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ABSTRACT

Dropping out of school early is a major social problem that needs to be addressed, given 
the negative consequences for the individual, as well as the high social costs involved. 
Combatting early school leaving is one of Europe’s Sustainable Development Indicators 
and a challenge for many schools. We present the results of the project “Pupils at risk of 
dropping out” carried out in Andalusia (Spain). This community has a very high dropout rate 
(21.6% on average) compared to the European average (around 10%). We analysed the risk 
factors for school dropout among pupils in this community by relating their attitudes and 
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behaviour in the classroom to their socio-family characteristics. The methodology used was 
quantitative. Two scales were administered to a representative sample of 1426 students: 
one measuring students’ perceptions of socio-familial characteristics and the other gauging 
pupils’ perceptions of student attitudes and behaviour in the classroom, both based on the 
work of Fortin et al. (2006) and Lessard et al. (2008). The main results point to the relevance 
of family characteristics in student behaviours and attitudes, with family involvement not 
being as influential as a predictor of such behaviours. The main conclusion we draw is that 
socio-family characteristics influence the attitudes and behaviour of pupils in the classroom, 
perceiving the importance of education within the family as the main characteristic. 

Keywords: students at risk, dropout, compulsory secondary education, socio familiar 
characteristics, construct validity 

RESUMEN

El abandono escolar temprano supone un importante problema social al que hay que hacer 
frente dadas las consecuencias negativas que produce para el individuo, así como los altos 
costes sociales que conlleva. Combatir el abandono es uno de los indicadores de Desarrollo 
Sostenible de Europa y un reto para muchos centros educativos. Presentamos los resultados 
del proyecto “Alumnado en riesgo de abandono” desarrollado en Andalucía (España). Esta 
comunidad presenta una tasa de abandono muy alta (21.6% de media) si la comparamos 
con la media europea (en torno al 10%). Analizamos los factores de riesgo de abandono 
escolar del alumnado de esta comunidad relacionando sus actitudes y comportamientos 
en el aula respecto a las características sociofamiliares. La metodología empleada ha sido 
cuantitativa. Se aplicaron dos escalas a una muestra representativa de 1426 estudiantes: 
una mide las percepciones de los estudiantes sobre las características sociofamiliares y la 
otra, la percepción de los estudiantes sobre las actitudes y comportamiento del alumnado 
en el aula; ambas elaboradas a partir de los trabajos de Fortin et al. (2006) y Lessard et al. 
(2008). Los principales resultados apuntan a la relevancia que las características familiares 
tienen sobre los comportamientos y actitudes del alumnado, no teniendo tanta influencia 
la implicación familiar como un predictor de dichas conductas. Como principal conclusión 
extraemos que las características sociofamiliares influyen en las actitudes y comportamiento 
del alumnado en el aula percibiendo como principal característica la importancia de la 
educación en el seno familiar. 

Palabras clave: estudiantes en riesgo de abandono, abandono escolar temprano, educación 
secundaria obligatoria, características sociofamiliares, validez de constructo 
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INTRODUCTION

Truancy, disruptive behaviour, family and personal difficulties, failing grades 
and repeating grades (repeated failure) are the prelude to early school leaving 
(hereafter referred to as ESL). This is a progressive disengagement process. It is not 
something that happens suddenly (Robin & Burger, 2020). Examining the above-
mentioned concepts, the term school failure is repeatedly the subject of discussion. 
For Fernández Enguita et al. (2010), failure has a denotative and connotative value. 
The denotative is due to the fact that there is no clear definition of it, as for some 
it would consist of not completing Compulsory Secondary Education (ESO), and 
for others, not completing post-compulsory secondary education, while all forms 
of failure, repetition or delay could be included; that is, partial failures can mark a 
difficult path to success. For example, in terms of school year repeaters in Andalusia, 
who account for 33.3%, a value well above the average for OECD countries with 
11.4% (PISA, 2019). The connotative would entail the disqualification and even 
stigmatisation of the pupil, blaming them exclusively, with the consequent de-
responsibilisation of the institution. This failure is sometimes due to serious 
absenteeism processes. This refers to the regular and continuous non-attendance 
of pupils in basic and compulsory education at the school they attend, without 
illness or major cause to justify their absence. According to data from the PISA 
Report 2015 (OECD, 2016), the percentage of students who say they have missed 
at least one day of school without justification is 25% in Spain, compared to 19% on 
average in OECD and EU countries. Failing at school, failing exams and sometimes 
not being allowed to progress to the following year, and missing classes, are all 
factors that contribute to the process of “disengagement”, which often ends up with 
students dropping out of school, as reported in previous studies (González-Losada 
et al., 2015). The terms “disengagement”, “dropping out” or disaffection have been 
widely used in studies in the English-speaking sphere. This is evidenced by the 
plethora of scientific articles that use the terms. Specifically, according to González 
and Bernárdez-Gómez (2019), there are students who become disengaged and 
end up dropping out. This phenomenon is well documented and has a complex 
and multifaceted nature, in which multiple contexts (school, classroom, families, 
community) and people (pupils, teachers, classmates, family members) interrelate, 
and in which factors of a very different kind (personal, social, cultural, economic, 
academic, school, etc.) intervene. These authors build on previous work such as 
that by Patton and Price (2010), in which they distinguish between students who 
are “visibly disengaged” (disruptive, apathetic and disengaged) and those who are 
disengaged, albeit not obviously (students who are adept at achieving high grades, 
despite lacking interest and aspiration). In similar terms, Sodha and Guglielmi 
(2009) distinguish between active disengagement (visible and manifest in low 
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achievement, negative attitudes, misbehaviour or avoidance of participation) and 
passive disengagement (students who passively withdraw from their education, 
distancing themselves cognitively and emotionally by being less visible). Notable 
among these works is the study by Fredricks et al. (2019) in which they review 
school commitment/engagement.

Having clarified these differences between concepts, we need to address ESL. 
According to the recommendations of the Council of the European Union of 28 July 
2009 (Council of the European Union, 2011) on policies to reduce early school leaving, 
they specify that: “The term ‘early school leavers’ is used in relation to people who 
leave education and training with only lower secondary education. …” (p. 1). The 
dropout rate is calculated from data provided by the Economically Active Population 
Survey (EAPS) of the National Statistics Institute (INE), taking as a reference the 
International Standard Classification of Education (ISCED), ensuring comparability 
with results from other countries (INE, 2015). Thus, according to the EAPS, the 
percentage of 18-24 year olds whose highest level of education corresponds to one 
of the ISCED levels 0 (Pre-school), 1 (Primary), 2 (Compulsory Secondary) or 3 (Post-
compulsory), short cycle and who are not studying or training in the four weeks 
prior to the survey, are dropouts (thus ruling out levels 3.A, Baccalaureate; 3.B, 
Intermediate Level Training Cycles; and 3.C, Occupational Training, which pursues 
specialisation in work skills.) (INE, 2015). The same definition can also be found in 
Eurostat (2020). One of the priority objectives of the Europe 2020 strategy is that 
the value of this indicator should not exceed 10%. Spain, in 2019, presented an 
ESL rate of 17.3% (21.4% men and 13% women), far exceeding the rates of other 
European countries. In this sense, “the level of early school leaving remained at 
very high levels (around 30%) between 2000 and 2008, without any improvement 
until 2009, when the indicator began to decrease” (Bayón-Calvo, 2019, p.50). In 
the present study, the dropout rate is 21.6% on average (16.9% for women and 
26.1% for men), Ministry of Education and Vocational Training, 2020a). Given the 
magnitude of the problem, within the Sustainable Development indicators, the 
issue is monitored. Specifically, the 2030 Agenda for Sustainable Development (INE, 
2021) includes the goal of ensuring inclusive and equitable quality education and 
promoting lifelong learning opportunities for all, and the corresponding indicator 
(4.1.2. Completion rate for primary and secondary education). 

In parallel, the results of studies such as the Trends in International Mathematics 
and Science Study (TIMSS), which assesses the mathematical and scientific 
competence of pupils in Primary Education (PE) and year 2 of Compulsory Secondary 
Education (ESO), or those of the Programme for International Student Assessment 
(PISA), carried out by the Organisation for Economic Co-operation and Development 
(OECD), highlight the poorer performance of Spanish students compared to the 
average for OECD countries (OECD, 2018, 2019).
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All these circumstances have serious individual and social consequences (Lessard 
et al., 2010). For example, these students have less access to the labour market, 
lower salaries and a higher risk of exclusion (Latif et al., 2015; UNESCO, 2015). This 
leads to high costs, a high rate of unskilled population and lower productivity, given 
the low level of education. This vulnerability, victimisation and exclusion in young 
early leavers is higher than in other age groups, according to international studies 
(Escudero et al., 2013; European Union, 2013; Sañudo Guerra, 2022).

In this context, it is necessary to analyse Spanish secondary schools, as they 
are the object of our study and the educational stage where the risk of dropout 
is highest. Previous research has identified issues that strongly influence the risk 
of ESL: teachers abuse traditional methodologies (Rué, 2006); students do not 
recognise the usefulness of their studies and tend to get bored in their classes 
(Moeller et al., 2020); they think that marks or grades are not important (González-
Losada et al., 2015; Tarabini y Curran, 2015); pupils do not feel included and 
this conditions their behaviour in terms of school regulations (Strayhorn, 2019; 
Johnson et al., 2020); nor do they recognise the centre as a place of their own and 
problems are identified in relations between peers (González-Falcón et al., 2016); 
the degree of commitment is low this conditions their performance (Fredricks et 
al., 2019) and relationships with teaching staff (Martin & Collie, 2019; Skinner et 
al., 2008).

Janosz et al. (1997) identified how the main predictors of school dropout in 
the last quarter of the 20th century, i.e. school, family, behavioural, social and 
personality variables, can be grouped into three main factors: personal, socio-family 
and school. These conclusions are reaffirmed in subsequent studies, most of which 
are also quantitative, and others based on a qualitative methodology (Aristamuño, 
2009; Calero, 2006; Janosz et al., 2008; Lessard et al., 2008; Suberviola, 2021). 
In the personal scope, research identifies skills, needs, interests and motivations 
as influencing the risk of dropout. Lower school commitment and participation 
are directly related to a higher likelihood of dropping out. Montecinos (2018) 
emphasised the lack of school participation and the absence of alternative routes 
to further studies. McGrath and Van Bergen (2015), focusing on pupil behaviour and 
temperament, they claim that students who are disruptive, aggressive or antisocial 
in class are at high risk of dropping out.  

Janosz et al. (2008), considered that low engagement and unstable school 
records point to a high risk of dropping out and often coincide with personal, family 
or social problems. Gubbels et al. (2019), in turn, identified risk factors related to 
the characteristics of young people such as age (the older they are, the higher the 
risk of absenteeism and consequently of failure and dropping out).

The second group of risk factors is linked to the family: low socioeconomic 
levels (Andalusia has one of the highest unemployment rates in the national scope 
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-INE, 2022-), psychosocial factors of the family and family-educational relationships 
(Suberviola, 2021), the attitude of parents towards studies, the type of language 
and communication existing between them; the promotion of reading, future 
expectations or the value they place on education (Janosz et al. 2008; Marchesi, 2003; 
Vitaro et al., 2001). The family can be expected to support the optimal development 
of children, given its educational influence as an agent of socialisation (Torío López, 
2004 and Fajardo Bullón, et al., 2017). Peña et al. (2016) stated in their study that 
parental lack of concern is the most important element in school dropout. In the 
case of poorly motivated and committed pupils, their parents further decrease their 
involvement in their education, and their teachers find it more difficult to establish 
positive relationships with them. These problems are due, among other variables, 
to the paths that the student has followed. The involvement of families and the 
backing and support of the school institution are therefore essential when students 
are at risk. Hence the importance of establishing connections between family and 
school (Álvarez and Martínez, 2016). 

Other studies highlight how increasing parents’ educational attainment 
decreases the likelihood of dropout (Cerruti & Binstock, 2004; Binstock & Cerruti, 
2005). Research such as that of Battin-Pearson et al. (2000) or Fortin et al. (2004) 
concludes that children who perceive little cohesion, conflicts, communication 
problems, lack of organisation in the family or who come from broken families, 
are more at risk of dropping out than other pupils Gubbels et al. (2019) extended 
these problems to the characteristics of the parents by referring to psychological 
problems or difficulties at work. 

The third group of factors are social and school aspects. They are usually 
focused on the role of teachers (Janosz, et al., 2008; Lessard et al., 2008, 2010, 
Sancho & Esteban, 2007). Some of the causes that most clearly intervene in student 
performance are also identified, such as the average socioeconomic level of the 
school, or repetition in previous years. This study by Gubbels et al. (2019) identified 
the features of their schools as determining factors (very high ratios, high repetition 
rates, low teacher quality); or the characteristics of their peer group (antisocial 
behaviour, truancy, delinquency, etc.). 

In view of the above, and given the high dropout and unemployment rates in 
the Andalusian community, this study was carried out in order to examined in depth 
some of the risk factors for dropout. In this paper, we analyse the socio-familial 
characteristics and their influence on the behaviours and attitudes of Andalusian 
secondary school pupils, presenting the results of the validation of two scales of an 
ad hoc instrument. 



Educación XX1, 26 (2), 267-298	 273

Students at risk: how do students’ perception of socio-familiar characteristics condition  
their attitudes and behaviour in the class?

METHOD

The research presented is quantitative and hypothetical-deductive, following 
a survey method and cross-sectional design. Although the research was more 
extensive (two questionnaires were administered: one for teachers and one for 
pupils). The overall aim of this work is to confirm the influence of socio-familial 
characteristics on students’ attitudes and behaviour in the classroom. As specific 
objectives, we propose:

•	 To analyse secondary school students’ perceptions of their socio-familial 
characteristics, attitudes and behaviour in the classroom. 

•	 To assess the construct validity of the “socio-familial characteristics” and 
“students’ attitudes and behaviour in the classroom” scales.

•	 To confirm the influence of socio-familial characteristics on students’ 
attitudes and behaviour in the classroom.

The initial hypothesis was formulated as follows: socio-familial characteristics 
influence students’ attitudes and behaviour in the classroom.

Sample

The sample used focuses on the educational community of 3rd and 4th year 
of Compulsory Secondary Education (ESO) in Andalusia. The sample consists of a 
total of 1426 pupils (N: 160.000; p<0,01; sampling error: + 4%) from 16 challenging 
ESO schools. The selection of the schools was intentional and carried out by the 
Andalusian Ministry of Education. The selection criteria were absenteeism and 
failure rates above the average for Andalusian schools and high rates of sanctions 
for disruptive behaviour. This made it easier for researchers to access and identify 
the schools, as these data are not publicly available.

Regarding the sample characteristics, 94.7% came from state schools (1350) 
compared to 5.3% (75) from schools, i.e. centres whose administration is mainly 
public but which are privately run. The selected sample were in 3rd (52.5%) and 4th 
(47.5%) year of ESO. As for gender, 49.2% were men and 50.5% were women, thus 
achieving a balanced representation in both groups. The mean age was 14.98 years, 
with a standard deviation (SD) of 0.96. 
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T-tests were carried out to study the differences in the sample distribution, with 
the following results: in terms of the educational level of parents, in general, no 
significant differences were found between the type of studies of parents (p=.38). 
However, there was a tendency for mothers’ educational attainment to be higher in 
line with university education (Figure 1). This is not the case for tertiary education/
vocational training, where there is a higher presence of fathers than mothers.

Figure 1 
Parent study levels

Figure 2 
Employment status of parents

With regard to employment status, as shown in Figure 2, there are significant 
differences between the employment status of fathers and mothers (P≤.001), with 
a higher percentage of fathers in paid work (76.5%) than mothers (48.3%), with 
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mothers devoting more of their time to housework (41.5%) than fathers (0.6%). 
There is also a higher percentage of unemployed fathers (15.5%) than mothers 
(7.5%).

Finally, in reference to some student performance indicators, 58.9% (840 pupils) 
had never repeated a year, 27% had repeated one year (385 pupils), 12.3% had 
repeated two years (176 pupils), 0.9% had repeated three years (13 pupils) and 
0.1% had repeated four years (1 pupil). The average number of subjects failed in 
the previous academic year was 1.27 (SD= 2.08), with considerable variability in the 
responses to this item. As for the type of subject repeated (Table 1), the highest 
percentages are accumulated in Mathematics (23%), English (18.9%), Spanish 
Language and Literature (18%), Biology and Geology (15.5%), Social Sciences 
(15.2%), Physics and Chemistry (10.5%), Technology (9.7%) and French (6.5%). The 
lowest percentages were concentrated around the subjects of Plastic and Visual 
Arts (3.2%), Civic Ethics (3%), Music and Physical Education, with 2.6% respectively, 
and Computer Science (0.8%).

Table 1
Repeated subject frequency and percentages

Failed subjects
Yes No

Frequency % Frequency %

Mathematics 328 23 1098 77

English 270 18.9 328 81.1

Spanish Language 257 18 1169 82

Physical Education 37 2.5 1389 97.4

Plastic and Visual Arts 45 3.2 1381 96.8

Biology and Geology 221 15.5 1205 84.5

Physics and Chemistry 150 10.5 1276 89.5

Social Sciences 217 15.2 1209 84.8

Technology 138 9.7 1288 90.3

Music 37 2.6 1389 97.4

Civic Ethics 43 3 1383 97

Computer Science 12 0.8 1414 99.2

French 93 6.5 1333 93.5
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Instrument

When designing our instrument, we took other scales already validated into 
account. We reviewed the work of Fortin et al. (2006), who studied risk factors 
around three main dimensions: personal, family and school, with pupils in 7th grade 
(equivalent to 1st year of ESO); the work of Lessard et al. (2008; 2010), focused on 
school factors, with pupils who had dropped out of school. The work by Janosz et 
al. (2000), which analysed school, family and peer relationship factors to predict 
dropout risk; Vitaro et al. (2001), who used questionnaires to analyse family factors; 
and those of Archambault et al. (2009a, 2009b), studying the relationship between 
pupil participation and engagement with the school institution in secondary schools. 
All these research studies served as our references when gathering information on 
the incidence of risk factors. What they all show is the complexity of the problem of 
dropping out and the heterogeneity of the individuals at risk, as well as the different 
weight that each of the factors has in the school leaving process. 

In our study, two scales were applied: one measuring pupils’ perceptions of 
socio-familial characteristics (Annex I) and the other gauging their perceptions of 
pupils’ attitudes and behaviour in the classroom (Annex II). 

The scales were evaluated by a group of experts who assessed the relevance of 
the content and clarity of the wording of the items and made some changes to the 
wording of the items.  Subsequently, a pilot study was carried out in a secondary 
school in the city of Huelva, which serves a socially disadvantaged population and 
deploys different actions to ensure access, promotion and permanence of these 
students in the education system. The outcomes obtained in terms of the construct 
validity of the scales “socio-family characteristics” and “student attitudes and 
behaviour in the classroom” are shown in the results section.

The socio-familial characteristics scale consists of 12 items, obtaining a Cronbach’s 
alpha of .52, a low initial value but acceptable in the early stages of exploratory 
studies. (Nunnally, 1987). However, the items were reviewed through the corrected 
total correlation, and no item was identified whose removal increased Cronbach’s 
alpha significantly compared to that obtained. The pupil classroom behaviour scale 
reached an alpha of .78 for 20 items. Each of these items is measured on a Likert-
type scale from 1 to 5 (1 being never and 5 always).
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Procedure

Given that the Education Administration (General Delegation of Education 
of the Andalusian Regional Government, the highest authorities responsible for 
this area in this community), carried out the selection of the schools with the 
criteria specified above and notified them of their participation in the project. The 
procedure for application of the instrument was simple. We contacted them and 
arranged the appointments with the centres, as the surveys were applied in person. 
The questionnaires were administered on paper. The research team travelled to 
the different Andalusian provinces and schools selected. The questionnaires were 
administered and collected on the same day, going through the different classrooms. 
This ensured anonymity and data protection. 

Prior to implementation, two meetings were held with the General Delegation 
of Education in order to obtain ethical approval for the process. At the first meeting, 
the project, its objectives and the procedure to be applied were presented. The 
instrument was left to be studied by the Delegation’s Ethical Committee. After this 
and at the second meeting, we were given permission to apply the procedure, as 
well as the list of selected schools. 

For the data analysis, an exploratory factor analysis of each variable was 
carried out using the two scales proposed in this study, with the aim of analysing 
the students’ perception of the socio-familial characteristics and the attitudes and 
behaviour of pupils in the classroom. The means and standard deviations were 
obtained for each of the variables, and homogeneity was studied by means of 
the corrected item-total correlation, allowing us to analyse whether the items are 
related to each other, i.e. they measure the same variable, as well as their ability 
to discriminate between the items. The response options for the Likert-type items 
were grouped into three levels: low (1-2), medium (3) and high (4-5), in order to 
obtain their percentages.

To gather evidence of the construct validity of the “socio-familial characteristics” 
and “student attitudes and behaviour in the classroom” scales, an exploratory study 
was carried out, using the maximum likelihood estimation method and Varimax 
rotation to analyse the factor structure of each scale. The internal consistency of 
the complete scale and the resulting subscales of the factor analysis was analysed 
using Cronbach’s alpha.

All analyses were performed with the SPSS data statistics software, version 17.
Finally, to confirm the influence of socio-familial characteristics on pupils’ 

attitudes and behaviour in the classroom, structural equations were used through 
the AMOS v.18 programme, including in the model the factors extracted in the 
exploratory analysis, adopting as a reference the criteria established by Byrne 
(2010) and Kline (2010) (CMIN/DF between 2 and 5, CFI and IFI > .9, RMSEA < .06 
and HOELTER > 200).
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RESULTS

The results are presented in response to the study objectives. 

Objective 1. To analyse students’ perceptions of socio-familial characteristics and 
pupils’ attitudes and behaviour in the classroom

Tables 2 and 3 show the items that make up the socio-familial characteristics 
and student attitudes and behaviour in the classroom scales for each of the items. 
Mean and standard deviations, the homogeneity through the corrected item-total 
correlation and the response percentages are analysed according to the three levels 
of grouping: low (1-2), medium (3) and high (4-5).

There is sufficient variability for all items, as the minimum and maximum 
available values were reached for all items. The results obtained are described 
below (Tables 2 and 3).

Table 2 
Descriptive analysis of the socio-family characteristics scale

Items X– SD Cr-IT
Low
1-2

Average
3

High
4-5

D7. My family thinks that studying is 
very important

4.84 .58 .31 1.9% 2.2% 95.9%

D2. My family is concerned about my 
grades

4.67 .76 .34 3.8% 4.5% 91.7%

D9. My family is confident in my ability 
to succeed in my studies

4.45 .95 .30 7% 7.2% 85.9%

D8. My family speaks well of the 
teachers and the school

4.16 1.07 .35 10.3% 12.5% 77.3%

D1. I have enough time to study 3.78 1.07 .28 14% 21.6% 64.4%

D6. My family gets angry when I skip 
class

3.14 1.71 .06 43.6% 6.8% 49.5%

D4. My family goes to the school to talk 
to the teachers

3.05 1.32 .25 44.9% 18% 37.1%

D7. My family thinks that studying is 
very important

4.84 .58 .31 1.9% 2.2% 95.9%
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Items X– SD Cr-IT
Low
1-2

Average
3

High
4-5

D2. My family is concerned about my 
grades

4.67 .76 .34 3.8% 4.5% 91.7%

D9. My family is confident in my ability 
to succeed in my studies

4.45 .95 .30 7% 7.2% 85.9%

D8. My family speaks well of the 
teachers and the school

4.16 1.07 .35 10.3% 12.5% 77.3%

D1. I have enough time to study 3.78 1.07 .28 14% 21.6% 64.4%

D6. My family gets angry when I skip 
class

3.14 1.71 .06 43.6% 6.8% 49.5%

D4. My family goes to the school to talk 
to the teachers

3.05 1.32 .25 44.9% 18% 37.1%

D10. My family ask me to help them in 
their work

2.36 1.28 .03 64.5% 14.5% 21%

D5. My family helps me with my 
homework assignments

2.35 1.26 .25 68.1% 11.8% 20.1%

D12. Many of my friends are thinking 
about giving up studying

2.34 1.25 .17 62.5% 19.2% 18.2%

D11. In my neighbourhood there are 
bad relations between young people

1.63 1.08 .21 85.3% 6.5% 8.2%

D3. Someone in my family has a major 
drug or delinquency problem

1.28 .89 .23 93.4% 1.3% 5.3%

Note. All items reached the minimum value (1) and maximum value (5). X = Mean; SD = Standard Deviation; Cr-IT= 
Item-total correlation corrected.

With regard to socio-family characteristics, the main ones perceived are those 
related to the importance of education in the family environment, such as: “my 
family thinks that studying is very important” (95.9%), “my family are concerned 
about my grades” (91.7%), “my family is confident of my ability to succeed in my 
studies” (85.9%), “my family speaks well of the teachers and school” (77.3%), “I 
have enough time to study” (64.4%). 
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In contrast, there is little presence of those items related to lack of family 
involvement, such as “my family goes to the school to talk to the teachers” (37.1%) 
or “my family helps me with my homework assignments” (20.1%); nor is there 
a perceived presence of those characteristics of the social environment, such as 
“many of my friends are thinking about giving up studying” (18.2%) or “in my 
neighbourhood there are bad relations among young people” (8.2%).

As for the homogeneity index, corrected item-total correlation was positive for 
all items, after inverting the items: D3, D11, D12 and D10, so that they contribute in 
the same sense as the measurement by the questionnaire. We found items whose 
values are lower than <0.2, D6, D10 and D12, and decided to rule out these items, 
following the theoretical recommendations (Frías-Navarro, 2019).

Table 3 
Descriptive analysis of the pupils’ attitudes and behaviour in the classroom scale

Ítems X– SD Cr-IT
Low
1-2

Average
3

High
4-5

B13. I think getting good grades is very 
important

4.51 .92 .44 5.9% 6.9% 87.2%

B8. I get on well with my colleagues 4.47 .92 .44 5.6% 4.2% 90.1%

B14. I feel good about myself 4.13 1.06 .20 10.2% 12.4% 77.4%

B11. I think I’m just another pupil, 
with the same options to pass as my 
colleagues

4.13 1.26 .39 14.6% 9.6% 75.8%

B9. I get on well with my teachers 4.13 .99 .49 8% 12.9% 79.1%

B2. I pay attention in class 3.96 .97 .61 8.6% 15.5% 75.9%

B19. Teachers encourage me to study and 
appreciate the effort I make

3.48 1.33 .42 28.8% 16.1% 55.1%

B12. I like studying 2.67 1.28 .31 47.7% 23.6% 28.7%

B15. I feel able to influence others 2.63 1.32 .07 51.8% 19.7% 28.5%

B18. I like the school 2.56 1.30 .49 51.3% 21.5% 27.2%

B20. My teachers think my class is one of 
the worst

2.53 1.45 .28 61.1% 10.9% 28%

B3. In class I feel nervous, tense and 
stressed

1.99 1.06 .35 78.6% 10% 11.4%

B6. My classmates annoy me 1.89 .95 .21 84.5% 8.2% 7.3%
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X– SD Cr-IT
Low
1-2

Average
3

High
4-5

Alto
4-5

B10. I think studying is a waste of time 1.60 1.01 .53 88.5% 3.7% 7.8%

B1. I come late to class 1.60 .87 .37 90.1% 3.6% 5.4%

B16. I feel isolated 1.44 .89 .29 90.4% 4.7% 4.8%

B17. I usually skip classes without 
justification

1.36 .77 .24 94.2% 2% 3.8%

B4. I deliberately disturb the class by 
behaving incorrectly towards the teacher

1.33 .68 .42 94.6% 3.1% 2.3%

B5. I pester my classmates 1.31 .61 .38 96.2% 2.4% 1.4%

B7. They throw me out of the class 1.23 .59 .42 96.7% 1.8% 1.4%

Note. All items reached the minimum value (1) and maximum value (5). X = Mean; SD = Standard Deviation; Cr-IT= 
Item-total correlation corrected.

In terms of classroom attitudes and behaviour, there is a lower proportion of 
disruptive acts in class. All the items listed in this time mentioned received very low 
scores: “They throw me out of the class” (1.4%); “I pester my classmates” (1.4%); “I 
deliberately disturb the class” (2.3%); “I usually skip class” (3.8%); “I feel isolated” 
(4.8%); “I come late to class” (5.4%).

Pupils scored high on those items that highlight the value of education (B13, 
B11, B14, B9, B2), in all of which more than 50% scored high (4-5).

On the other hand, different opinions are observed with regard to positive 
attitudes towards education; “I like studying” (low: 47.7%; average: 23.6%; high: 
28.7%); “I like the school” (low: 51.3%; average: 21.5%; high: 27.2%).

The corrected item-total correlation is positive for all items. To this end, the items 
were reversed: B1, B10, B16, B3, B20, B4, B7, B17, B6, B5, B15, thus contributing 
in the same direction in the measurement. The decision was taken to remove item 
B15, whose value was less than <0.2 (Frías-Navarro, 2019). 

Objective 2. To assess the construct validity of the “socio-familial characteristics” 
and “students’ attitudes and behaviour in the classroom” scales

For the factor analysis, items that presented difficulties in the previous analysis 
were removed and items with factor loadings below .30 were eliminated, as these 
items are considered to discriminate weakly (Nunnally y Bernstein, 1995). The 
analyses were relevant given the high KMO indices of the scales, ranging from .707 
to .842, which allows for the convenience of performing the factor analysis. On the 
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other hand, Bartlett’s test of sphericity shows the applicability of the factor analysis 
of the scales (significance index <.001). The resulting factor structure is presented 
in table 4.

Table 4 
Exploratory factor structure of the socio-familial characteristics scale

KMO: .707; Bartlett, χ2 = 1109.455; gl= 36; P<0.001

Items
Factor

1 2 3

D7 .548

D8 .476

D9 .461

D2 .451

D5 .606

D4 .535

D1

D11 .559

D12 .535

For the “socio-familial characteristics” scale, the results yielded a total of 3 
factors explaining 51.77% of the variance. A first factor refers to the “importance” 
that the family gives to their children’s education, explaining 25.11% of the variance 
and consisting of four items (D7, D8, D9, D2). A second factor, “involvement”, 
consists of two items (D5, D4) that refer to the family’s willingness to help in the 
educational tasks of their children, as well as to attending school to talk to teachers, 
explaining 15.05% of the variance. The third factor refers to “social” aspects and 
accounts for 11.59% of the variance (items D11 and D12).

Cronbach’s alpha for the full scale is .53 (8 items). The alpha for each of the 
extracted factors is .53 for F1, .47 for F2 and .45 for F3. These alpha values, although 
lower, are considered sufficient in the early stages of exploratory studies (Nunnally, 
1987). Two less consistent items are identified (D11 and D12), whose removal 
increases the alpha by .6 for 6 items. Nevertheless, we decided to keep them in the 
study, as their correlations with the rest of the items are significant (p< .001) and 
they yield factor loadings above .5, both of which are good indicators of construct 
validity. On the other hand, we want to study how these two items related to a 
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type of socio-familial characteristic (social aspects) relate to students’ attitudes and 
behaviour in the classroom.

Table 5 
Exploratory factor structure of the student attitudes and behaviour in the classroom scale

KMO: .842; Bartlett, χ2 = 5375.337; gl= 171; P<0.000

Items
Factor

1 2 3 4

B8 .671

B11 .532

B2 .519

B10 .517

B13 .516

B16

B3

B19

B20

B4 .629

B7 .628

B5 .540

B1

B17

B12 .816

B18 .672

B9

B14

B6 .679

For the student attitudes and behaviour in the classroom scale, the factor 
analysis yielded a total of 4 factors that explain 48.27% of the variance.

Factor 1 consists of items B2, B10, B13, B11, and B8, accounting for 24.40% of 
the total variance and measuring the value of education as perceived by the student 
body. Factor 2 is made up of those items that measure acts of disruption in the 
classroom (B4, B7 and B5) and explain 8.96% of the total variance. Factor 3 explains 
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7.78% of the variance, saturating items related to having a positive attitude towards 
education (B12 and B18).

Factor 4 cannot be explained with the underlying dimension property; to be a 
dimension it must be expressed in several ways, not with a single item.

Regarding Cronbach’s alpha, an index of .64 (10 items) was obtained for the full 
scale. The following indices were found for each of the factors: F1: .75 (5 items), F2: 
.65 (3 items) and F3: .72 (2 items).

Objective 3. To confirm the influence of socio-familial characteristics on students’ 
attitudes and behaviour in the classroom

The structural equation model depicted in Figure 3 reflects the three types of 
socio-familial characteristics perceived by students (social, importance of education 
in the family, family involvement) and their influence on student behaviours in the 
classroom (disruptive acts, value of education, positive attitude towards education, 
etc.). In this sense, the model represents the correlations between the three types 
of perceived socio-familial characteristics and regressions or influences of these on 
students’ attitudes and behaviours in the classroom.

Initially, two models were explored (table 6). Model 1, which considered 
the relationship of influence between socio-familial characteristics and student 
attitudes and behaviour in the classroom. Model 2 (Figure 3) improved the fit 
indices by establishing an influential relationship between the value of education 
on disruption and the value of education on positive attitude.

Table 6
Goodness-of-fit indices

Model Chi-square/df CFI IFI NFI TLI RMSEA HOELTER

1
885.62/124

(p>.05)
.85 .85 .83 .79 .07 243

2
777.380/121

(p>.05)
.87 .87 .85 .81 .06 271

Note. df= degrees of freedom

The goodness-of-fit indices indicated that the data fitted the model discretely 
well. On the other hand, the high rates of variance explained in the factors of 
disruption (47%), value of education (49%) and positive attitude towards education 
(20%), as well as the regression and correlation indices, support the conformity of 
the model (Figure 1). 
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Table 7 shows the model estimates identifying the relationships explored with 
standardised and non-standardised values.

Table 7
Model estimates

Relationships Explored

Estimates

Standardised
Non- 

standardised

Value_education <--- Social -.140 -.112

Value_education <--- Importance .629 .855

Value_education <--- Engagement .019 .008

Disruption <--- Social .375 .194

Positive_attitude <--- Social -.047 -.051

Disruption <--- Importance .030 .027

Positive_attitude <--- Importance -.133 -.246

Disruption <--- Engagement .045 .012

Positive_attitude <--- Engagement .073 .042

Disruption <--- Value_education -.483 -.314

Positive_attitude <--- Value_education .489 .664

D11 <--- Social .586 1.000

D12 <--- Social .508 1.005

D2 <--- Importance .485 1.000

D7 <--- Importance .580 .922

D8 <--- Importance .378 1.098

D9 <--- Importance .491 1.271

D4 <--- Engagement .894 1.000

D5 <--- Engagement .350 .372

B5 <--- Disruption .530 1.000

B7 <--- Disruption .654 1.192
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Relationships Explored

Estimates

Standardised
Non- 

standardised

B4 <--- Disruption .700 1.460

B8 <--- Value_education .545 1.000

B11 <--- Value_education .541 1.360

B13 <--- Value_education .642 1.183

B10 <--- Value_education .682 1.375

B2 <--- Value_education .701 1.358

B12 <--- Positive_attitude .531 1.000

B18 <--- Positive_attitude 1.061 2.019

Social <--> Importance -.370 -.087

Engagement <--> Importance .415 .182

Engagement <--> Social .049 .037

First of all, in relation to the correlations between the perceived socio-familial 
characteristics, a high degree of correlation was found between “Importance of 
education” and “Involvement” (r = 0.41, p< 0.001). Conversely, between “Importance 
of education” and “Social characteristics” (r = - 0.37, p< 0.001); and, to a lesser 
extent, between “Social characteristics” and “Involvement” (r = 0.15, p= 0.262).

With regard to the regression analysis between factors, the following results 
can be observed in the model. On the one hand, the perceived importance that the 
family gives to education has both direct and indirect and significant effects on most 
of the pupils’ attitudes and behaviours in the classroom. Social characteristics are 
less influential on acts of disruption in the classroom. Family involvement does not 
have a clear influence on students’ attitudes and behaviour in the classroom, and 
the regression indices are not significant in any of the cases.

On the other hand, the importance given by the family to education as perceived 
by students seems to exert a direct and significant influence on the “value of 
education” (β =0.63, p<0.001). This in turn has a direct and significant influence 
on the positive attitude of pupils (β = 0.49, p<0.001) and an inverse influence on 
acts of disruption in the classroom (β = -0.48, p<0.001). In other words, the more 
importance students perceive the family as placing on education, the more value 
they place on it, generating positive attitudes towards education and decreasing 
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disruptive acts in the classroom. With regard to acts of disruption in the classroom, 
the direct effect of social problems perceived by pupils is confirmed (β= 0.37, 
p<0.001).

DISCUSSION AND CONCLUSIONS

The main aim of this study was to confirm the influence of socio-family 
characteristics on the attitudes and behaviour of Andalusian pupils in the classroom 
as determinants of early school leaving. In this sense, the main results obtained 
point to the importance of education within the family as the main characteristic. 
These findings are in line with what is reflected in the studies of Janosz et al. (2008), 
Marchesi (2003), Suberviola (2021) and Vitaro et al. (2001), where it is identified 
that the value given to education by families is a determining factor regarding the 
risk of dropping out of school, while highlighting the role of the family context 
as the primary socialisation group (Torío López, 2004). The main socio-familial 
characteristics include social characteristics, the importance of education in the 
family environment and family involvement. In this sense, the results of this study, 
in response to the first objective of this work (to analyse students’ perceptions of 
socio-family characteristics, attitudes and behaviour in the classroom), show that 
families are concerned about and attach a positive value to studies. That is, their 
children perceive academic support from their parents, although supervision, 
monitoring and providing resources and support for their learning (in terms of 
Reschly & Christenson, 2019) seem not to be perceived by the students. 

As for the pupils, a large group values education and disruptive behaviours are 
rare, which are good indicators of school success; although, on the other hand, the 
diversity of opinions regarding the fact that they do not like studying or school, a 
result that coincides with other research in the same context (González-Losada, et 
al., 2015), means that we should keep an eye on these risk factors. Although there 
is a correlation between inappropriate behaviour and the risk of students dropping 
out of school, this study shows, as mentioned, a very low proportion of disruptive 
behaviour or misbehaviour in the classroom: expulsion [81.4%], being a nuisance 
[1.4%], arriving late to class [5.4%], according to the students’ perception of the 
risk of dropping out of school. This may be due to the protective factor of families. 

As for the second objective, to assess the construct validity of the “socio-familial 
characteristics” and “pupils’ attitudes and behaviour in the classroom” scales, the 
factorial structure was corroborated, with 3 factors (the importance that the family 
attaches to the education of their children, the family’s involvement in helping their 
children and attendance at the school to talk to teachers and social aspects) in the 
“socio-familial characteristics” scale. On the scale of pupils’ attitudes and behaviour 
in the classroom, the factor analysis projected 3 factors: value of education as 
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perceived by students; disruptive acts in the classroom; and having a positive 
attitude towards education.

With reference to the third objective, to confirm the influence of socio-familial 
characteristics on students’ attitudes and behaviour in the classroom, we highlight 
the evidence that socio-familial characteristics do influence their attitudes and 
behaviour in the classroom, both directly and indirectly. Directly, because social 
problems (such as poor relationships between young people and wanting to drop 
out of school) predict acts of disruption in the classroom. In agreement with Torío 
López (2004) and Suberviola (2021), the importance that the family attaches to 
education predicts that students will give value to education. And indirectly, because 
the value of education, predisposed by the importance given to it by the family, has 
a moderating effect on acts of disruption. In other words, the more value students 
place on education, the less disruptive acts seem to occur in the classroom. The 
value of education also has a moderating effect on positive student attitudes. 

The model outlines the proximity of the three socio-familial characteristics 
through the strength and significance of the correlation. Thus, there is a gradual 
increase in the distance between the different characteristics, in such a way that the 
importance that the family attaches to education is closer to family involvement, 
and family involvement, at the same time, is further away from social problems, 
and in the same sense, the importance that the family attaches to education is 
closer to the absence of social problems. 

Therefore, a certain arrangement is shown between the different socio-
family characteristics that show a close nature to each other. On the one hand, 
involvement seems to be associated with importance and, on the other hand, an 
increase in importance seems to decrease social issues. In this sense, involvement, 
in the equation, does not appear as a predictor of students’ attitudes and behaviour 
in the classroom, but it does appear to be associated with importance.

As limitations, we first highlight some of the model’s fit values (CFI=.87; 
IFI=.87; NFI= .85; TLI= .81) that are below the minimum and therefore susceptible 
to improvement. However, these indices are measured in a range of 0-1 and are 
considered acceptable values when they are close to or above .9, being those that 
show the best fit of the model. In our case, although we are at the limits of the 
recommended values, we think it is important to propose an explanatory model 
that serves, albeit in an exploratory way, to gain a more precise understanding of 
the phenomenon in question.

We want to understand the model beyond the isolated interpretation of fit 
indices, as it allows us to examine the established relationships, which, although 
they do not achieve a good fit, do present initial acceptance values within the 
established limits, and also fit the theoretical foundations reviewed.
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In second place, another limitation is based on the need to contrast the 
students’ opinions with those of the teachers and families, in order to help us to 
adjust the objectives set. On the other hand, the use of the questionnaire provides 
us with quantitative results, so it would be interesting to consider new research 
with other qualitative instruments to complement and triangulate the results, as 
proposed in studies such as those by Janosz et al. (2000) or González-Losada et al. 
(2015), among others. In addition, we must remember the bias of the students’ 
answers due to “social desirability”, and that the sample selection was intentional 
(defined by the educational authorities of the Andalusian community). Both issues 
have conditioned the results and will be taken into account in future research.

Finally, in line with the contributions of Hernández Prados and Alcaraz Rodríguez 
(2018), Janosz (1997) and Suberviola (2021), the present study has allowed us to 
gain more in-depth knowledge of the risk factors for school dropout related to 
socio-family characteristics, student attitudes and behaviours in the classroom, 
and pupils’ behaviour in the classroom. Along these lines, we propose that schools 
should tackle school dropout from the earliest educational stages and take care 
of transitions between educational stages in order to guarantee the commitment 
of all students to their studies (Fredricks et al., 2019). These interventions can be 
approached from various perspectives: on the one hand, they should promote the 
design and development of educational projects of a preventive nature that focus 
on furthering specific content related to personal development (self-esteem, self-
knowledge, self-concept, self-control, social skills, life skills, resilience, decision-
making, etc. and teaching-learning strategies (intellectual work techniques, 
motivation, learning to learn, active learning methodologies, etc.). These actions 
should be reflected in the guidance, action and tutorial plans of educational 
centres, in which families should be involved so that the proposals are developed in 
a coordinated manner within and outside the educational context.  

Socioeconomic characteristics in Andalusia are complex and have consequences 
on students’ engagement, motivation and academic improvement. This is a 
variable that is difficult to tackle. However, in order to alleviate these realities, it is 
necessary that schools, together with families, define and combine ways to work on 
positive expectations and support the educational process both academically and 
motivationally. Family influence, which plays an important role in school success, has 
been studied and counteracts the bad influences of peers (Reschly & Christenson, 
2019). In this sense, teachers should receive training to improve these strategies for 
working with families, as they have difficulties and gaps in this area of intervention 
(Epstein & Sanders, 2006). 

Another fundamental line of work to be developed should focus on the 
demotivation and low commitment of students. In this sense, in the Andalusian 
community we find different programmes and actions. Among them, the so-called 
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Performance and Learning Improvement Programmes (PMAR) approved in the 
Organic Law for the Improvement of Educational Quality, although Márquez and 
Indarramendi (2022) note that these programmes are having little effect as a strategy 
to prevent school failure. And the Second Chance Schools, “... an educational resource 
that has adopted flexible organisational structures and proactive procedures, based 
on individualised attention, dialogue and the involvement of agents from outside 
the school itself” (Prieto, 2015, p.110).

In short, we agree with Bayón-Calvo (2019) that Spain, and especially Andalusia, 
has a high rate of early school dropout that needs to be reduced. Also, it is necessary 
to continue to analyse in depth the factors that affect it and the evaluation of the 
programmes that are implemented to prevent it. Along with this, it is important 
to emphasise the complexity of the problem, given the multiple factors involved 
and the need to mobilise global education policies in order to provide more 
comprehensive responses to this troubling situation. 
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ANNEX I. SOCIO-FAMILIAL CHARACTERISTICS SCALE

Items

D1. I have enough time to study 

D2. My family is concerned about my grades

D3. Someone in my family has a major drug or delinquency problem

D4. My family goes to the school to talk to the teachers 

D5. My family helps me with my homework assignments

D6. My family gets angry when I skip class

D7. My family thinks that studying is very important

D8. My family speaks well of the teachers and the school 

D9. My family is confident in my ability to succeed in my studies

D10. My family ask me to help them in their work

D11. In my neighbourhood there are bad relations between young people

D12. Many of my friends are thinking about giving up studying
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ANNEX II PUPILS’ ATTITUDES AND BEHAVIOUR IN THE CLASSROOM SCALE

Items

B1. I come late to class 

B2. I pay attention in class 

B3. In class I feel nervous, tense and stressed 

B4. I deliberately disturb the class by behaving incorrectly towards the teacher 

B5. I pester my classmates 

B6. My classmates annoy me

B7. They throw me out of the class 

B8. I get on well with my colleagues 

B9. I get on well with my teachers 

B10. I think studying is a waste of time 

B11. I think I’m just another pupil, with the same options to pass as my colleagues 

B12. I like studying

B13. I think getting good grades is very important

B14. I feel good about myself

B15. I feel able to influence others

B16. I feel isolated

B17. I usually skip classes without justification

B18. I like the school

B19. Teachers encourage me to study and appreciate the effort I make

B20. My teachers think my class is one of the worst


