırılır. Çocukların suça azmettirilmesi hâlinde, bu fıkra hükmüne göre cezanın artırılabilmesi
için üstsoy ve altsoy ilişkisinin varlığı aranmaz. Bu durumlarda, cezanın arttırılmasının nedeni,

4

TCK Madde 80 -(1) (Değişik fıkra: 06/12/2006 - 5560 S.K. 3.md) Zorla çalıştırmak, hizmet ettirmek, fuhuş
yaptırmak veya esarete tâbi kılmak ya da vücut organlarının verilmesini sağlamak maksadıyla tehdit, baskı, cebir
veya şiddet uygulamak, nüfuzu kötüye kullanmak, kandırmak veya kişiler üzerindeki denetim olanaklarından veya
çaresizliklerinden yararlanarak rızalarını elde etmek suretiyle kişileri ülkeye sokan, ülke dışına çıkaran, tedarik eden,
kaçıran, bir yerden başka bir yere götüren veya sevk eden ya da barındıran kimseye sekiz yıldan oniki yıla kadar
hapis ve onbin güne kadar adlî para cezası verilir.
(2) Birinci fıkrada belirtilen amaçlarla girişilen ve suçu oluşturan fiiller var olduğu takdirde, mağdurun rızası
geçersizdir.
(3) Onsekiz yaşını doldurmamış olanların birinci fıkrada belirtilen maksatlarla tedarik edilmeleri,
kaçırılmaları, bir yerden diğer bir yere götürülmeleri veya sevk edilmeleri veya barındırılmaları hâllerinde
suça ait araç fiillerden hiçbirine başvurulmuş olmasa da faile birinci fıkrada belirtilen cezalar verilir.
(4) Bu suçlardan dolayı tüzel kişiler hakkında da güvenlik tedbirine hükmolunur.
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ayrıca azmettirme olgusunun tek başına bir haksızlık ifade etmesinden kaynaklanmaktadır5.
Örneğin, herhangi bir kişi tarafından, 16 yaşındaki bir çocuğun hırsızlık suçunda veya
uyuşturucu madde satışı suçunda kullanılması böyledir.
2. Çocuklara Karşı Üst Soy veya Bunlar Üzerinde Hüküm ve Nüfuzu Olan Kimseler
Tarafından İşlenen Suçlar Açısından Dava Zamanaşımının Uzaması Açısından
TCK’nın 66.maddesinin 6.fıkrasına göre, zamanaşımı, tamamlanmış suçlarda suçun
işlendiği günden, teşebbüs hâlinde kalan suçlarda son hareketin yapıldığı günden, kesintisiz
suçlarda kesintinin gerçekleştiği ve zincirleme suçlarda son suçun işlendiği günden, çocuklara
karşı üstsoy veya bunlar üzerinde hüküm ve nüfuzu olan kimseler tarafından işlenen
suçlarda çocuğun onsekiz yaşını bitirdiği günden itibaren işlemeye başlar.
Bu hüküm, suç mağduru çocuğu korumaya yönelik olarak düzenlenmiştir6. Bu suretle,
çocuğun gerek ana-baba, dedesi-ninesi gibi üst soy veya abisi, ablası, dayısı, amcası, dadısı gibi
hüküm ve nüfüzu altında bulunduğu kimseler tarafından kendisine karşı işlenen suçlardan dolayı
bunların zamanaşımı süresinin dolması nedeniyle cezai takibattan veya cezadan kurtulmaları
önlenmek istenmiştir7.
3. Çocuklara Karşı İşlenen Suçlara Yetişkinlere Göre Daha Ağır Cezaların
Verilmesi Açısından
a) Kasten Öldürme Suçu Açısından
Türk Ceza Kanununun 81.maddesine göre, bir insanı kasten öldüren kişi, müebbet hapis
cezası ile cezalandırılır. Buna karşılık, kasten öldürme suçunun çocuğa karşı işlenmesinin cezası

5

M.Emin Artuk/Ahmet Gökcen/A.Caner Yenidünya: Ceza Hukuku Genel Hükümler, Ankara, Turhan Kitabevi,
2011, s.644.
6
Artuk/Gökcen/Yenidünya, s.991.
7
Hakan Hakeri: Ceza Hukuku Genel Hükümler, Ankara, Adalet Yayınevi, 2012, s.621.
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ağırlaştırılmış müebbet hapis cezasıdır (TCK m.82/1, e bendi). Bir yandan faildeki ahlaki
kötülük diğer yandan suçun işlenmesindeki kolaylık dolayısıyla bu nitelikli hal kabul edilmiştir8.
Ağırlaştırılmış müebbet hapis cezası ile müebbet hapis cezası arasında önemli farklılıklar
bulunmaktadır. Her şeyden önce, yaş küçüklüğü, teşebbüs veya haksız tahrik gibi kanuni veya
hakimin takdirine bağlı cezayı indiren nedenlerin varlığı halinde indirim, esas tutulan ceza
üzerinden yapılmaktadır. Ayrıca bu iki ceza arasında koşullu salıverilme süresi açısından önemli
fark olduğundan hükümlünün daha geç veya erken cezaevinden şartla salıverilmesi mümkün
olmaktadır. 5275 sayılı Ceza ve Güvenlik Tedbirlerinin İnfazı Hakkında Kanunun 107. maddesi
gereğince, ağırlaştırılmış müebbet hapis cezasına mahkûm edilmiş olanlar otuz yılını, müebbet
hapis cezasına mahkûm edilmiş olanlar yirmidört yılını, diğer süreli hapis cezalarına mahkûm
edilmiş olanlar cezalarının üçte ikisini infaz kurumunda çektikleri takdirde, koşullu
salıverilmeden yararlanabilirler. Koşullu salıverilme için infaz kurumunda geçirilmesi gereken
süre; a) Birden fazla ağırlaştırılmış müebbet hapis cezasına veya ağırlaştırılmış müebbet hapis
cezası ile müebbet hapis cezasına mahkûmiyet hâlinde otuzaltı b) Birden fazla müebbet hapis
cezasına mahkûmiyet hâlinde otuz c) Bir ağırlaştırılmış müebbet hapis cezası ile süreli hapis
cezasına mahkûmiyet hâlinde en fazla otuzaltı, d) Bir müebbet hapis cezası ile süreli hapis
cezasına mahkûmiyet hâlinde en fazla otuz e) Birden fazla süreli hapis cezasına mahkûmiyet
hâlinde en fazla yirmisekiz yıldır.
b) Kasten Yaralama Suçu Açısından
Kasten yaralama suçu açısından, bu suçun beden veya ruh bakımından kendini
savunmayacak kişilere karşı işlenmesi, cezayı arttıran bir neden olarak kabul edilmiştir (TCK
m.86/3, b). Her ne kadar her çocuğun beden veya ruh bakımından kendisini savunamayacak
durumda olacağı kabul edilemezse de9, bu düzenleme, bu durumdaki mağdur çocuklar açısından
uygulama alanına sahiptir10. Nitekim ülkemizde, öz anne babanın kendi çocuğuna aşırı şiddet
8

Durmuş Tezcan/Mustafa Ruhan Erdem/R.Murat Önok: Teorik ve Pratik Ceza Özel Hukuku, 8.Baskı, Ankara,
Seçkin Yayınevi, 2012, s.156.
9
Türkan Sancar: “Mağdur Olarak Çocuk ve TCK”, Esin Konanç Sempozyumları, Çocuk İstismarı ve Çocuk
Suçluluğu, Ankara Üniversitesi Yayınları No:301, 20 Aralık 2010, s.168.
10
Handan Yokuş Sevük: “Yeni Ceza Mevzuatında Çocuğa İlişkin Hükümlerin Değerlendirilmesi”, Hukuki
Perspektifler Dergisi(HPD), Temmuz 2006, Sayı:7, s.94.
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uygulamasına sıkça rastlanmaktadır11. Ev içi şiddet, sadece yetişkinlere değil, çocuklara da
yönelik olarak gerçekleştirilmekte ve bu durumda çocuklar, şiddetin sessiz mağdurlarını
oluşturmaktadırlar12.
TCK’nın 86/3, a bendi gereğince, kasten yaralamanın altsoya karşı işlenmesi dolayısıyla
basit tıbbi müdahaleyle giderilebilecek yaralanma söz konusu olsun veya olmasın, bu suçun
takibi, şikayete bağlı olmaktan çıkar, re’sen olur ve faile verilecek ceza yarı oranında arttırılır.
c) İşkence Suçu Açısından
Bir kişiye karşı insan onuruyla bağdaşmayan ve bedensel veya ruhsal yönden acı
çekmesine, algılama veya irade yeteneğinin etkilenmesine, aşağılanmasına yol açacak
davranışları gerçekleştiren kamu görevlisi hakkında üç yıldan oniki yıla kadar hapis cezasına
hükmolunur (TCK m.94/1). Buna karşılık işkence suçunun çocuğa karşı işlenmesi halinde ise,
sekiz yıldan onbeş yıla kadar hapis cezası söz konusu olmaktadır (TCK m.94/2, a bendi).
d) Eziyet Suçu Açısından
Bir kimsenin eziyet çekmesine yol açacak davranışları gerçekleştiren kişi hakkında iki
yıldan beş yıla kadar hapis cezasına hükmolunur (TCK m.96/1). Oysa, bu suçun çocuğa karşı
gerçekleştirilmesi halinde verilecek ceza, üç yıldan sekiz yıla kadar hapis cezası olarak
belirlenmiştir (TCK m.96/2 a bendi).
e) Cinsel Amaçla İşlenen Suçlar Açısından
Cinsel davranışlarla bir kimsenin vücut dokunulmazlığını ihlâl eden kişi, mağdurun
şikâyeti üzerine, iki yıldan yedi yıla kadar hapis cezası ile cezalandırılır. Fiilin vücuda organ

11

Bengi Semerci: “Kanunlar Çocukları Korur mu?”, Hukuki Perspektifler Dergisi(HPD), 2004, Sayı:2, s.131.
Gülriz Uygur: “Ev-İçi Şiddet Bağlamında Koruma Tedbirleriyle İlgili Çocuğun Yüksek Yararı İlkesi”, Esin
Konanç Sempozyumları, Çocuk İstismarı ve Çocuk Suçluluğu, Ankara Üniversitesi Yayınları No:301, 20 Aralık
2010, s.141,142.
12
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veya sair bir cisim sokulması suretiyle işlenmesi durumunda, yedi yıldan oniki yıla kadar hapis
cezasına hükmolunur (TCK m.102/1,2).
Halbuki çocuklara karşı işlenen suçlar “Çocukların cinsel istismarı” başlığı altında
TCK’nın 103.maddesinde bağımsız bir suç şeklinde düzenlenmiş ve yetişkinlere nazaran daha
ağır cezalar öngörülmüştür. Bu maddeye göre, çocuğu cinsel yönden istismar eden kişi, üç yıldan
sekiz yıla kadar hapis cezası ile cezalandırılır. Cinsel istismar deyiminden; a) Onbeş yaşını
tamamlamamış veya tamamlamış olmakla birlikte fiilin hukukî anlam ve sonuçlarını algılama
yeteneği gelişmemiş olan çocuklara karşı gerçekleştirilen her türlü cinsel davranış, b) Diğer
çocuklara karşı sadece cebir, tehdit, hile veya iradeyi etkileyen başka bir nedene dayalı olarak
gerçekleştirilen cinsel davranışlar, anlaşılır. Cinsel istismarın vücuda organ veya sair bir cisim
sokulması suretiyle gerçekleştirilmesi durumunda, sekiz yıldan onbeş yıla kadar hapis cezasına
hükmolunur. Bu düzenlemelerden de anlaşılacağı üzere, kanun koyucu cinsel suçlar açısından da
mağdur çocuğu korumak için yetişkin mağdurlara nazaran daha fazla ceza öngörmüştür13. Hatta
15 yaşından küçük bir çocuğu dini nikahla evlendiren anne-babalar da bu suça yardımdan dolayı
cezalandırılmaktadırlar14.
Öte yandan, TCK’nın 104.maddesi gereğince, cebir, tehdit ve hile olmaksızın, onbeş
yaşını bitirmiş olan çocukla cinsel ilişkide bulunan kişi, şikâyet üzerine, altı aydan iki yıla kadar
hapis cezası ile cezalandırılır. Böylece, 15-18 yaş arasındaki çocuklar, sınırlı bir şekilde cinsel
özgürlüğe sahip kılınmıştır15.
f) Hürriyeti Tahdit Suçu Açısından
Bir kimseyi hukuka aykırı olarak bir yere gitmek veya bir yerde kalmak hürriyetinden
yoksun bırakan kişiye, bir yıldan beş yıla kadar hapis cezası verilir. Bu fiili işlemek için veya
işlediği sırada cebir, tehdit veya hile kullanırsa, iki yıldan yedi yıla kadar hapis cezasına
hükmolunur (TCK m.109/1,2). Bu suçun çocuğa karşı işlenmesi durumunda, verilecek ceza bir
13

Sevük, s.94.
Abdulkadir İlhan: “Çocukların Cinsel İstismarı”, in:Çocuk ve Hukuk, Uluslararası Kollokyum Yargıtay Özel
Sayısı, Fasikül CEHAMER Aylık Hukuk Dergisi, Sayı:6, Mayıs 2010, s.31.
15
Sancar, s.170.
14
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kat artırılır (TCK m.109/3, f bendi). Ancak uygulamada, 15 yaşını bitirmiş bir çocuğun rızasıyla
kaçırılması veya alıkonulması halinde hürriyeti tahdit suçunun oluşmadığı kabul edilmektedir.
Bu takdirde, bu çocukların rızası,

hürriyeti tahdit suçu açısından TCK’nın 26/2.maddesi

16

çerçevesinde geçerli sayılmaktadır .
g) Fuhuşa Yönlendirme Suçu Açısından
TCK’nın 227.maddesi uyarınca, bir kimseyi fuhşa teşvik eden, bunun yolunu
kolaylaştıran ya da fuhuş için aracılık eden veya yer temin eden kişi, iki yıldan dört yıla kadar
hapis ve üçbin güne kadar adlî para cezası ile cezalandırılır. Oysa, çocuğu fuhşa teşvik eden,
bunun yolunu kolaylaştıran, bu maksatla tedarik eden veya barındıran ya da çocuğun fuhşuna
aracılık eden kişi, dört yıldan on yıla kadar hapis ve beşbin güne kadar adlî para cezası ile
cezalandırılır. Bu suçun işlenişine yönelik hazırlık hareketleri de tamamlanmış suç gibi
cezalandırılır. Bu düzenleme ile çocukların fuhuş kötü durumlardan daha çok korunması
amaçlanarak daha ağır cezalar kabul edilmiştir.
h) Kumar Oynanması İçin Yer ve İmkân Sağlama Suçu Açısından
TCK’nın 228.maddesine göre, kumar oynanması için yer ve imkân sağlayan kişi, bir yıla
kadar hapis ve adlî para cezası ile cezalandırılır. Buna karşılık, çocukların kumar oynaması için
yer ve imkân sağlanması hâlinde, verilecek ceza bir katı oranında artırılır. Bu düzenleme ile
çocukların kumar gibi kötü alışkanlardan daha çok korunması amaçlanmaktadır.

16 Bkz.Y.5.C.D.8.11.2006,9873/8703; Y.5.C.D.19.9.2006, 8214/7015; Y.5.C.D.24.4.2006, 3632/3411;
Y.5.C.D.21.9.2005, 2003/6820, 2005/20109 (Necati Meran: Açıklamalı-İçtihatlı Yeni Türk Ceza Kanunu, 2.Bası,
Ankara, Seçkin Yayınevi, 2007, s.586-589).
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III- CEZA MUHAKEMESİ KANUNU AÇISINDAN MAĞDUR ÇOCUĞUN
KORUNMASI
1. Çocuğun Beden Muayenesi Açısından
Ceza Muhakemesi Kanununun 76.maddesine göre, tanıklıktan çekinme sebepleri ile
muayeneden veya vücuttan örnek alınmasından kaçınılabilir. Çocuk ve akıl hastasının çekinmesi
konusunda kanunî temsilcisi karar verir. Çocuk veya akıl hastasının, tanıklığın hukukî anlam ve
sonuçlarını algılayabilecek durumda olması hâlinde, görüşü de alınır. Kanunî temsilci de şüpheli
veya sanık ise bu konuda hâkim tarafından karar verilir. Ancak, bu hâlde elde edilen deliller
davanın ileri aşamalarında şüpheli veya sanık olmayan kanunî temsilcinin izni olmadıkça
kullanılamaz.
2. Takibi Şikayete Bağlı Suçun Çocuğa Karşı İşlenmesinde Yakalama Açısından
Kural olarak soruşturma ve kovuşturması şikâyete bağlı suçlar açısından suçüstü halinde
dahi olsa, şüphelinin yakalanabilmesi için mağdurun şikayetine ihtiyaç vardır. Aksi takdirde
yakalama işlemi yapılamaz. Buna karşılık, Ceza Muhakemesi Kanununun 90.maddesinin
3.fıkrasına göre, soruşturma ve kovuşturması şikâyete bağlı olmakla birlikte, çocuklara, beden
veya akıl hastalığı, malûllük veya güçsüzlükleri nedeniyle kendilerini idareden aciz bulunanlara
karşı işlenen suçüstü hallerinde kişinin yakalanması şikâyete bağlı değildir. Bunun için suçüstü
halinin varlığı gerekir. Bu takdirde, şikâyetten önce şüpheli yakalanmış olduğundan, şikâyete
yetkili olan kimseye ve bunlar birden fazla ise hiç olmazsa birine yakalama bildirilir (CMK
m.96/1) 17. Buna göre örneğin, bir çocuğa hakaret edilmesi halinde durum böyledir.

17

Bahri Öztürk/Durmuş Tezcan/Mustafa Ruhan Erdem/Özge Sırma/Yasemin F.Saygılar Kırıt/Özdem
Özaydın/Esra Alan Akcan/Efser Erdem: Nazari ve Uygulamalı Ceza Muhakemesi Hukuku, 4.Baskı, Ankara,
Seçkin Yayınevi, 2012, s.429.
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3. Suç Mağduru Çocuklara, İstemleri Aranmaksızın Baro Tarafından Vekil Avukat
Atanması Açısından
Soruşturma ve kovuşturma evresinde kural olarak şikayetçi veya mağdurun, vekili
bulunmaması halinde, cinsel saldırı suçu ile alt sınırı beş yıldan fazla hapis cezasını gerektiren
suçlarda, baro tarafından kendisine avukat görevlendirilmesini isteme hakkı bulunmaktadır
(CMK m.234/1, a 3, b 5). Oysa, CMK’nın 234.maddesinin 2.fıkrasına göre, mağdur, onsekiz
yaşını doldurmamış, sağır veya dilsiz ya da meramını ifade edemeyecek derecede malûl olur ve
bir vekili de bulunmazsa, istemi aranmaksızın bir vekil görevlendirilir.
Bu düzenleme ile onsekiz yaşını doldurmamış çocuklara vekilleri yoksa talepleri
olmaksızın bir vekil görevlendirilmesi mecburi olmaktadır. Bu takdirde, çocuk veya onun
veli/vasisi istemese dahi, zorunlu vekillik söz konusudur. Bu mağdurlara vekil atanmaksızın
haklarında esaslı muhakeme işlemleri yapılamaz 18 . Eğer, baronun görevlendirdiği avukat,
mağdur çocuğun menfaatleri açısından uygun görülmüyorsa barodan başka bir vekil avukat
atanmasını ilgili kişi, kolluk/savcılık/mahkemeden isteyebilir, ilgili merci, bu talebi kabul ederse,
yeni bir vekil atanmasını barodan talep edebilir. Kuşkusuz, bu durumda maddi durumu müsait
olan mağdur veya veli/vasinin, daha ehil olduğunu düşündükleri bir avukatın hukuki
yardımından yararlanma hakkı da bulunmaktadır19.
4. Mağdur Çocukların Dinlenmelerine İlişkin Özel Usuller Açısından
Her şeyden önce çocuklar da tanıklıktan çekinme hakkına sahiptirler. Nitekim CMK’nın
45.maddesine göre, a) Şüpheli veya sanığın nişanlısı. b) Evlilik bağı kalmasa bile şüpheli veya
sanığın eşi. c) Şüpheli veya sanığın kan hısımlığından veya kayın hısımlığından üstsoy veya
altsoyu. d) Şüpheli veya sanığın üçüncü derece dahil kan veya ikinci derece dahil kayın
hısımları. e) Şüpheli veya sanıkla aralarında evlâtlık bağı bulunanlar. Yaş küçüklüğü, akıl
hastalığı veya akıl zayıflığı nedeniyle tanıklıktan çekinmenin önemini anlayabilecek durumda
18

Mahmut Koca/İlhan Üzülmez: “Ceza ve Ceza Muhakemesi Hukukunda Mağdurun Korunması ve Mağdura
Tanınan Haklar”, Hukuki Perspektifler Dergisi(HPD), Temmuz 2006, Sayı:7, s.147.
19
Recep Gülşen: “Ceza Muhakemesi Hukuku Açısından Mağdurun Hakları”, 3.Yılında Yeni Ceza Adaleti
Sistemi, Ankara, Seçkin Yayınevi, 2009, s.687.
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olmayanlar, kanunî temsilcilerinin rızalarıyla tanık olarak dinlenebilirler. Kanunî temsilci şüpheli
veya sanık ise, bu kişilerin çekinmeleri konusunda karar veremez. Tanıklıktan çekinebilecek olan
kimselere, dinlenmeden önce tanıklıktan çekinebilecekleri bildirilir. Bu kimseler, dinlenirken de
her zaman tanıklıktan çekinebilirler.
Bu hükümlerin tersinden anlaşılacağı üzere, eğer çocuk tanıklığın anlam ve sonuçlarını
algılayabilecek durumda ise, tanıklıktan çekinebileceği hususundaki bildirim çocuğa yapılacak
ve kendisi, dinlenirken tanıklıktan çekinme hakkını kullanabilecektir20.
Yine CMK’nın 236.maddesinin 1.fıkrası gereğince, mağdur çocuklar da, tanık olarak
dinlenildikleri takdirde, diğer mağdur tanıklar gibi yeminsiz dinlenirler. Yine çocuğu korumak
için, mağdur çocukların tanıklık yaptıkları sırada görüntü ve seslerinin kayda alınması zorunlu
tutulmuştur (CMK m.52/3, a).
Ayrıca mağdur çocukların, daha fazla psikolojik travma yaşamamaları açısından kural
olarak bir kez olarak dinlenmeleri gerekmektedir. Nitekim CMK’nın 236.maddesinin 2.fıkrasına
göre, işlenen suçun etkisiyle psikolojisi bozulmuş çocuk veya mağdur, bu suça ilişkin
soruşturma veya kovuşturmada tanık olarak bir defa dinlenebilir. Maddî gerçeğin ortaya
çıkarılması açısından zorunluluk arz eden haller saklıdır. Kanatimizce, her ne kadar bu
düzenlemede “işlenen suçun etkisiyle psikolojisi bozulmuş çocuk veya mağdur” denilmişse
de, herhalukarda suça maruz kalan çocukların zorunlu olmadıkça birden fazla dinlenmemesi,
çocuğun psikolojisinin yeniden bozulmaması açısından gerekmektedir.
Diğer yandan, CMK’nın 236.maddesinin 3.fıkrasında, mağdur çocukların veya işlenen
suçun etkisiyle psikolojisi bozulmuş olan diğer mağdurun tanık olarak dinlenmesi sırasında
psikoloji, psikiyatri, tıp veya eğitim alanında uzman bir kişi bulundurulacağı açıkça ifade
edilmektedir. Bu düzenleme de, mağdur çocukların psikolojisinin yeniden bozulmaması amacına
yönelik olarak konulmuştur.
20

Sevük(s.94)’e göre ise, çocuğun tanık olarak dinlenmesi, kural olarak kanuni temsilcisinin rızasına bağlı
olduğundan bu bildirim, ona yapılacaktır. Ancak çocuğun tanıklığın anlam ve sonuçlarını algılayabilecek durumda
ise, bu doğrultudaki CMK’nın 76/4.maddesi kıyasen uygulanarak tanıklıktan çekinebileceği hususundaki bildirim,
çocuğa da yapılmalıdır.
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Abstract
This study examined the extent to which personal, parental, teacher, and school
related factors can predict high school dropout among elementary students using data
collected from the National Longitudinal Survey of Children and Youth (NLSCY) in
Canada. An initial set of predictor variables was gathered from a teacher questionnaire
about each student, and the dependent variable, high school dropout, was measured in the
follow-up cycles included in the NLSCY. The focus of the current study was to
determine which factor(s), captured at the elementary school level, predict high school
dropout. The findings from this study indicate that gender, socioeconomic status,
hyperactive and inattentive behaviours, as well as parental support, all predicted high
school dropout.
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Introduction
Currently, roughly 10% of Ontario high school students do not complete the
requirements for a high school diploma (Mang, 2008; Statistics Canada, 2005). Although
this statistic might not seem alarming in its numerical form, the repercussions of this
statement are startling. In a report released by the Ministry of Education in 2004, a
Student Success policy was created to help reduce the provincial dropout rate. This policy
added 1,300 additional teachers into the Ontario secondary school system from 2005 to
2008 in an effort to produce “more high school graduates, greater school stability, and
increased quality for all programs” (Ontario Ministry of Education, 2004b, p.1 ). The
policy has been cleverly coined by the media as the “no fail policy”, and its success is
still to be determined. The policy is being criticized by media sources for passing
students when they have not completed the academic requirements in an effort to ensure a
higher graduation rate (Zwaagstra, 2010).
Regardless of whether the policy is a success or not, efforts to lower the dropout
rate are continuous due to the personal, financial, and social repercussions that exist as a
result of someone not completing high school. This continuous focus indicates that a need
for better prevention efforts is constantly in demand and of crucial political and social
importance. Hankivsky (2008) states that even a small increase (for example 1%) in high
school graduation rates across Canada would result in cost savings of approximately $7.7
billion dollars for Canadians. This example illustrates that the costs that are accrued by
society from individuals dropping out of high school can be considerable and that
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significant costs to our society could be reduced by increasing Canada’s high school
graduation rate by as little as 1%.
Individuals who do not complete the requirements for a high school diploma are
at a higher risk for a host of negative outcomes. According to research, these outcomes
include: reduced lifetime earnings, poor health, increased unemployment, delinquency,
crime, substance abuse, early childbearing, economic dependency, reduced quality of life,
and an increased incidence of marital instability (Dryfoos, 1990; Organisation for
Economic Co-operation and Development (OECD), 2006). The majority of these
negative consequences that are related to not completing high school stem, in part, from
the difficulty these individuals have in finding and sustaining gainful and meaningful
employment. According to Statistics Canada, the unemployment rate among people aged
25 to 44 who did not have a high school diploma in 2004 was 12.2%, while the
unemployment rate for individuals with a high school diploma was 6.8% (Bowlby, 2008).
Students who leave high school without receiving a diploma are not necessarily
destined to be unemployed or somehow live a less than fulfilling life. Individuals who
drop out of high school may go on to find an unconventional career passion that they
were unable to explore or nurture in the educational organization, and become quite
successful both professionally and personally. However, this alternative success story
may be the exception to the norm and not the typical developmental path of a high school
dropout. Early identification and intervention efforts aimed at reducing the high school
dropout rate may help ensure each student’s maximum academic potential is achieved
and determine where future efforts need to be directed, whether it be with the student, the
teacher, or the parents, and at what age these efforts need to start. Attempting to identify
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and isolate which combination of variables at the personal, familial (i.e., parental), and
school (i.e., teacher) level are predictive of high school dropout could offer key insight
into the specific intervention and prevention models that would be best utilized to lower
the dropout rate in Ontario.
National Longitudinal Survey of Children and Youth
All data for the study were obtained from the National Longitudinal Survey of
Children and Youth (NLSCY), which was initiated in 1994–1995 and is a joint project of
Human Resources Development Canada (HRDC) and Statistics Canada (Statistics
Canada, 1998). The NLSCY is a long-term study that follows the development and wellbeing of Canadian children from birth to early adulthood (Statistics Canada, 2010). The
target population in the NLSCY is comprised of the noninstitutionalized civilian
population (aged 0 to 11 at the time of their selection) across Canada (Statistics Canada,
2010). The NLSCY has gone through eight cycles, with data collected every 2 years since
1994. The NLSCY excludes children living on Indian reserves or Crown lands, residents
of institutions, full-time members of the Canadian Armed Forces, and residents of some
remote regions. Depending on the cycle, there are between 20,000 and 30,000 children in
the NLSCY database. The NLSCY collects information about factors that impact a child's
social, emotional, and behavioural development, from parents, guardians, teachers and
some self-report measures from youth through phone interviews and questionnaires.
The goal of the current study is to examine the personal, parental, teacher, and
school related factors that exist in a group of 8-10-year-old students using data from the
National Longitudinal Survey of Children and Youth in Canada (NLSCY). This study
seeks to identify which variables, if any, included in the above-mentioned areas of
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examination, are associated with an increase in the likelihood of an individual dropping
out of high school. The results of this research will provide insight into the factors most
important for dropout intervention and prevention efforts, in order to ensure that each
student has the best chance of successfully completing high school.
Theoretical Framework
The following investigation seeks to go beyond any one influence of high school
dropout and instead discuss the factors from an ecological point of view that contribute to
a student leaving high school before graduating. The reality is that high school dropout is
the result of many factors interacting together and against the student early on, to produce
either a successful or unsuccessful student developmental pathway; the latter may
ultimately result in a student leaving high school before earning a diploma.
Urie Bronfenbrenner (1979) is the pioneer developmental psychologist who is
credited with the ecological explanation of human development. Bronfenbrenner
developed the ecological systems theory to explain how biological predispositions and
environmental influences affect a person’s development from birth. Bronfenbrenner’s
model is made up of five levels of analysis: the microsystem, mesosystem, exosystem,
macrosystem, and chronosystem.
The microsystem is made up of the immediate environment the child lives in. This
system includes any immediate relationships or organizations the child interacts with
(i.e., school, immediate family, religious groups, peers). The child’s interaction with
these variables, whether healthy or unhealthy, determines his/her path of development.
Each child's specific biologically developed personality traits, or predispositions, also
affect how other people in the microsystem treat them, thus forming the child’s identity.
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Bronfenbrenner's (1979) next level, the mesosystem, explains how the various elements
of a child’s microsystem work together; their interactions (interaction between home and
school, school and work) are what make up the mesosystem. The third level in ecological
systems theory is the exosystem level. This level includes the events that occur within the
immediate setting that influence the child but do not directly include the child in their
occurrence (i.e., parent’s job satisfaction, financial difficulties, parent–teacher
interactions). Bronfenbrenner’s fourth level is the macrosystem. This is the largest and
most remote system and includes people and places that exist in a child’s environment
that influence his/her development (i.e., cultural values, the economy, lifestyles). The last
system included in Bronfenbrenner’s theory is the chronosystem; this system is made up
of environmental events and transitions that occur over the child’s life course but also
includes sociohistorical circumstances that influence the child’s development (e.g., the
women’s movement, change in family structures, and advance of technology).
Unique to Brofenbrenner’s (1979) theory is the idea that the child’s development
is molded through multiple people, places and environmental interactions, and that each
system (i.e., micro, meso, exo, macro, and chrono) contributes and interacts with each
other to influence the child’s development.
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Literature Review
Attempting to explain why students drop out of high school is an inherently
complex endeavour. Many scholars, all of whom will be discussed in further detail in
this chapter, have isolated specific variables associated with high school dropout such as
low socioeconomic status and income, gender, race, high levels of aggression and
inattention, poor social skills, and a lack of family and school support. Unfortunately,
little ground has been gained in reducing the dropout rate since 2000 (King, 2005). The
various explanations provided for why a student leaves high school before finishing can
be understood through examining the biological influences, social influences, and
psychological influences.
A systematic search of the literature was conducted to identify prior studies on the
causes of high school dropout. Descriptors such as “dropout,” “dropping out,” “school
withdrawal,” “academic failure,” “grade retention,” “grade failure,” “flunked,” “failed,”
“retained,” “noncompletion” and other suggested synonyms were used to search
reference databases. Through searches conducted in several journal databases such as
ERIC, PsycInfo, PsychArticles, Scholars Portal, ProQuest and EBSCOhost, 200 articles
were found on this topic from 1970 to 2010. The criteria for inclusion in this research
report required that the article be a professional publication and that the results of the
article must reflect an association between high school non-completion and student,
parent and/or teacher related predictors.
The proceeding sections will discuss the previous research conducted on student
factors which includes background characteristics (i.e., gender, socioeconomic status and
family income, and race) and student’s personal characteristics (i.e., emotions,
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behaviours, social skills, academic achievement and classroom work habits), along with
parental factors (i.e., parental support and involvement) and teacher and school related
factors (i.e., teacher’s expectations of students, teacher efficacy as it pertains to student
success and their ability to manage difficult behaviours and student learning issues, along
with teaching experience and class size) that have been previously documented and
discussed as contributing to high school dropout in the context of Brofenbrenner’s (1979)
ecological theory of child development.
Student Factors
The first section in the ecological theory of development, the microsystem,
revolves around the person, in this case the child, and represents his or her biological
predispositions, personalities, behaviours, and the environment in which he or she is
raised and through which his or her development is fostered. Every child is unique in his
or her biological and psychological dispositions; even identical twins have varying
personality traits and social dispositions. The one thing that remains common for every
child is that their biological, psychological, and social characteristics influence their
development from birth to adulthood. The discussion of student factors begins with a
review of background and sociocultural characteristics, such as gender, race, income, and
socioeconomic status, and continues into an examination of students’ emotions,
behaviours, and dispositions, and then finishes with a discussion on students’ school
performance.
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Background characteristics (Socioeconomic status, income, race, and gender).
For some time now researchers and educators have noticed several similarities
and differences between the educational experiences of males and females.

Most

notably, research has documented gender differences in math and reading achievement
(Richmond & Miles, 2004). These two areas of education continue to be a primary focus
of the Ontario Ministry of Education as the Ministry continues to develop new policies
aimed at improving student academic achievement. The Ministry has recently introduced
a new policy to support the needs of male students who underachieve in certain subject
areas such as reading and math when compared to females (Richmond & Miles, 2004).
According to the Ontario Ministry of Education (2004a), an increasing amount of
research is suggesting that gender is a significant factor influencing standardized test
scores, special education programs, and high school dropout. As such, some schools have
even begun to examine the benefits and drawbacks of gender segregated classrooms
(Sangster & Crawford, 1986).
Vitaro, Brendgen, Larose, and Tremblay (2005) studied the interactive effects of
child characteristics on later high school dropout measured at age 20 in a sample of
Canadian children. The researchers used logistic regression to assess the effects of sex
and sociofamily adversity in childhood on later high school dropout rates. The results
from their investigation showed that sex and sociofamily adversity had a significant
effect on high school dropout. In particular, girls and children from less sociofamilial
adverse homes were more likely to graduate by age 20 than were boys or children from
high sociofamilial adverse homes (Vitaro et al., 2005).
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In addition, Ensminger and Slusarcick (1992) examined several factors in a
sample of grade 1 students in Chicago that could potentially be associated with high
school dropout including academic achievement on standardized tests. The results from
their research revealed that females in grade 1 had higher odds of graduating than males
in grade 1. Students who had higher levels of academic achievement (As and Bs) in
grade 1 were more likely to graduate from high school when compared to students who
had lower levels of academic achievement (Cs and Ds) in grade 1.
Newcomb et al. (2002) also gathered data from a longitudinal study conducted by
the Seattle Social Development Project from 1985 to 1993 involving 808 10-year-old
students from 18 different Seattle elementary schools. Their data were collected directly
from each participant, their parents, and their teachers annually until the participants were
18 years of age. The sample consisted of 412 males and 396 females, and a substantial
number of the participants were from low-income households.

The investigators

gathered data on each student’s socioeconomic status (SES) as reported by the parent’s
statement of income and whether or not the student was participating in a lunch support
program at his/her school. This information was compared to whether or not he/she
completed high school by age 18. The researchers used structural equation modeling to
examine the associations between the predictor variables and high school dropout. Their
analyses revealed that family SES was significantly related to high school status;
specifically, the children with high SES were more likely to graduate high school, and
that high school failure in general, was correlated with gender, but only approached
significance, with boys failing more than girls (Newcomb et al., 2002).
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In a similar study of socioeconomic status and gender, Jimerson, Egeland, Sroufe,
and Carlson (2000) investigated the influence on high school graduation at age 19 in their
longitudinal study of “at-risk” students.

Results from logistic regression analyses

revealed that the children’s gender and socioeconomic status in sixth grade were each
significantly associated with high school status at age 19.
In addition, Véronneau, Vitaro, Pedersen, and Tremblay (2008) offer another
perspective on fixed child characteristics and high school dropout in their 17-year
longitudinal study involving 997 Caucasian French-speaking boys from Quebec from
1983 to 2000. These researchers collected data on each participant during childhood,
preadolescence, adolescence, and early adulthood. Socioeconomic status information was
gathered from the participants’ parents during childhood and preadolescence, and
graduation rates were gathered from the participants in adolescence and early adulthood.
The researchers examined correlations among early childhood predictors and high school
dropout as well as using logistic regressions; they found that socioeconomic status (SES)
was negatively correlated with high school dropout and also increased the overall risk for
dropout, with boys dropping out more often than girls (Véronneau et al., 2008).
The research supporting the impact of SES, gender, and family income at an
early age is well documented among several other longitudinal studies dating back to the
early 1990s (Ensminger & Slusarcick, 1992; Janosz, Leblanc, Boulerice, & Tremblay,
1997). In addition to gender, SES and income, race was also identified as a key
background characteristic that may influence a student’s decision to drop out of high
school.
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When discussing the relevance of race in educational outcomes of students,
several researchers have found differing educational outcomes among various
socioeconomic, linguistic, ethnic, and racial groups. The Ontario Ministry of Education
(2009) takes these proposed cultural imbalances within the education system quite
seriously and has recently released a comprehensive educational policy relating to
diversity among students and schools. Policy 119, Equity and Inclusive Education in
Ontario Schools, attempts to enforce and promote a multicultural education that is
reflected in the curriculum, teachers’ interactions with students, and within school
settings. Policy 119’s mission is as follows “Equity and inclusive education aims to
understand, identify, address, and eliminate the biases, barriers, and power dynamics that
limit students’ prospects for learning, growing, and fully contributing to society.”
(Ontario Ministry of Education, 2009, pp. 1). The mere fact that such a policy exists
opens the discussion for the impact that racial and ethnic backgrounds have on students’
academic success, in particular for the purposes of this discussion, its impact on high
school completion.
Stearns and Glennie (2006) compare dropout reasons by grade and age throughout
a student’s entire high school career in their longitudinal study design. The data for their
investigation come from the North Carolina Education Research Data Centre at Duke
University, which houses data on students in the public school system from 1996 to 2006.
Their samples consisted of a cross-section of dropouts from the school year 1998 to 1999,
including those who left the 9th, 10th, 11th, and 12th grades (Stearns & Glennie, 2006).
The authors used hierarchical logistic modeling to examine the different processes of
dropping out, including the extent to which reasons for dropping out vary by ethnicity
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and gender (Stearns & Glennie, 2006). The authors coded each participant’s reason for
leaving into the following categories: disciplinary, academic, family, moving, and
employment reasons, and attendance problems.
The results from their study indicate that there are several different reasons why
students leave high school early and that these reasons can be compounded by racial
background characteristics. Their findings indicated that African American males were
more likely to leave high school before graduating due to disciplinary reasons than were
members of any other ethnic or gender group from 9th grade through 11th grade (Stearns
& Glennie, 2006). In addition, the authors reported that Latino females were most likely
to leave high school early for family reasons than any other racial group from every grade
and white males dropped out of high school for academic reason more frequently than
any other ethnic or gender group across all grades. In considering relocation as a possible
factor in high school dropout, it was found that the Latino population was more likely
than any other ethnic group to dropout due to relocation from 9th grade to 11th grade.
There was no difference in the likelihood of students dropping out for employment
reasons when comparing the Latino male group to the White male group. Lastly, the
authors reported that when examining attendance rates, females from both African
American and White groups were more likely than males from the White group to leave
school for attendance related issues.
Hickman, Bartholomew, Mathwig, and Heinrich (2008) conducted a similar study
where the reasons that students left high school before completion were examined across
different racial backgrounds. The researchers conducted a cross-sectional survey of high
school dropouts and nondropouts comparing their varying racial backgrounds. The
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author’s sample consisted of 1, 812 (53% male) participants, ranging in age from 13 to 21
years. Participants were composed of 37% non-Hispanic White and 63% Mexican
American (Hickman et al., 2008). The author’s sample included 990 nondropouts, and
822 school dropouts. According to the authors, dropouts were recruited by identifying 7th
through 12th graders who had been absent from school for more than 30 days, had not
transferred to another school, and who had not sought readmission. Consistent with
previous studies, there were differences between Mexican American and non-Hispanic
White adolescents in the reasons they cited for dropping out. The researchers found that a
greater percentage of Mexican American adolescents reported leaving school before
completion due to family related reasons but that a greater percentage of Non-Hispanic
White participants reported a lack of school bonding as their most important reason for
high school dropout. This pattern is the same as that obtained by Jordan, Lara, and
McPartland (1996).
A similar study was conducted by Jordan et al. (1996) where the authors used data
from the United States National Longitudinal Study of 1988, which was supported by the
National Centre for Educational Statistics of the United States Department of Education.
Jordan et al. investigated the various reasons why students drop out of high school and
explored patterns relating to race and gender; they compared Hispanics, African
Americans, and non-Hispanic Whites. Jordan et al. found that when the African
American male and female groups were compared to Non-Hispanic Whites and
Hispanics, both the female and male African American groups reported leaving high
school early as a result of disciplinary actions taken by the school and having friends who
were not enrolled in school, as primary reasons for dropping out before completion
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(Jordan et al., 1996).
Newcomb et al. (2002) also examined racial background differences in high
school dropouts but in conjunction with sociodemographic information. Newcomb et al.
examined characteristics of 5th grade students from the Seattle Social Development
Project, which is a longitudinal study that began in 1985. The researchers gathered a
sample of 808 10-year-old students and followed their academic outcomes into 12th
grade. Their sample was predominantly White European Americans from low-income
households with 40% of the sample representing races other than White. The researchers
used Structural Equation modeling and found significant correlations between high
school failure and African American ethnicity. In addition, the authors found that Asian
ethnicity was significantly correlated with less high school failure (Newcomb et al.,
2002). Results from the author’s final model revealed no direct, significant paths from
ethnicity to high school failure (Newcomb et al., 2002). Instead, the effects of ethnicity
on high school graduation were fully mediated by other influences (such as SES and
home environment) included in the investigation (Newcomb et al., 2002).
In sum, the research on student background characteristics indicates that males are
at a higher risk than females for high school dropout, and that students from lower
income or socioeconomic homes are at a higher risk of high school dropout. In addition
to gender, income, and SES, race was also determined to have a strong relationship with
high school success and/or failure. The research suggests that students from non-White
racial and ethnic backgrounds are at a higher risk for leaving high school before
completion for a variety of reasons, the most influential being peer influences and family
influences, indicating that the racial background of students may play a significant role in
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their likelihood of completing high school, whether voluntary withdrawal or school
enforced suspension/expulsion.
Students’ emotions, behaviours, and school performance.
Emotional characteristics.

The school experiences of children are highly

impacted by their academic performance and their home environment, but perhaps even
more so by their personal and psychosocial characteristics. A child’s socialization and
learning can be radically influenced by his/her personality characteristics and social
skills. Children’s behaviours can range from very reserved or anxious to highly
aggressive and disruptive.

Research has shown that children who are shy, highly

anxious, sad, depressed, and worrisome may not perform as well academically or get
along as well with their classmates compared to children who are confident, self-assured,
and psychologically stable (Duchesne, Vitaro, Larose, & Tremblay, 2008). Because
emotions may play an important role in a student’s academic success, it is essential to
examine at what age emotions can impact the student’s long-term school success. In
particular, emotional well-being in elementary school may impact high school
completion.
Duchesne et al. (2008) attempted to determine the predictive power of children’s
levels of anxiety in kindergarten to grade 6 on high school dropout after controlling for
gender, classroom behaviours, academic achievement, and family characteristics.
Duchesne et al.’s (2008) definition of anxiety focuses on children’s cognitive and
emotional states such as fearfulness, worry, and crying. Their results indicated that
highly anxious students were more likely to drop out of high school than students who
were moderately anxious (odds ratio = 1.50, p < .01), even when the predictors were
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controlled for confounding variables. In a similar study, Duchesne, Larose, Guay,
Tremblay, and Vitaro (2005) reported that children who demonstrated symptoms of
anxiety in kindergarten were more likely to encounter academic difficulties by the end of
their first year of high school. Ialongo et al. (1995) also discovered a similar pattern, they
found that students who were rated as highly anxious in grade 1 were more likely to have
lower academic achievement abilities by the end of grade 5 when compared to children in
grade 1 with lower anxiety.
Janosz et al. (1997) attempted to identify the most powerful predictors of high
school dropout and the stability of these predictors over two cohorts of boys and girls
ages 12 to 16 in 1974 and 1985. The researchers gathered data using the self-report
Jesness Invenotry pertaining to each participant’s quality of peer relationships, degree of
deviant behaviours such as aggression, social anxiety, depression, and other neurotic
behaviours. Through logistic regression, the researchers found that high levels of
behaviour problems in childhood, repression (which included suppression of anger and
frustration), and neuroticism (which reflects emotional instability and a sense of
victimization) were all predictors of high school dropout (Janosz et al., 1997). Although
these psychological characteristics were found to be associated with high school dropout,
the best predictors of high school dropout were found to be school grades and
socioeconomic status (Janosz et al., 1997).
Barclay and Doll (2001) conducted a historical examination in the form of a
literature review on high school dropout in the United States from 1950 to 1970. The
authors found that research conducted as early as 1969 identified several childhood
predictors of high school dropout that relate to a student’s emotional well-being. In
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particular, the authors discussed Hathaway et al.’s (1969) study where the researchers
examined 28% of Minnesota's 9th-grade students in the 1953-1954 academic years.
Hathaway et al. (1969; as cited in Barclay and Doll, 2001) found that students who
dropped out of high school had higher scores on the apathy, difficulty thinking straight
and withdrawal scales of the Minnesota Multiphasic Personality Inventory (MMPI) when
compared to students who completed high school.
The issue outlined throughout the current study is that each child’s psychosocial
composition may have the ability to directly or indirectly impact his/her academic
achievement or possibly even his/her likelihood of completing high school as evidenced
by Barclay and Doll (2001), Janosz et al. (1997), and Duchesne et al. (2008). Initiatives
for targeting students at risk for high school dropout at an early age should attempt to
include efforts aimed at improving student’s emotional well-being, while at the same
time targeting their potential academic and socioeconomic vulnerability. Educational
efforts must transcend beyond simply examining the learning styles and comprehension
of a student’s academic abilities and start treating the student as a whole person.
Hyperactive and inattentive characteristics. Some of the most highly researched
and discussed areas of student development over the last decade have focused on the
difficult or at-risk student. The difficult student has been characterized as one who
exhibits attention difficulties, aggressive behavioral outbursts, or hyperactive mood
swings (Gresham, MacMillan, Bocian, Ward, & Forness, 1998). Children who display
such challenging behaviors may be plagued with stressful school and home experiences
as parents and teachers struggle to manage their attention difficulties and behavioural
struggles. A diagnosis of Attention Deficit Hyperactive Disorder (ADHD) can be
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accompanied by prescription medication to manage the severity of the child’s behaviours;
however, this does not guarantee an immediate or consistent change in a child’s
behaviour, particularly if medication is forgotten, lost, or ineffective.
Recently, poor academic outcomes including school dropout, have been proposed
as one of the most pervasive risks associated with ADHD (DuPaul et al., 2004). ADHD is
frequently associated with deficits in academic skills and performance (DuPaul, 2007).
However, research has documented a discrepancy in standardized achievement scores of
children with ADHD; children with a diagnosis of ADHD scored lower than their
nondiagnosed counterparts (DuPaul, 2007).

The extent to which the behaviours

associated with ADHD at the elementary level are predictive of high school dropout
remains somewhat unexamined.
Vitaro et al. (2005) found a significant association between a child’s hyperactive
behaviour and high school dropout. Most notably, they found that a child’s level of
hyperactive behaviors makes more of a contribution to high school dropout than
aggressive behaviours (Vitaro et al., 2005). Specifically, the researchers found that
children who displayed average and high levels of hyperactive behaviours were more
likely to drop out of high school when compared to children with low hyperactive
behaviours. Children who displayed highly aggressive behaviours were more likely to
drop out when compared to children who displayed average and low levels of aggressive
behaviours, indicating a stronger association between aggression and hyperactive
behaviours and high school dropout (Vitaro et al., 2005). Although Vitaro et al.’s study
remains one of few to report such a strong finding, this particular area does warrant
further investigation into child characteristics that are associated with high school
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dropout. ADHD is characterized as a life-long disorder that needs to be managed through
ongoing treatment that is individualized for each child and appropriate for their
developmental age (Du-Paul & Stoner, 2003). In order for disruptive and hyperactive
behaviours to be properly addressed in the school system, intervention efforts should start
early in the student’s academic career. By providing students with support services aimed
at minimizing the social and academic impact of ADHD behaviours, the student’s
likelihood of completing high school may, in fact, increase.
Aggressive behaviours.

Aggression towards others (whether physical or

emotional), delinquency, and violence, are some of the extreme childhood behaviours
that can be associated with negative life-long outcomes such as high school dropout. It
comes as little surprise that students who are defiant, angry, and aggressive will get into
trouble at school more often than children who do not display such extreme behaviours.
Students who are disruptive and aggressive will be subjected to classroom removal,
suspensions, and sometimes perhaps hostility from other classmates and teachers who
feel frustrated and helpless to manage and redirect such behaviours (Véronneau et al.,
2008).

As a result, students who display aggressive behaviours may be negatively

impacted socially and academically. Therefore, it is important to detect whether early
aggressive behaviours impact or predict high school dropout. The following section will
discuss the investigations that have been conducted in this area thus far.
Véronneau et al. (2008) gathered behavioural observations of students from
parents and teachers during childhood and preadolescence and examined their impact on
high school graduation. The researchers examined correlations among early childhood
predictors and high school dropout as well as Path Analysis on high school dropout. The
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researchers also discovered that prosocial skills in early childhood were associated with
higher levels of academic achievement during adolescence, putting students at a lower
risk of dropout from high school (Véronneau et al., 2008). Most notable in this research is
the finding that childhood aggression and disruptiveness presented a significant direct
path to high school dropout (Véronneau et al., 2008).
Newcomb et al. (2002) gathered data from a longitudinal study conducted by the
Seattle Social Development Project. These investigators looked at each of the student’s
behavioural problems in childhood, as measured by the Child Behaviour Checklist
(CBCL). High scores on the CBCL indicate the child’s behavioural problems are highly
aggressive in nature. Each child’s respective teacher recorded the behaviours of each
child using the CBCL, and their educational status was followed up through school
records provided by each student’s school board. Their analyses revealed that high school
failure in general was significantly correlated with low academic competence and high
levels of behavioural problems (Newcomb et al., 2002).
Farmer et al. (2003) looked into individual characteristics of 475 7th grade
students from the Carolina Longitudinal Study. The authors focused their research on
levels of aggression and popularity among 7th grade students and their risk for dropping
out of high school. Information on dropout status was gathered though school records.
Measures of aggression were obtained using the Teacher form of the Interpersonal
Competence Scale (ICS). Their results showed that mean scores on the ICS among highly
aggressive female participants who dropped out of high school were found to be
significantly higher when compared to lower aggressive females who did not drop out of
high school (3.72 and 4.85, respectively; Farmer et al., 2003). Furthermore, highly
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aggressive males and females showed a significantly higher dropout rate when compared
to lesser aggressive males and females (Farmer et al., 2003). Risi, Gerhardstein, and
Kistner (2003) investigated children’s peer relationships as measured by their level of
aggression, which included peer perceptions of aggressiveness, withdrawal, and
likeability, and later educational outcomes in a 10-year longitudinal study of children
aged 9 to 11. Their analyses found that aggression was the sole child predictor of
graduating high school. More specifically, the students who graduated high school were
less aggressive when compared to students who dropped out of high school (Risi et al.,
2003).
Ensminger and Slusarcick (1992) also examined several factors and their impact
on later high school dropout in a sample of grade 1 students in Chicago.

Factors

investigated included the child’s cognitive and behavioural performance, including
aggressive behaviours and poor social behaviours. Their results revealed that children
who were rated as aggressive in grade 1 were less likely to graduate high school.
Kokko, Tremblay, Lacourse, Nagin, and Vitaro (2006) looked at the trajectories
of prosocial behaviour and physical aggression between 6 and 12 years of age in a sample
of 1,025 male students from Montreal. Prosocial behaviour and physical aggression were
used to predict school dropout at age 17. Data on each participant’s physical aggression
and prosocial behaviours were gathered by the teacher most knowledgeable about the
student and recorded at ages 6, 10, 11, and 12. The researchers used logistic regression to
determine if any of the predictor variables were significantly associated with high school
dropout. The researchers discovered that aggression was significantly related to later
school dropout, but that prosociality was not (Kokko et al., 2006). The researchers also
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determined that high levels of aggression at age 6 decreased with time but that low and
moderate levels of aggression stayed stable over time. Highly aggressive boys were 6
times more likely to drop out of school when compared with nonaggressive boys (Kokko
et al., 2006).

Kupersmidt and Coie (1990) also discovered that aggression was a

significant predictor of high school dropout
The case for aggression in young children impacting long-term educational
outcomes appears to be compelling. This is not to say that all aggressive children will
have a negative educational outcome, but it does indicate that highly aggressive children
warrant special attention and further research; they appear to represent a population of
children at a high risk for negative educational experiences. Children’s emotional states
and behaviours can influence each other. Students are taught how to socialize and
function in a collective group with peers and leaders. But what happens when the
characteristics of a child, such as their emotions, behaviours, or psychological issues,
impair their ability to function in the group setting in a healthy and socially acceptable
manner? Does this setback impact a child’s ability to succeed in the school organization,
academically or socially?
Social skills. A student may encounter academic difficulties or withdraw from
school early for a number of reasons. Even students who excel in academia are
susceptible to severe social roadblocks that could steer them down the wrong path.
Englund, Egeland, and Collins (2008) examined the early social skills of 179 children
from low socioeconomic mothers and followed their development until the age of 23 in
Minneapolis. They gathered follow-up data on whether or not each child dropped out of
high school. The researchers evaluated the participants’ social skills and behaviours at
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age 12 and the participants’ high school status at ages 19 and 23. Logistic regression
analyses revealed that behavioural problems at age 12 predicted high school dropout later
in life (Englund et al., 2008). Repeated measures ANOVA revealed that the levels of
social competence among high school graduates were significantly higher compared to
those who dropped out of high school (Englund et al., 2008).
French and Conrad (2001) researched levels of antisocial behaviours and social
preference and their impact on high school graduation among 516 8th-grade students in
the Pacific Northwest of the United States. According to the authors, the participants’
ratings of social preference and antisocial behaviour were captured from their same-age,
same-sex peers during group assessment sessions, and graduation status along with
academic achievement was obtained through school records. The authors reported that
they found significant differences between dropouts and graduates on social preference
and antisocial behaviour. The results from this investigation indicated that the graduate
group showed higher mean levels of social preference and lower mean levels of antisocial
behaviour when compared to the dropout group.
Kupersmidt and Coie (1990) conducted an in-depth examination into the social
relationships of a group of 11-year-olds from Durham County, North Carolina who were
followed for 7 consecutive years to measure the impact of peer rejection, school
functioning, social preference, and aggressive behaviour on later school adjustment
which included early school withdrawal without completion. Data were gathered through
participant interviews and school records. Upon follow-up analyses using only peer
rejection and social preference as predictors, the researchers found that students who
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were rejected by their peers were proportionately more likely to drop out of school than
any other students.
Overall, research indicates that several personal characteristics, such as
hyperactivity, inattention, aggression, and poor social skills, each contribute to a
student’s long-term academic success. Specifically, the evidence suggests that students
who have been diagnosed with ADHD, who are highly aggressive and who possess poor
social skills, at an early age, are at a higher risk for high school dropout when compared
to their peers without these issues.
School performance.
Academic achievement.

One of the most researched and discussed early

childhood factors that can be associated with high school dropout is academic
achievement (Entwisle, Alexander & Olson, 2004). It is not surprising that students with
low grades throughout their schooling will be at a higher risk for not completing high
school. However, a debate still remains whether or not this factor alone is related to high
school dropout or whether academic achievement is the result of a compounding effect of
interacting variables that could potentially lead to high school dropout (Véronneau et al.,
2008). The compounding variables could include other school related factors such as
work habits and/or teacher related factors.
Robertson (2007) examined academic achievement in 15-year-olds who
participated in the Youth in Transition Study in Canada. Many of the 15-year-olds who
were dropouts in this study were already struggling with academics, with 32% of the
students who dropped out reporting an average mark of 59% or less (Robertson, 2007).
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Véronneau et al. (2008) conducted a longitudinal study in this same area where
they compared students with low, moderate, and high academic achievement in
elementary grades and high school dropout. They found that participants with higher
levels of academic achievement in childhood had higher levels of academic achievement
in preadolescence and presented a lower risk of dropping out when compared to
participants with lower levels of academic achievement in childhood. In addition to these
findings, the researchers discovered that demonstrated prosocial skills in early childhood
were associated with higher levels of academic achievement during adolescence, which
put them at a lower risk to drop out of high school (Véronneau et al., 2008). Most notably
in this research is the finding that academic achievement in elementary school predicted
high school dropout over and above academic achievement in secondary school
(Véronneau et al., 2008). This finding further supports the pressing need for intervention
among elementary school students to reduce the risk of early high school dropout.
Hickman et al. (2008) also examined differences in academic achievement levels
among a sample of 1stgrade to 9thgrade students from Arizona using the Stanford
Achievement Test (SAT), which is an American standardized test of achievement. They
investigated how students’ scores on the SAT related to later high school graduation and
dropout. The researchers in this case found that 3rdgrade reading and math performance
of high school dropouts was significantly lower when compared with the 3rdgrade reading
and math performance of high school graduates.
Jimerson et al.’s (2000) results also demonstrate a direct relationship between
early academic achievement and high school dropout. The authors found that the child’s
level of academic achievement in 6th grade significantly contributed to the prediction of
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dropping out of high school when early family and home variables were controlled. Other
research also has indentified a strong predictive relationship between early academic
achievement in the elementary grades and later high school dropout among children
(Battin-Pearson et al., 2000; Janosz et al., 1997, Kaplan, Peck, & Kaplan, 1997).
Englund et al. (2008) examined the academic achievement of 179 Minneapolis
school children from low socioeconomic mothers and followed their development until
the age of 23. Follow-up data on their success as adults were gathered, more specifically,
whether or not the children dropped out of high school. The researchers evaluated the
participants’ level of academic achievement at age 12 and the participants’ high school
status at ages 19 and 23. Logistic regression analyses revealed that academic achievement
and behavioural problems at age 12 predicted high school dropout later in life.
The research reviewed clearly outlines a relationship between early academic
achievement and high school dropout, with students who perform poorer on measures of
academic achievement as children showing higher rates of dropping out of high school.
However, the research also demonstrates how this relationship may be influenced or
exacerbated by other factors such as socioeconomic status and aggression.
Classroom work habits. When discussing students’ academic success, there are
several things to consider, all of which may have an impact on how well students perform
academically. One such issue to consider would be how academic achievement is
affected by outside variables besides intelligence. Could academic achievement be the
result of an impairment or deficiency in the way in which the student organizes and
completes his/her schoolwork? Have low-achieving students been taught how to organize
their notes, study properly, and complete their homework in a conducive setting? Do low-
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achieving students possess the necessary work habits required to succeed at homework
and studying? Not surprisingly, research in this area is very limited.
Bempechat (2004) may be one of the few researchers that discusses the role that
homework completion plays in the long-term development of a student’s achievement
motivation. Bempechat argues that homework assignments provide young children with
the time and experience they need to develop their own understanding of achievement
and study habits both of which are crucial in the learning process. Bempechat emphasizes
the need to prepare children at an early age for the demands of later academic learning
and the need to develop positive homework behaviours that will help children take
ownership of their learning and sustain these positive homework behaviours later into
adolescence. It would appear as though very few studies have examined the link between
children’s homework behaviours and work habits in the primary grades and their
influence on high school dropout as most research examines only the link between work
habits and academic achievement. This area of investigation is important to examine as
the Ontario Ministry of Education has begun to introduce full-day kindergarten. If the
government’s strategy is to educate students at an earlier age, then researchers need to
start examining the earliest factors that are associated with negative long-term
educational outcomes.
In sum, it is clear that elementary school academic achievement shows a strong
predictive relationship with high school graduation and dropout. However, these findings
by no means tell the whole story. Children’s performance in school can be drastically
impacted and influenced by numerous other factors such as family, personality, and even
social abilities. Teachers have the unique opportunity of witnessing first hand how
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classroom work habits differ among students from various social backgrounds, as such,
their characterizations and reporting of students’ work habits may prove insightful when
examining early predictors of high school dropout.
Parental Influence
Parents play a pivotal role in a child’s educational and social development
through the degree of educational support and general involvement they offer their
children. The parental influences examined in this discussion represent the microsystem
and exosystem of Bronfenbrenner’s theory of ecological development.
Parental involvement. Children require a great deal of positive engagement with
their parents throughout their upbringing to feel important to their parents and to feel
secure in their endeavours outside of the home (Anguiano, 2004). The extent to which
parents involve themselves in their child’s academic experiences will impact their child’s
perceptions about school and its importance, which includes their successes or setbacks
in school (Chavkin & Williams, 1993). High parental involvement with teachers and
school activities can help to identify a child’s struggles early and help minimize any
damage that the child may experience as a result of his/her school related difficulties
(Chavkin & Williams, 1993). Anguiano (2004) explored the relationship that exists both
within the family system and between the family and the education system. This study
used the American National Education Longitudinal Study (NELS) of 1988. The NELS
data set included approximately 25,000 8th graders, parents, and school personnel. The
data set included in this research involved a group of 8th graders who were followed
throughout high school and for 2 years after their scheduled date of high school
graduation. Traditional parental involvement was defined by the authors as the frequency
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of parental contact with the school and its personnel. Parental involvement was measured
through interviews with each parent and by looking at the parent’s attendance at parentteacher meetings, by parent’s attendance when their child was participating in a school
activity and by their help with their child’s homework as recorded by the student’s
teacher.
Parental advocacy involvement was measured by looking at the parent’s
involvement in the school’s policies and the parent–teacher organization at the school and
was examined statistically using a hierarchical linear model (HLM) (Anguiano, 2004).
The high school completion model showed that traditional parental involvement and
parental advocacy involvement were significant predictors of high school completion.
The author’s findings indicate that in addition to parental involvement, the parent’s
participation also made a difference as to whether an adolescent completed high school.
These findings support previous research indicating that different types of parental
involvement are important indicators of whether a student completes high school
(Chavkin & Williams, 1993).
Hickman et al. (2008) used a statewide survey in the United States to determine
what the majority of parents believe are the contributing factors for high school students
dropping out. According to Hickman et al., 2008, 30% of the respondents indicated that
“home background” and “lack of parental involvement” were primary reasons why
students dropped out of high school, which indicates that “family environment” was the
most recorded response. The evidence from this study further supports an ecological
model of high school dropout, indicating that the perception held by most parents is a
compounding factor of high school dropout.
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In addition, Oyserman, Brickman, and Rhodes (2007), describe parent–school
involvement as an association with better school outcomes because of its more proximal
effects on children’s sense of who they can become. The authors argue that parent–school
involvement often co-occurs with other factors that contribute to a positive or negative
school outcome. Oyserman et al. believe that when placed together, parent–school
involvement is likely to connect with children’s belief that school is either important or
unimportant depending on the level of parental involvement provided (Oyserman et al.,
2007). The authors main area of interest was for children with less involved parents.
They theorized that the lack of parent–school involvement undermines school
achievement and indirectly may cause children who are struggling to veer ‘‘offtrack’’
towards an unhealthy path of school development (Oyserman et al., 2007).
Hill and Taylor (2004) discussed how, in a new age of education where greater
accountability is paired with increasing demands for children’s achievement, schools and
families have developed new relationships and have begun sharing the responsibilities for
a child’s education. According to Hill and Taylor, parental school involvement can be
defined as consisting of the following activities: volunteering at school, communicating
with teachers and other school personnel, assisting in academic activities at home, and
attending school events, meetings of parent–teacher associations (PTAs), and parent–
teacher conferences. Head Start, is America’s largest intervention program for at-risk
students. The Head Start program puts emphasis on the importance of parental
involvement as a critical piece of children’s early academic development; parental
involvement can help promote positive academic experiences for children and can have
positive effects on parents’ self-development and parenting skills (Hill & Taylor, 2004).
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Eccles and Harold (1996) believe that parental–school involvement decreases as children
move to middle and high school because parents may believe that they are unable to
assist with more advanced subjects and because adolescents are becoming more and more
independent and self sufficient (Eccles & Harold, 1996). According to Hill and Taylor, as
parents establish relationships with school personnel, they learn important information
about the school’s expectations for behavior and homework. They also learn how to help
with homework and how to augment their children’s learning at home.
Tan and Goldberg (2009) provide one of the most comprehensive investigations
of parent involvement on high school dropout. In their analysis they found that having at
least one highly involved parent was more advantageous for children's enjoyment of
school than having two low involvement parents. As the authors had predicted, children
with two highly involved parents enjoyed school more than children with two low
involved parents (Tan & Goldberg, 2009).

Studies have also shown that parental

involvement in children’s homework is crucial to developing positive attitudes and study
skills, which is also essential for school success (Hoover-Dempsey et al., 2001).
Jimerson et al. (2000), also found parental involvement at age 12 to be
significantly associated with high school dropout at age 19.

Englund et al. (2008)

examined various levels of parental involvement and academic achievement in a group of
179 children. Their results suggest that high school graduates in this sample had
significantly higher levels of parental involvement when compared to high school
dropouts.
Studies overall indicate a relationship between parental involvement and future
high school completion. In particular, low parental involvement seems to be associated
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with dropout from high school. Although parental involvement has not been found to be a
sole predictor of high school dropout, its influence is integral when discussing an
ecological theory of high school dropout, as it has been shown to seriously impact a
child’s future academic success.
Parental support. In the same context of parental involvement lies parental
support, which can be defined as the extent of support a parent or guardian offers a child
in his/her academic endeavours. Parental support can include help with homework
completion, creating and enforcing a stable and healthy routine at home, or simply
providing the necessities required for school success such as proper outdoor clothing and
food for lunches. All of these factors can contribute to a child’s personal, social, and
academic success at school.
Alexander, Entwisle, and Kabbani (2001) examined parental support, in the form
of parental attitudes regarding their child’s school success, and its associated risk of high
school dropout. They found that low parental support was associated with a far higher
dropout risk, regardless of when parental attitudes were assessed. The authors reported
that approximately 56% of children dropped out when parental support was low versus
27% when parental support was high. It seems that supportive parents help move children
along the path of school completion.
Other evidence indicates alternative characteristics of parents that could be
associated with high school dropout. Rumberger, Ghatak, Poulos, Ritter, and Dornbusch
(1990) conducted a study in one California high school where they explored a series of
variables that revealed some of the mechanisms by which families influence students'
decisions to drop out of school. Rumberger et al.’s study was designed to complement a
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larger statewide project, which gathered dropout information on over 150 students
through 1985–1986. The authors examined the influence of families on students'
decisions to drop out of school. Their results suggest that families exert an important
influence on various measures of students' academic achievement including dropout
behavior. In particular, parents of dropouts may have negative attitudes regarding school
success (Alexander et al., 2001) or they may be distracted with family or other personal
matters to offer their children the support they need. In contrast, parents who offered
encouragement, praise, and other positive responses allow their children to be responsible
for their own behavior. According to the authors this helps children develop internal
motivation and improves their academic performance.
There appears to be a consensus that parents impact their child’s educational
development as well as their personal and psychological well-being. It appears to be
crucial to include parents in any investigation of predictors of high school dropout.
Determining a parent’s level of support for their child’s schooling may prove to be
difficult depending on the source used in determining the parent’s level of support. Selfreport data on parents’ levels of involvement and support may be unreliable; therefore, it
would be most advantageous to utilize a perspective outside the family home, one that is
directly involved in the child’s schooling (such as their teacher), to comment on parental
involvement and support.
Teacher and School Related Factors
As part of the ecological theory of child development, the microsystem and
mesosystem include relationships and interactions involving the child, directly or
indirectly, with people who are included in their immediate environment. At home, these
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relationships would involve the interactions the child has with parents and siblings and at
school these relationships would involve the interactions between the student and teacher
and their peers. Additionally, the interactions that the child’s parents and teachers have
with each other would fall under the exosystem and macrosystem levels. The hidden and
overt curriculum that the students are exposed to at school may also influence how they
react and respond to their teachers who are directly or indirectly imposing the policies
and regulations under which they practice. Ministry guidelines, policies, and mandates
are related to the macrosystem and chronosystem of the child’s development. These
relationships and systematic proceedings also contribute to the unique development of
each student.
Teacher efficacy, experience, and expectations. The teacher factors discussed
herein relate to the level of support and involvement that teachers have on students’
academic and personal success and can be understood as teacher efficacy. Teacher
efficacy is defined as the degree to which teachers believe they can impact student
success and teacher expectations of how far each student will go in his/her academic
career. In addition to teacher efficacy and expectations, teacher experience was also
investigated pertaining to student success.
Knesting (2008) investigated how interactions with the teacher and the school
influence a student’s decision to drop out of high school. Knesting conducted interviews
with 17 high school students who were at risk for dropping out and 7 teachers who had, at
one point, taught each student. Teachers who believed that all students could succeed at
school were described by students as possessing a positive characteristic that supported
their efforts to persist in school. The students in this investigation described this positive
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teacher characteristic as a teacher who “provides a classroom where there were high
expectations”, “academic challenges”, and where “safety and respect were the norm”. In
this study, the highly regarded teacher was characterized as having high expectations for
all students and regardless of ability level or future plans and that this teacher worked
hard to communicate this belief to the students. Several students reported that a climate
of acceptance made the classroom a supportive environment and contributed to their
positive view of each teacher. One teacher, in particular, who was described by almost
every student as being supportive, was observed interacting similarly with all students.
According to Knesting, this teacher’s behavior communicated to the students that each of
them had something to contribute and every contribution was valid and worth hearing.
The students knew that this particular teacher cared about them and that she would be
upset and angry if they left school prior to graduation. According to Knesting, this may
have influenced the student’s decision to persist in school as far as they did.
According to Knesting (2008), educators must look at factors within the schools
and the possible interactions between schools and students as potential risk factors
associated with students leaving high school before graduating. In Knesting’s study she
found that student–teacher interactions, disciplinary procedures, curricula, and even the
district policy designed to keep students in school contributed to the estimated annual
dropout rate of 40–60%.

In sum, Knesting suggests that schools should accept

responsibility for improving and making changes within their own organization or
climate that will support student persistence and increase the likelihood that they will
finish their education. Her findings indicate that within school factors can also contribute
to high school dropout.
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Tilleczek, Ferguson, Anneke, Rummens, and Boydell (2006) interviewed a group
of 193 teenagers who had either left school early or were at risk of doing so. They found
that the majority of students interviewed described passivity and–or a lack of flexibility
on the part of school personnel or school policies as school related risk factors for
dropping out. The authors found that many students in their investigation spoke of
“negative relationships with principals and teachers”, a “curriculum that was too
difficult”, a “lack of support with schoolwork”, a “lack of recognition of differing
learning styles”, and a “climate that was simply not enjoyable” and subsequently not
conducive to learning as major reasons for their decision to drop out of high school.
In addition, Vallerand, Fortier, and Guay (1997) conducted research in this area
with over 4,000 high school students in grades 9 and 10 across Montreal, using a
prospective design. Vallerand et al. examined a motivational theory of high school
dropout by comparing the level of perceived support from teachers, parents, and
administration on the level of autonomy of students and persistent students (students who
never dropped out of high school). A motivational theory of dropout suggests that
reasons for dropping out might originate within the student but manifest in environmental
settings such as school. Their results showed that a motivational model of high school
dropout did, in fact, exist, and that dropout students perceived their teachers, parents, and
school administration as being less supportive of autonomy when compared to persistent
students.

This indicates that the support and encouragement from teachers and

administrators may be crucial in keeping students in school.
Although the age groups used when examining the area of teacher involvement
and high school dropout are typically those of current high school students, it was
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decided to include teacher involvement at the elementary level in the current
investigation to identify whether or not this variable at an early age would contribute to
students’ high school academic success. By examining teacher involvement at an early
age, it can be determined whether early teacher involvement lays a foundation for future
academic success or failure. Few studies have examined this area at an early age, but one
such study examined the long-term consequences of kindergarten teacher management
style on academic achievement and its related potential to high school dropout in a large
sample of Quebec children (Vitaro et al., 2005). Even though the authors reported no
direct link between teacher management style in kindergarten and high school dropout,
teacher management was found to relate to two of the parental education attitude factors.
The parental education factors were predictive of high school graduation status of the
participants in young adulthood, indicating that teacher related factors may indirectly or
in combination affect a child’s future educational development.
Class size. The influence of class size has long been debated in the research
surrounding student achievement. Little research has been conducted in the area of class
size in early grades and its impact on later academic achievement, such as high school
dropout. There are several reasons for this lapse in research. Most important, class sizes
typically change from year to year making it difficult to attribute any unique influence in
early grade class size on later academic outcomes. There is some research that indicates a
relationship between class size and academic achievement exists.
Finn, Gerber, and Boyd-Zaharias (2005) investigated the long-term effects of
early school experiences, such as class size and academic achievement, in a large sample
of students from kindergarten to grade 3 in Tennessee. Their findings indicate that small
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class sizes did impact high school dropout. Specifically, the researchers found that classes
of fewer than 20 students in 3 consecutive years between kindergarten to grade 3 had a
significant positive association with high school graduation when compared to students
attending larger size classes from kindergarten to grade 3. Their results indicate that the
more years a child spends in small classrooms in the first years of schooling, the higher
their odds of completing high school, even after controlling for the early effects of
academic achievement on high school graduation. These findings indicate that class size
may play an important role in the study of high school dropout.
Summary
In Chapter Two, several personal, parental, teacher, and school related
characteristics of young children were identified through empirical and nonempirical
research as contributing, and even predicting, high school dropout. In reviewing the
literature, some gaps in the research were also identified surrounding high school
dropout. First, the majority of the research available for this study focused primarily on
gender, socioeconomic status, income, aggression, and academic achievement. These
areas were the most highly researched topics when examining early childhood predictors
of high school dropout. Although literature was found to support various child
characteristics: social skills, hyperactivity and inattention, emotional disorder
characteristics, and social skills, the research regarding personal characteristics is
somewhat limited and was typically included as secondary predictors to aggression, SES,
gender, and income.
Second, the research reviewed on parental characteristics was somewhat
inconsistent due to difficulties in describing parental involvement and support. Some of
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the research discussed parental involvement and support as it existed in the home
(Hickman et al., 2008; Tan & Goldberg, 2009) and some of the research discussed the
parent’s direct level of involvement with the child’s schooling efforts (Anguiano, 2004).
Therefore, the importance of parental involvement and support on high school dropout
still remains unclear.
Third, the research reviewed on teacher and school related factors indicates that,
although the influence of the teacher is crucial to the child’s academic success, the extent
and the age at which the teacher and school related influences begin to predict high
school dropout is still undetermined.
Given the available evidence and suggested research areas, the current
investigation addressed the gaps highlighted in the research reviewed, and added to this
discussion by examining several early childhood predictors of high school dropout at the
personal, parental, teacher and school levels using longitudinal data gathered on
elementary students across Canada.
Purpose
The purpose of the current research study was to investigate early predictors of
high school dropout using an ecological framework and a longitudinal design.
Specifically, the likelihood that a student’s background, personal characteristics,
behaviours, and school performance predict whether or not they complete high school.
This research also investigated the likelihood that parental involvement and support will
impact a student’s likelihood of dropping out of high school, along with the likelihood
that teacher efficacy, expectations, experience, and class size will impact the student’s
high school dropout status.
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Research Hypotheses
The following hypotheses were derived from the review of current literature and
were organized according to Brofenbrenner’s (1979) theory of ecological development.
The hypotheses were organized according to students’ background and personal
characteristics (which represents the microsystem), school performance (which also
represents the microsystem), parental involvement (which represents the mesosystem and
exosystem), and teacher and school related factors (which represents the macrosystem
and chronosystem).
1. Differences in a student’s background characteristics will impact the student’s
odds of dropping out of high school. Specifically, their odds of dropping out will
increase if they (a) are male (b) come from families with low levels of
socioeconomic status, low-income households, or (c) are classified racially as
non-White.
2. Differences in a student’s personal characteristics will impact his/her odds of
dropping out of high school. Specifically, the student’s chance of dropping out of
high school will increase if he/she (a) has negative behaviours and negative
personality traits such as poor emotional characteristics, aggression, and
hyperactive-inattentive characteristics, as well as poor interpersonal skills and
poor social skills, or (b) has poor school academic achievement and poor
classroom work habits.
3. Differences in parental influence will impact the odds of dropping out of high
school. Specifically, the student’s odds of dropping out of high school will
increase if he/she (a) has low levels of support from his/her parents regarding
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his/her school efforts, or (b) has low levels of parental involvement in his/her
school efforts.
4. Differences in teacher and school related factors will impact the student’s risk
of dropping out of high school. Specifically, the student’s odds of dropping out of
high school will increase if his/her teacher (a) has low expectations for the
student’s long-term school success, (b) has poor efficacy as a teacher, (c) has little
	
  
experience, or (d) is teaching a larger than average class size.
Methodology
This study used data gathered in cycles 2, 6, and 7 of the National Longitudinal
Survey of Children and Youth (NLSCY). The purpose of the study was to examine the
personal, parental, teacher, and school related variables, associated with an increase in the
likelihood of an individual dropping out of high school. The following sections describe
the sample, the measures, and the research procedures including ethical considerations,
data organization, and analysis.
Sample
As mentioned earlier, the NLSCY has gone through 8 cycles, each of which has
been conducted every 2 years since 1994. The selection of participants for this study
included all children ages 8 to 10 years old included in cycle 2 (1996–1997) of the
NLSCY. This sample of respondents was followed up in cycles 6 (2004–2005) and 7
(2006–2007) to determine whether or not the student had successfully completed high
school. High school dropouts, as defined earlier, were classified as students who were
not currently enrolled in high school and who never completed the requirements for a
secondary school diploma. The high school dropout variable was derived from the youth
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component of the NLSCY, in cycles 6 and 7.
The sample included 1,138 students, 534 males and 604 females, ranging from
age 8 to age 10, who were surveyed in the NLSCY in cycle 2 conducted in 1996. The
sample was predominantly White with a family income of more than $30,000 per year
after taxes and deductions. The majority of respondents were characterized as having a
medium level of social economic status.

Measures
All questionnaires used in the NLSCY were developed by Statistics Canada in coordination with an expert advisory group (Statistics Canada, 2010). All instruments were
tested in focus groups and pilot surveys prior to data collection. The NLSCY has
information gathered directly from the parent(s) and teacher of each student as well as the
student where applicable. The parent and student information was gathered by telephone
during the designated survey period for each cycle. The interviews were conducted by a
designated and trained Statistics Canada employee and were administered using
computer-assisted technology (Statistics Canada, 2010). The teacher questionnaire
component of the NLSCY was mailed to the principal of the school attended by each
student in the survey whose parents had given consent. The principal then determined
which of the student’s teachers knew him/her best and should complete the questionnaire.
The following section describes the variables of interest to this study as obtained
from the various data sources represented in the NCLSY. Details on how the actual
scores for each variable were derived will be provided in the research procedure section,
as applicable.
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Independent variables. The independent variables fall under three categories:
student related, parent related, and teacher and school related. With the exception of the
student’s background characteristics, which were obtained from information provided by
the parents in cycle 2, all the other independent variables were obtained from the teacher
questionnaire included in cycle 2.
Student personal related variables.
subcategories:

background

characteristics,

Student related variables fall in three
personal

characteristics,

and

school

performance characteristics. Background characteristics are comprised of the student’s
age, gender, race, as well as family and home environmental characteristics, specifically,
income and socioeconomic status. The personal characteristics include; emotional
characteristics, hyperactive-inattention characteristics, aggression, social skills, and
interpersonal skills. Finally, school performance characteristics are divided into two
parts: level of academic achievement and classroom work habits.
Parent related variables. The parental influence variable was divided into two
components, namely parental support (which pertains to the student’s parent’s level of
support for their attendance and school preparedness), and parental involvement (which
relates to the student’s parent’s level of involvement with the student’s schooling efforts
and the level of importance the parent places on schooling).
Teacher and school related variables. The variables in the teacher category fall
into three areas, namely, teacher expectations, (which is characterized by the teachers’
expectations for the student in the future), teacher efficacy (which pertains to the teachers
level of support for their students and the emphasis they place on student success), and
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teacher experience (which represents the length of time the teacher has been teaching, in
years). The main school related variable considered was class size.
Dependent variable. The current investigation has only one dependent variable,
high school dropout. Participants who were not currently enrolled in high school and had
not completed the requirements for a high school diploma/certificate were considered
high school dropouts. The dependent variable information was obtained from the
participant in cycles 6 and 7.
Research Procedure
Ethical considerations. The first step of the research procedure was the issue of
ethical considerations. Once ethics approval was granted by Nipissing University an
application for access to Statistics Canada data was submitted, along with a research
proposal, to the Social Sciences and Humanities Research Council of Canada (SSHRC)
and Statistics Canada. Upon approval, a contract was signed with Statistics Canada,
which allowed the study to be conducted, and granted the investigator access to the
applicable microdata files. All of Statistics Canada’s confidentiality rules were strictly
adhered to, including the fact that where necessary, data were suppressed to prevent
direct or residual disclosure of identifiable data (Statistics Canada, 2010).
Data organization and analysis. Using the data supplied by and accessible at
the Research Data Centre in Ottawa, Ontario, a research database was created using
information from all children ages 8 to 10 years old that were included in cycle 2 of the
NLSCY. After the sample was selected for age, the database was reduced to include only
the background characteristics of the children, specifically, their age, gender,
socioeconomic status, income, and race. Next, the database that housed all the
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information gathered through the teacher questionnaire was merged with the background
database that was already created. The research database was now complete with all the
independent variables needed for the current investigation.
The newly created database was then divided by age and separated into two
different databases, one for children aged 8 and one for children ages 9 to 10. The
databases were divided by age to ensure that follow-up data were gathered at the
appropriate cycle. The last two databases that were included in the analysis came from
cycles 6 and 7 of the NLSCY. Only two variables were extracted from each cycle,
whether the student was still in high school and whether or not the individual had
completed the requirements for a high school diploma. All remaining variables from the
follow-up cycles were deleted from the databases. Cycle 6 was merged with the 8-yearold database and cycle 7 was merged with the 9 and 10-year-old databases. Both
databases were then sorted by the variable that asked whether or not the individual was
currently in high school. Any individuals who were enrolled in high school were deleted
from the sample. From the remaining individuals who were not currently enrolled in high
school, the item originally labeled “have you completed the requirements for a high
school diploma” was relabeled as the “high school dropout” variable and responses were
coded as yes or no. The two new age databases were then merged into the main research
database.
Guided by the data analysis model suggested by Nunnally and Bernstein (1994), the
following 6-step sequence was adopted for the remaining aspects of the research
procedure: manage missing data, examine internal consistency, compute scale scores and
describe remaining variables, assess multicolinearity, examine descriptive statistics, and
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perform statistical procedure(s), in this case, binary logistic regression.
Step 1: Manage missing data. In the longitudinal samples of the NLSCY,
attrition is common. Attrition rate in the NLSCY refers to the proportion of respondents
remaining in the survey relative to the number of respondents at cycle 1. From one cycle
to the next, respondents either drop out or are dropped out of the survey for a variety of
reasons. For example, respondents would be dropped out after specified occasions of
nonresponse, with the nonresponse being caused by such reasons as moving or death. As
an example, at the beginning of cycle 2 there were a total of 16,903 respondents, which
represented a cumulative longitudinal response rate of 79.1%. This rate continued to
decrease to 76.0%, 67.8%, 63.1%, 57.6%, and 56.6% in cycles 3-7, respectfully
(Statistics Canada, 2010). Correspondingly, there was a significant amount of data
missing to be managed.
Thus, once the research database, as described in the previous section was in place,
the next step involved recoding all of the nonquantifiable responses, namely “I don’t’
know,” “not applicable,” “I don’t teach this subject area,” and “don’t know the parent(s)
or guardian(s) well enough,” into missing values as these responses could not be assigned
a value and, therefore, could not be included in the analyses.
Next, a Missing Value Analysis was executed to identify whether or not there were
distinct patterns in the missing data for the variables (SPSS, 2007).

To begin, all

variables with more than 10% of values missing were deleted from the database (Howell,
2002). To identify whether the remaining values in the database were missing completely
at random (MCAR) or not, a second Missing Value Analysis was executed and the
expectation-maximization (EM) method generated a Little’s MCAR test, which was
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nonsignificant. This finding is consistent with the assumption that the missing data were
random. At this point, because data were missing completely at random, it was safe to
single impute missing values. The remaining values that were missing were imputed
during the process of computing the scale variables by single mean imputation.
Step 2: Examine internal consistency.

Internal consistency measures were

computed for all items in each proposed scale to ensure the variables chosen met the
acceptable Cronbach’s alpha level of .70 or higher (Cronbach, 1951; Nunnally &
Bernstein, 1994). The Cronbach’s alpha is a measure of reliability and ensures that all
items included in a scale measure the same construct. The Cronbach’s alpha level is
believed to indicate the degree to which a set of items measures a single one-dimensional
construct. The higher the alpha level, the more accurate the scale is at measuring that
construct (Cronbach, 1951). The scales and consistency values are as follows: emotional
characteristics (.86), hyperactive/inattention (.82), aggression (.89), social skills (.81),
interpersonal skills (.90), academic achievement (.92), classroom work habits (.90),
parental support (.78), parental involvement (.79), and teacher efficacy (.72).
Step 3a: Compute scale scores.

The next step in the research procedure

involved building the scale variables that were used for the personal, parental, and
teacher characteristics. New variables were created by combining several questions from
the teacher questionnaire that reported on the same attribute or behaviour of the student,
parent and teacher.
When combining the list of variables for each scale, a single mean imputation was
included in the computation equation for each scale. Scores were totaled for all questions
included in the scale, and a mean value replaced a missing value when the majority of the
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answers to the items in the scale, more than 50%, had numerical responses. Any cases
that had missing value responses on more than 50% of the questions included in the scale
were deleted from the sample.
All of the computed scale variables were obtained by totaling the teachers’
responses to each question included in the scale and are outlined as follows:
Emotional score: Responses were coded from 1 to 3; 1 (Never or not true), 2
(Sometimes or somewhat true), and 3 (Often or very true) and represented how often a
student displayed seven negative emotional characteristics. A student who has negative
emotional characteristics would have scores that are closer to a value of 21, which is the
highest possible score for this scale.
Hyperactive–inattention score: Responses were coded from 1 to 3; 1 (Never or
not true), 2 (Sometimes or somewhat true), 3 (Often or very true), and represented how
often a student displayed the 11 hyperactive-inattentive characteristics. A student who
has negative hyperactive-inattentive behaviours would have scores that are closer to a
value of 33, which is the highest possible score for this scale.
Aggression score: Responses were coded from 1 to 3; 1 (Never or not true), 2
(Sometimes or somewhat true), and 3 (Often or very true), and represented how often a
student displayed the 11 aggressive characteristics. A student who demonstrates highly
aggressive behaviours would have scores that are closer to a value of 33, which is the
highest possible score for this scale.
Social skills score: Responses were coded from 1 to 3; 1 (Never or not true), 2
(Sometimes or somewhat true), and 3 (Often or very true), and represented how often a
student displayed the nine positive social skills. A student who demonstrates poor social
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skills would have scores that are closer in value to 9, which is the lowest possible score
for this scale.
Interpersonal skills score: Responses were coded from 1 to 5; 1 (Never), 2
(Rarely), 3 (Sometimes), 4 (Usually), and 5 (Always), and represented how often a student
displayed the seven positive interpersonal skills. A student who demonstrates poor
interpersonal skills would have scores that are closer in value to 7, which is the lowest
possible score for this scale.
Academic achievement score: Responses were coded from 1 to 5; 1 (Near the top
of the class), 2 (Above the middle of the class but not at the top), 3 (In the middle of the
class), 4 (Below the middle of the class but above the bottom), and 5 (Near the bottom of
the class), and represented how successful the student is (according to the teacher) in
comparison to the rest of the class on the three academic achievement variables. A
student who has a low level of academic achievement would have scores closer in value
to 15, which is the highest possible score for this scale.
Classroom work habits score: Responses were coded from 1 to 5; 1 (Never), 2
(Rarely), 3 (Sometimes), 4 (Usually), and 5 (Always), and represent how often a student
displayed the five positive classroom work habits. A student who has poor classroom
work habits would have scores closer in value to 5, which is the lowest possible score for
this scale.
Parental support score: Responses were coded from 1 to 5; 1 (Never), 2 (Rarely),
3 (Sometimes), 4 (Usually), and 5 Always), and represented how often the teacher
believed the student’s parents displayed the six negative school characteristics. A student
who had low levels of parental support would have scores closer to a value of 30, which
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is the highest possible value for this scale.
Parental involvement score: Responses were coded from 1 to 3; 1 (Very
important), 2 (Somewhat important), and 3 (Of little importance) on the first item. As
well as 1 (Strongly support), 2 (Somewhat support), and 3 (Do not support) on the second
item, and represented how much the teacher believed the student’s parents were involved
in their schooling efforts. A student who had low levels of parental involvement would
have scores closer to a value of 6, which is the highest possible score for each item
included in the scale.
Teacher expectations score: Responses were coded from 1 to 6 in ascending
order of level of education the teacher believes the student will complete in the future.
Values in the scale range from lowest to highest and the scale starts with completing
elementary school and goes up to completing a university degree. A teacher who has low
expectations for the student would assign a score closer to a value of 1.
Teacher efficacy score: Responses were coded from 1 to 5; 1 (Strongly disagree),
2 (Disagree), 3 (Neither agree nor disagree), 4 (Agree) and 5 (Strongly agree), and
represented how much the teacher believed they were exhibiting the five positive teacher
competencies. A teacher who had low levels of teacher efficacy would have scores closer
in value to 5, which is the lowest possible score for this scale.
Income: Income level responses were coded from 1 to 4; 1 (less than 10,000), 2
(10,000 to 19,999), 3 (20,000 to 29,999), and 4 (30,000 and up) and represented the
family’s total income from all sources after taxes and deductions. A category of “39,999
and up” was collapsed into the “30,000 and up” category by the researcher due to
disclosure restrictions imposed on the current research study by the Research Data Centre
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of Statistics Canada. For the purpose of this research study, income was treated as a scale
variable given that the values range from lowest to highest.
Step 3b: Describe remaining variables.
Gender: Males and females were coded as 1 (female) and 2 (male).
Race: The 12 categories for racial backgrounds were collapsed into two
categories due to disclosure rules imposed on the current research by the Research Data
Centre of Statistics Canada. The remaining two categories were coded as 1 (White) and 2
(non-White).
High school dropout: High school dropouts were determined by the respondent
answering “yes” or “no” to whether or not they completed the requirements for a high
school diploma. The responses were coded as 0 (yes) and 1 (no).

A student was

categorized as a high school dropout when his/her score on this variable was equal to 1.
Age: Each participant’s age (in years), was reported by the Person Most
Knowledgeable (PMK) about the child in cycle 2 of the NLSCY.
Socioeconomic status (SES): Values for the socioeconomic status of each
student’s family were originally computed by Statistics Canada. The SES index for each
participant is derived from three variables; parent’s level of education, parent’s level of
income, and the level of prestige for each parent’s occupation. The values range from 1.5
(and up) to -2.0 (or less). A value close to 0 on this measure of SES, for example, would
indicate that the student’s parents would be high school graduates, the parent would be
semiskilled in a clerical field but possibly not in the labour force and the spouse would be
semiskilled in manual labour and the total household family income would be
approximately $55,000. For a more thorough explanation of what constitutes high and
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low SES scores, see Appendix D. For the purpose of this study, the SES values for each
student were extracted directly from the NLSCY cycle 2 database.
Teaching Experience: Represents the total number of years the student’s teacher
has been teaching.
Class Size: Represents the total number of students in the teacher’s class.
Step 4: Assess multicolinearity.

The next step in the research procedure

involved measuring the mulitcolinearity of the independent variables. This step was
executed by producing a Pearson Correlation Coefficient matrix for all applicable
variables and then examining the values. Correlations that exceeded 0.7 were determined
to indicate multicolinearity (Nunnally & Bernstein, 1994; Rumsey, 2007). Any highly
correlated variables were not to be included in the same logistic regression analysis.
Step 5: Examine descriptive statistics. The next item included in the research
procedure was running descriptive statistics for all independent and dependent variables.
Measures of central tendency and variability were selected in the descriptive analysis and
included generating and evaluating means, ranges, maximum and minimum values and
standard deviations for all variables in the analysis.
Step 6: Perform statistical procedure(s). Binary logistic analysis was used with
the independent variables mentioned previously as predictor variables, and high school
dropout as the outcome variable. Logistic regression was chosen for the current research
analysis because it requires a binary dependent variable. Leech, Barrett, and Morgan
(2004) suggest that, because no assumptions are made about the distribution of the
predictor variables used in logistic regression, the researcher must ensure that the
predictor variables are not highly correlated with one another, as this would cause
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problems with estimation. Leech et al. also suggest that researchers use large sample
sizes, specifically 400 participants or higher, in logistic regression to provide sufficient
numbers in both categories of the response variable. Logistic regression uses the
independent variables under investigation to estimate the likelihood of occurrence of one
of the categories of the dependent variable (Sweet & Grace-Martin, 2008). Logistic
regression also allows independent variables to be categorical or continuous.

The

categorical option was also selected in the logistic regression analysis and gender and
race were identified as categorical variables.
In this study, the likelihood that each participant will become a high school
dropout based on the independent variables used in the current research model was
investigated.
When deciding which method to chose for entering the predictor variables into the
logistic regression model, Meyers, Gamst, and Guarino (2006) suggest selecting the
method that best suits what stage the researcher is at with his or her research. They
recommend that if the researcher is testing the hypothesis that the independent variables
taken together will predict the dependent variable, then the researcher should use the
“Enter” method. Otherwise, if the researcher is looking to find variables that he/she can
test as predictors in a subsequent study or hold-out sample, then they recommend using
the “Forward/Backward” method. The enter method will be used to test whether the
predictor variables together predict high school drop out status.
Finally, model fit was assessed, with model discrimination obtained through the
classification table, model calibration through the Hosmer-Lemeshow goodness-of-fit
chi-square. The model is considered to fit the data well when the Hosmer-Lemeshow test
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is nonsignificant. Nagelkere R 2 used to explain the proportion of variation accounted for
by the model. Further, in examining the association between the independent variables
€
and the dependent variable and testing the research hypotheses, the Wald statistic was

used and the odds ratio for each predictor valuable was examined.
The software package PASW 18 was used to execute all of the analyses identified
in the research procedure.
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Results
As indicated earlier, a Pearson’s Correlation Coefficient matrix was generated to
identify any colinearity among the predictor variables. The results are displayed in Table
1. From the correlation table, it can be determined that several correlations among the
independent variables are significant at the p < .05 and p < .01 levels but this is to be
expected due to the large sample size. Norusis (2008) cautions researchers to always look
at the magnitude of the correlation coefficient as well as the observed significance level.
Particularly for large sample sizes, even very small correlation coefficients will tend to
have small observed significance levels. Statistically significant does not mean important
or useful, therefore, only correlations of .70 or higher that are also statistically significant
were determined to indicate multicolinearity.
Based on the above mentioned guidelines, it was determined that the classroom
work habits variable is highly correlated with the interpersonal skills variable (r = .79)
and hyperactive/inattention variable (r = .72), and that the interpersonal skills variable is
highly correlated with the hyperactive/inattention variable (r = .70) and social skills
variable (r = .72). As a result, the work habits variable and the interpersonal skills
variable were removed from the list of predictor variables to be included in the logistic
regression

analysis.

The

work

habits

scale

was

removed

instead

of

the

hyperactive/inattention scale based on the variety of questions included in each scale. The
work habits scale included only five basic behaviours that could be highly subjective
when rated by an observer, such as the child’s teacher. The hyperactive/inattentive scale
offered more variety in behaviours related to issues such as attention, distractibility, and
cooperation. Based on the literature previously reviewed, the hyperactive/inattention
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scale included items more closely related to early predictors of high school dropout,
therefore, this scale was included in the analysis instead of the work habits scale.
The descriptive statistics and frequencies for the independent and dependent
variables are represented in Table 2 and Table 3, respectively. The sample, N = 1138, had
32.4% of children aged 8, 32.4% of children aged 9, and 35.1% of children aged 10 (M
=9.03, SD = .82). The gender composition for the sample was 46.9% male and 53.1%
female, and the racial composition was 94.9% White and 5.1% non-White. In addition,
the average income of the sample represented a total family income of more than $30,000
annually after taxes and deductions, and the mean level of socioeconomic status for the
sample was medium (see Appendix D) with values ranging from -2.12 to 2.98 (M =
0.14).
From the sample of 1,138 students included in the analyses, 146 did not complete
the requirements for a high school diploma and were not enrolled in high school at the
time of the NLSCY survey, indicating a dropout rate of 12.8% for this sample. Results
from the logistic regression analysis are displayed in Table 4. A single block entry
logistic regression was performed with high school dropout as the dependent variable and
age, gender, socioeconomic status, income, race, emotional characteristics, academic
achievement, hyperactive/inattention characteristics, aggression, social skills, parental
support, parental involvement, teacher expectations, teacher experience, teacher efficacy,
and class size as predictor variables.
The model appeared to fit the data well, with a Hosmer-Lemeshow Chi-square=	
  
8.96,	
   df	
   =	
   8,	
   p	
   =	
   0.34. Model discrimination revealed that an estimated 90.1% of all
students were correctly classified based upon their high school completion status.
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Table 1
Pearson’s Correlation Coefficient Matrix for Continuous Independent Variables

1. Income

1

2

3

4

5

6

7

8

9

10

11

12

13

--

.58**

-.13**

-.19**

-.18**

.12**

.19**

-.18**

.19**

-.20**

.23**

.04

.24**

--

-.10**

-.20**

-.19**

.13**

.22**

-.27**

.23**

-.19**

.27**

.17

.32**

--

.47**

.40**

-.27**

-.49**

.24**

-.34**

.37**

-.19**

.03

.32****
-.20

--

.65**

-.53**

-.70**

.50**

-.72**

.54**

-.38**

.02

-.39**

--

-.60**

-.67**

.30**

-.52**

.50**

-.32**

.01

-.30**

--

-.49**

-.72**

.60**

-.42**

.32**

.05

.31**

--

-.50**

.79**

-.54**

.41**

.03

.39**

--

-.62**

.40**

.39**

.03

.58**

--

-.61**

.44**

.05

.45**

--

.46**

-.04

-.38**

--

.05

.40**

--

.02

2. Socioeconomic status
3. Emotional characteristics
4. Hyperactive/inattention
5. Aggression
6. Social skills
7. Interpersonal skills
8. Academic achievement
9. Classroom work habits
10. Parental support
11. Parental involvement
12. Teacher efficacy
13. Teacher expectations
Note: ** Correlation is significant at p < .01.
* Correlation is significant at p < .05.
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Table 2
Means, Standard Deviations, Minimum and Maximum values for the Independent
Variables
M

SD

Minimum

Maximum

Socioeconomic status

.01

.71

-2.12

2.98

Age

9.03

.82

8

10

Emotional characteristics

9.36

2.66

7

21

Hyperactive/inattention

18.47

4.31

11

33

Aggression**

13.94

3.46

11

33

Social skills

17

3.77

9

27

Interpersonal skills

29

4.16

7

35

Academic achievement

7.20

3.45

3

15

Classroom work habits

20.61

3.64

5

25

Parental support

8.26

2.66

6

30

Parental involvement

5.50

.88

2

6

Teacher expectations

4.92

1.32

1

6

Teacher efficacy

20.57

2.26

5

25

Teaching experience in years 18.56

9.35

*

*

Class size

4.73

*

*

25

Note: * Indicates values have been removed by the Statistics Canada Research Data Centre due to possible
risk of disclosure.
Note: The difference between the least and most year teaching is 38.58 years and the difference between
the least and highest class sizes is 39 students.
**direct and indirect aggression combined
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Table 3
Frequency Distributions for all Categorical Variables.
N

Percent

No

992

87.2

Yes

146

12.8

Female

604

53.1

Male

534

46.9

Less than 10,000

61

5.4

10,000 to 14,999

44

3.9

15,000 to 19,999

136

12.0

20,000 to 29,999

158

13.9

30,000 and up

739

64.9

White

1080

94.9

Non White

58

5.1

High school dropout

Gender

Household income

Race

	
  

117	
  

Vol.1, No.3, 59-141

	
  

INTERNATIONAL JOURNAL OF EARLY CHILDHOOD EDUCATION RESEARCH

Vol.1, No.3, 59-141

	
  

Table 4
Logistic Regression Involving All Independent Variables as Predictors of High School
Dropout in order of Significance
95% C.I.
Exp(B)
B

S.E.

Wald x 2 Sig.

Socioeconomic status

-1.28

.26

24.40

Gender (1)

.53

.24 €

Hyperactive/inattention

.09

Parental support

Exp(B)

Lower

Upper

.00*

.28

.16

.46

4.92

.02**

1.71

1.06

2.74

.04

5.01

.02**

1.09

1.01

1.18

.10

.05

4.07

.04**

1.11

1.00

1.22

Teacher expectations

-.17

.10

3.05

.08

.84

.69

1.02

Academic achievement

.06

.04

1.70

.14

1.06

.97

1.16

Teaching experience

.01

.01

1.03

.30

1.01

.98

1.03

Age

.14

.14

1.03

.31

1.15

.87

1.51

Parental involvement

.10

.13

.63

.42

1.11

.85

1.43

Teacher efficacy

-.02

.05

.21

.64

.97

.88

1.07

Race (1)

-.19

.52

.13

.71

.82

.29

2.31

Aggression

.01

.04

.13

.72

1.01

.93

1.10

Emotional characteristics

.01

.05

.08

.77

1.01

.92

1.10

Income

.02

.10

.03

.84

1.02

.82

1.25

Social skills

.00

.04

.01

.94

1.00

.92

1.09

Class size

.01

.02

.00

.95

1.00

.95

1.04

Note: *The result is significant at the 0.01 level
** The result is significant at the 0.05 level
Note: All df = 1.
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Specifically, of the students who completed high school, 98.9% were correctly predicted
by the model and, similarly, of the students who dropped out of high school 15.3% were
correctly predicted by the model.

This shows that prediction was better for those

individuals that did not drop out of high school than for those who did drop out of high
school indicating that this was a weak model for the purpose of this study. Nagelkerke R 2
was 0.25 indicating that 25% of the variance in high school dropout is accounted for by
€

the predictor variables in the model.

Table 4 provides the logistic regressions coefficients (B), Wald statistic and odds
ratio for each of the predictor variables. Results from this regression analysis revealed
that only socioeconomic status [ x 2 (1, N = 1,138) = 24.40, p < .05], gender [ x 2 (1, N =
1,138) = 4.92, p < 0.05], characteristics of hyperactivity and inattention [ x 2 (1, N =
€
€
1,138) = 5.01, p < .05], and parental support [ x 2 (1, N = 1,138) = 4.07, p < 0.05], could
€
significantly predict high school dropout. More specifically, the odds of dropping out of
€
high school were 1.71 times higher for males compared to females. A student’s odds of

dropping out of high school increased by 1.09 times with each one unit increase on the
hyperactive and inattention scale. Lastly, the odds of a student dropping out of high
school are increased by 1.11 times with each one-unit decrease on the parental support
scale.
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Discussion
Potential early childhood predictors of high school dropout were the focus of this
study. Specifically, student factors which includes background characteristics (gender,
race, socioeconomic status, and family income), and student’s personal characteristics
(emotions, behaviours, social skills, academic achievement, and classroom work habits),
along with parental factors (parental support and involvement) and teacher and school
related factors (teacher’s expectations of students, teacher efficacy, along with teacher
experience and class size) were investigated as predictors of high school dropout. These
factors touch on each system of Brofenbrenner’s (1979) ecological theory of child
development, which was the theoretical framework for the study.
This investigation uncovered socioeconomic status, gender, hyperactive and
inattentive behaviours, as well as parental support as potential predictors of high school
dropout.
After discussing the high school dropout rate observed in the study, the
proceeding sections discuss the results of the study within the context of theory and
literature. Within the various sections, implications for education practice will also be
highlighted as well as limitations to the current study and future research directions.
High School Dropout Rate
The first item of importance to discuss is how many of the students in the sample
actually left high school before completing their diploma. The results revealed that the
dropout rate for this sample was 12.8%, which is similar to the Ontario average
previously reported at 10% (Mang, 2008). This finding is not overly surprising as the
drop out rate across Canada has remained relatively stable over the last 2 decades,
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fluctuating between 16% and 9% since 1990 (Bowlby, 2008; Gilmore, 2010). The
finding is of key importance as it demonstrates that little ground has been gained in
reducing the dropout rate for high school students. This does, however, support the
notion that prevention and intervention efforts aimed at reducing the dropout rate are not
as successful as they should be.
Background Characteristics
Based on Brofenbrenner’s (1979) theory, the current investigation hypothesized
that the background characteristics of the child, such as gender, race, SES, and income,
would influence whether or not the student completed high school. The findings indicate
that out of the four background characteristics investigated, only gender and
socioeconomic status predicted high school dropout.
More specifically, the results indicate that if the student is male, their odds of
dropping out increase. This finding is not surprising. As indicated previously, males
continue to be at a higher risk of dropping out of high school than females (Ensminger &
Slusarcick, 1992; Janosz et al., 1997; Jimerson et al., 2000; Newcomb et al., 2002;
Richmond & Miles, 2004; Véronneau et al., 2008; Vitaro et al., 2005). From this
information, it could be suggested that males are at a higher risk of dropout for several
reasons. First, males have been documented to be more aggressive than females (Farmer
et al., 2003; Lunenburg, 1999), which could put them at a higher risk for disciplinary
action from the school system, which, in turn, could lead to higher rates of absenteeism
and a sense of rejection from the school system, thereby causing males to give up and
stop attending school altogether. Or, it could be suggested that males have more
academic difficulties than females (Englund et al., 2008; Ensminger & Sluarcick, 1992;
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Richmond & Miles, 2004), and thus are unable to complete the academic requirements of
high school or dropout due to a consistent record of failure in their classes.
The results further suggest that as student’s scores on socioeconomic status
decreased, their odds of dropping out increase (Table 4). More specifically, children
from low socioeconomic backgrounds are at a higher risk of dropping out when
compared to children from higher socioeconomic status backgrounds. This indicates that
SES is a significant predictor of high school dropout as young as age 8. This finding is
also not surprising as it is consistent with recent research into childhood predictors of
high school dropout (Jimerson et al., 2000; Newcomb et al., 2002; Véronneau et al.,
2008; Vitaro et al., 2005).
Personal Characteristics
Continuing with Brofenbrenner’s (1979) theory, it was hypothesized that the
personal characteristics and behaviours of the child, namely, their emotional
characteristics,

aggression

related

characteristics,

hyperactive

and

inattention

characteristics, social skills, and academic performance, would influence whether or not
the student completed high school. The findings from the current investigation indicate
that out of the five personal characteristics investigated, only the behaviours associated
with hyperactivity and inattention predicted high school dropout. Specifically, the results
showed that as students’ scores on measures of hyperactivity, distractibility and
inattention increase so do their odds of dropping out of high school.
This particular finding is of importance due to the lack of current research
exploring the link between Attention Deficit Hyperactivity Disorder (ADHD) type
behaviours in elementary school and later high school success (Du Paul et al., 2004;
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Vitaro et al., 2005). It is not surprising that students who display behaviours associated
with ADHD have academic difficulties. As these students have difficulty following
directions, paying attention and are easily distracted, then it is understandable that they
may have difficulty achieving academically and socially. When students are unable to
keep focus and pay attention to important information, they will most likely struggle
through tests and possibly be subjected to continuous teacher or school related discipline
as their behaviours may be confused with deliberate disobedience or lack of respect.
What is surprising is the age at which these behaviours can predict high school dropout.
This indicates that behaviours such as distractibility, fidgeting, impulsivity, inability to
stay on task put students at risk and need to be targeted for earlier intervention in order to
successfully reduce the high school dropout rate for this unique population of students.
Parental Influences
Parental involvement and support were also hypothesized as potentially
contributing to their child’s high school completion status through Brofenbrenner’s
(1979) theory, and their influence was partially substantiated in this investigation. The
findings indicate that the less involved the student’s parents are in his/her schooling
efforts, the more likely the student is to drop out of high school.
This finding is also worth highlighting as the parental support items included in
this analysis involved school specific support for the child’s academic success. The
questions included in the parental support variable were all related to how much support
the parent(s) or guardian(s) were providing to the child’s schooling efforts, which is
consistent with current research (Entwisle, Alexander, & Olson, 2004; Rumberger et al.,
1990). However, the area of parental support examined in this study is directly related to
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how much the parents are nurturing their child’s success at school.
It is not surprising that parental support and socioeconomic status were both
significant predictors of high school dropout as the items included in the parental support
variable reflected items that could be influenced by SES, such as whether or not the
student was properly dressed for school, whether or not the child had the necessary
school materials for class, and whether or not the child had proper nourishment. Although
these two variables did not meet the threshold for colinearity in this study, it is important
to recognize how one variable may be influencing the other in predicting high school
dropout. This finding indicates that social and financial inequalities are continuing to
impact a student’s school success, suggesting that teachers may need to find alternative
methods of interacting with, and gaining support from a student’s parents in order to
foster dialogue and promote parental support for student success.
Summary
Contrary to the research reviewed, income, aggression, academic achievement,
poor social skills, negative emotional characteristics, and teacher and school related
factors did not predict high school dropout. This indicates that some variables previously
thought to contribute to high school dropout at an early age were not significant for this
population of students. This could be the result of many factors. One such factor could be
that the information relating to most of these variables came only from the student’s
teacher. As a result, the risk of the data not representing the most accurate picture of each
child’s psychosocial and familial make-up is increased. This is not to say that these
findings should be disregarded, but lends to the idea that further research should be
gathered using multiple sources of information to ensure that the personal characteristics
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of the child are captured accurately in every situation by all key stakeholders involved in
the child’s upbringing.
Nevertheless, the outcome of this study lends way to numerous suggestions and
potential advancements in the areas of prevention and intervention among elementary
school students who display characteristics associated with predictors of high school
dropout. The results of this study suggest that there are several childhood predictors of
high school dropout that need to be targeted in prevention efforts going forward to ensure
that students are receiving the proper support for their educational development. Most
important, the findings reiterate that prevention programs, such as early learning
strategies, must target and treat the whole child and further enforces the need for parents
to be involved in their children’s educational development (Crusto et al., 2003; Duchesne
et al., 2008; Entwisle et al., 2004; Foster, Tilleczek, Hein, & Lewko, 1993; Rumberger,
1987). In the best interests of students, schools and policymakers alike need to gain
substantial ground on bridging the gap between home environments and school
environments, as well as enhance their efforts directed towards counteracting the
influence of gender and socioeconomic status.
Limitations
One limitation of this study was that the reported analyses were based on
unweighted data. According to Statistics Canada (1998), The principle behind estimation
in a probability sample such as the NLSCY is that each person in the sample "represents,"
besides himself or herself, several other persons not in the sample. For example, each
child in the NLSCY sample represents about 300 children in the population” (p. 39).
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Because the NLSCY is based upon “a complex sample design, with stratification,
multiple stages of selection, and unequal probabilities of selection of respondents, there
could exist potential for the data collected to be bias” (Statistics Canada, 1998, p.119). As
a result, in order for survey estimates and analyses to be free from bias, survey weights
must be applied.
The NLSCY offers three different sets of weights for each cycle, two longitudinal
(funnel and nonfunnel) and one cross-sectional (Statistics Canada, 2008). “Funnel
weights are assigned to longitudinal children who have responded at every cycle, while
non-funnel weights are assigned to longitudinal children who responded at the most
recent cycle, but not necessarily at all previous cycles” (Statistics Canada, 2008, p. 33).
When making inferences about a population that was surveyed, Statistics Canada
recommends that the survey weights be used. Because of the complex sample design, the
distribution of a characteristic of interest in the sample is probably different from its
distribution in the population. Only by applying the survey weights can the population’s
distribution be preserved (Statistics Canada, 2008). The appropriate weight for use in
this study was the funnel weight for cycle 7. The limitation of reporting data without the
weights applied is the implication on the external validity of the study. Subsequently,
while this study points to important potential predictors of high school dropout, it remains
important to determine if any of the identified predictors will remain significant in
predicting high school dropout after the weights have been applied.
Another limitation revolves around the fact that high school dropout can occur for
a variety of reasons, which can be voluntary or involuntary. Notwithstanding, the current
investigation does not differentiate between students who left high school before
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graduating as a result of their own choosing (drop out) or as a result of a disciplinary
action that may have been imposed on them (kicked out).

As a result, the findings

should be interpreted with this in mind, particularly when discussing implications for
educational practice.
Internal Validity
Threats to the internal validity of a study indicate that other factors are
contributing to the observed differences in the dependent variable and not solely the
independent variables under investigation (Fraenkel & Wallen, 2009). One potential
threat to the internal validity of this study is data collector bias. As mentioned earlier,
most of the information used in the study design was obtained from teachers who
reported on their own behaviours as well as those of their students and the students’
parents. Subsequently, the teachers may have randomly missed, minimized, or
maximized the severity of any of the behaviours they reported on. For example, teachers
may not want to paint a student in a negative light. They may downplay the behaviours of
children and dismiss any extreme behaviours as unusual and not the norm for that
particular child.
Additionally, the current research study did not conduct Exploratory Factor
Analysis which could have weakened the validity of the scales used in the analysis.
Finally, there exist several nonsampling errors in the NLSCY, such as response errors
due to sensitive questions, poor memory, translated questionnaires, and approximate
answers (Statistics Canada, 2010).
Implications
Children's success or failure in school does not occur within a neatly defined set
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of parameters but can be explained as occurring within interacting environments.
Bronfenbrenner’s (1979) research and theory has helped focus our attention to the larger
frameworks of children's lives. He emphasizes the need to examine that systems at work
beyond the individual and urges us to explore the settings, such as home environments
and school environments (microsystems) in which children are directly implicated, and
urges researchers to study the relationships between these key settings in which children
are located (Tan & Goldberg, 2009). Ensuring that children not only stay in school but
also strive to meet and exceed our pre-described academic standards as well as fully
realize their own academic and personal potential are high priorities for parents,
educators, and governments alike. Research is consistently demonstrating the impact that
parents have on their children’s educational outcomes (Englund et al., 2008; Entwisle et
al., 2004; Hill & Taylor 2004; Jimerson et al., 2000; Oyserman, et al., 2007; Rumberger
et al., 1990; Tan & Goldberg 2009).
Although the Ontario Ministry of Education has recently developed parental
incentive programs for parents who engage in their children’s educational organization,
the programs have several limitations. Specifically, it appears as though the terms and
conditions associated with applying and qualifying for such incentives are designed more
for the parents who are already involved in their child’s schooling and do not necessarily
target the parents who are largely absent from the school picture. More precisely, most of
the incentives apply to parents who work together in groups on educational projects for
their children’s school (Ontario Ministry of Education, 2011). In addition, the terms and
conditions that accompany these incentives require that parents apply for and pay for the
cost of insurance to run any school-associated programs or fundraisers, as well as keep
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meticulous financial records and submit a dissemination of their project goals and
outcomes (Ontario Ministry of Education, 2011). These strict guidelines are well founded
and serve to reward those parents that do participate in the school, but miss the purpose
of recruiting new parents to become involved in their student’s educational activities.
McCain and Mustard (2002) have explicitly outlined the need for early education
among children as young as infants, as well as the implications that promoting children’s
health and developments have on the success of the country in their Early Years Study.
McCain and Mustard analyzed data gathered by the NLSCY from 1994 to 1998 and
found that approximately 212,000 out of 900,000 children from the ages of 0 to 6 in
Ontario were at risk for not reaching their full potential when they entered the school
system. The authors described these 212,000 children as “on a life course trajectory that
could lead to learning, behaviour and health problems later in their life” (McCain &
Mustard, 2002, p. 17).
The key aspect to McCain and Mustard’s (2002) research is that they are not
describing children from extremely low-income families with no stable parents or
guardians. They found that the majority of the children who were at risk for negative
developmental trajectories were from two-parent, middle income families, indicating that
factors, such as income, academic achievement, and socioeconomic status, are not the
whole picture when discussing where efforts and funding need to be targeted. Therefore,
the findings from this research study bring to the discussion the possibility of adding new
topics on the policymakers’ agenda for student success, specifically, improving support
services for students with attention and hyperactive difficulties as well as enhancing the
current prevention and intervention efforts at the elementary level.
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High school graduation is by no means the whole picture. Life beyond high
school graduation has societal and personal impacts. Future research and the programs
that will develop from research studies such as this truly emphasize the need to prioritize
student discrepancies in socioeconomic status, gender, and hyperactive and inattentive
behaviours, at the same level as academic achievement improvement, in order to ensure
that each individual will be successful beyond the educational organization.
Future Research
This study offers the opportunity for future researchers to expand on the ideas
investigated in an effort to help narrow down specific prevention programs and stable
early predictors of high school dropout. Some of the key areas that require further
attention would include evaluating the efficacy of current prevention and intervention
efforts in conjunction with examining the persistent characteristics that help children to
be resilient in the face of negative influences. Particularly, those characteristics that pose
the greatest risk for permanent negative development. It would be of significant interest
to identify the interactions among possible predictors of high school dropout to examine
whether or not the predictors identified in this study are influencing the child’s
development alone or as a result of other compounding influences. In addition, it would
be important to further examine how the predictors of high school dropout vary (increase
or decrease) throughout the child’s development. Such a task could be addressed by
examining variables at multiple time points throughout the child’s lifespan; for instance,
examining the influence of each predictor at each school year from kindergarten to grade
12.

By examining the impact of variables at multiple time points, researchers and

policymakers would be able to target prevention and intervention programs at the
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appropriate developmental periods and for the most persistent negative influences that
contribute to high school dropout.
Conclusions
This study identified socioeconomic status, hyperactive and inattentive-related
behaviours, and parental support as potential predictors of high school dropout in a cohort
of elementary students. Of key importance for this discussion, and for future research, is
the fact that identification of students who are placed at-risk by these factors and
subsequent intervention efforts need to remain a key focus at the elementary school level.
Therefore, this study echoes the suggestions of Newcomb et al., (2002), that the
likelihood of dropout intervention efforts being successful when a student is already in
high school may be slim. By the time an at-risk student reaches high school, they have
most likely already had numerous negative experiences within the educational
organization related to their academic and personal struggles, making intervention efforts
reactive as opposed to proactive.
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