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CHAPTER I 

INTRODUCTION 

The first,major national report of the 1980's calling 

for educational reform was p~blished by the National 

Commission on Excellence in Education ( 1983),· under the 

title A Nation at Risk: The Imp~~ative for.Educational 

Reform. From this report, the public became outraged and 

demanded academic excellence .in respons~ to this country's 
' ' 

loss of leadership in world industrial and technological 

markets. Academic excellence was to be achieved through a 

back-to-basics approach and ·a centra 1 iz.ed po 1 icy that 

replaced professional autonomy in the local school (Frymier, 

J., 1989). 

Later in the 1980's, the call for .educational reform 

evolved to a decentralized approach where the professfonals 
< 

in the local sc.hool were the key decision makers. The 

chief issues for reform tended to foccis on these ~reas: 

1. The development of collegial participat.ory 
environments in schools· 

2. The use of flexible .time/~chedules 

3. A curriculum that focused on students' 
understanding on what they learn--knowing "why" as· 
well as "how" 

1 



4. An emphasis on -higher-order thinking skills for 
all students (Michaels, 1988, p. 3) 

The Carnegie Task Force o,n Teaching as a Profession 

(1986) in A Nation Prepared~ Teachers for the 21~t 

Century, stressed that more professional autonomy for 

educational decisions was a minimum requirement for teacher 

effectiveness~ The Task Force emphasized the necessity of 
- . 
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creating a ~rofessional environment for teaching. According 

to this report, educational pr.ofessionals ,should be valued 

for their expertise an~ judgment; the ~rg~nizations in 

which they worked should emphasize collegial relationships. 

However, the Task Force noted that the school environment 

was characteristically bureaucratic. The decisions and 
' ' ' \ 

.. 

rules that affected teacher behavior were.made by others. 

The aforementioned Governors' 1991 Report on Education 

(1986) advocated that states implement the following 

strategies for at-risk students:. 

1. Provide early-childhood education for all 
disadvantaged thr'ee- and four-year-olds, 
kindergarten for all five~year-olds, and ex~ra help 
for students who were falling behind. The report 
also recommended reducing class sizes in 
kindergarten through third grade -and setting up 
alternatiNe programs. 

2. _Establish day care and after-school care in schools: 

3. Set up home programs to teach first-time, low-"income 
parents how to play with and care f.or their infants, 
as well as be provided with infqrmation on · 
succ•~sful parenting tec~niqu~s. 

4. Allow parents to choose the elementary and/o~ high 
school their child would attend, ~ven if the school 
was in another distri~t. 

5. Convert to year-round calendars. 



6. Train new teachers to use technology, such as 
computers and robotics, as classroom tools. 
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7. Tie principals~ salaries and promotions to the 
results they obtain in their schools, and fire those 
who show repeated failures. 

Bennett (1986), in First Lessons: A Report on 

Elementary Educat·i on in .l\meri ca, r:nade sever a 1 

recommendations, for improving the educatio~ of young 

children in_specific curriculum areas: 

1. All elementary students can and must be taught to 
read. 

2. Writ{ng must be part of the whole curriculum, and 
not j us_t . 1 anguage arts. 

3. Elementary schools must teach science, which 
includes hands-on_experimental activities. 

' ,, ' 

4. Mathematics should emphasize problem-solving. 
- ' 

5. Substantial instruction· in history, geography, and 
civics should begin at the kindergarten level. 

6. Instruction in th,e arts should. be integral parts of 
every element~ry school. 

7. Elementary students should gain a basic 
understahding of the us~s of computers. 

8. Health and physical education 'should be integral 
parts of every elementary ~cho61. 

9. Every elementary school should have a library._ 

In spite of the r~form efforts~ is~ues pertaining to th~ 

at-risk student remain~d _problematic. Therefore, Phi Delta 

'Kappa qetermined to accomplish a national collaborating 

research project with '10.0 local chapters of at-risk 

students. Educationc:tl professior~als who represented 

PDK chapters in widely separated re~ions of th~ United 

States used the same research questions, iristruments, time 



frame, and data coll~ction procedure• (F~ymier, 1989). 

In February, 1988, educators across this country were 

appointed to serve on a PDK coordinating committee of "A 

Study of Students At Risk." This committee met three times 

between March and June, 1'988, to conceptua l'i ze research 

problems and to deveJop instruments ~nd procedures to. 

accomplish a collaborating research project: 

Working together, many chapt~rs of Phi Delta Kappa 
could accomplish a significant study of a significant 
issue in education. Such· a project would. require 
each participating chapter to establish a research 
team., to undergo a training program, to collec't 
data, and to transmit those data to a coordinating 
committee ... (Frymier, J~,. 1989, p. 3). · 

Education professionals-who contributea·their time and 
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expertise to the research ef~o~t made. it possible to collect 

data across the United States in uniform ways .. 

Standardization of instruments, standardization of time 

frame, and standardization·'of dat·a CC?llection procedures 
' ' 

meant that simultaneo~s repliqation as an idea was fully 

realized (Frymier, 1989) . 

... analysis of all data by one person at one place 
is a deviation from the i~ea ·of replication •s 
genera 11 y practiced in science.· Jhat · is, even 
though the ~ame problem was studied'in different 
communities, that one ·person might err, deliberately 
or unknowingly. In that way, the confidence that . 
generally accrues to research findings as· a result 
of independent repli'cati6n was riot ensured. 

To guard against such a possibility, researchers 
at 19 chapters of Phi De 1 ta Kappa received a 1.1 of 
the data sets from all of the ~hapters. Those. 
researchers were encouraged to analjze the data 
sets in whatever ways seemed apprdpd ate and 
reasonable to them. ( Fr.ymi er, J. , · 19.89, pp. 50-51 ) . · 

. Therefore, all data collected were analyzed two ways: 

separately by each chapter, and accumulatively for all 



chapters (Frymier, J., 1989). 

Statement of the Problem 

The ed-ucational problem i.~westigated in this st:udy was 

the apparent scarcit~-of ele~entary s~h6ol d~ta available 

from rural areas .regar~ing·the effectiveness of strategies 

intended to retain students identified "at-risk" -in schoo 1 . 
,'t ... 

"We know more about who ·has: _dr9pped out, · ~nd why, than we 
' . 

know about effective school 'efforts to prevent students . ' 

from dropping out" (Phi Delti Kappa, Dropouts, Pushouts, 

.and Other Casualties, -1987~ p .. 115). 

The investigative purpos~ of this study was to 
'" ' 
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determine if relationships e~isted between the data gathered 

from a national research project conducted by Phi Delta 
~ I ' ~ 

Kappa and the data gathefed locally by this re~earcher; 
- ' 

also, if relationshi~s ·existed_among the educators:from the 

four areas of the.local sample~ 

Re~earch questions which helped focus this study were 
<' 

as follows: 

1. With regard to socioeconomic levels~ h-ow do the 
perceptions of ·rural, elementary pri'ncipals from 
Oklahoma compare with their counterparts· .. 
nation~lly? -

2. With regard to more teacher involvement in the _ 
decision making.-process, how do the perceptions. of 
rural, elementary principal~ 'from Oklahoma corrtpare 
with their counterparts·nationally? 

L ' I ~ 1 '! 

3. With regard''to more ·school-site:autono·m-y; how do 
the perceptions· of rural, e'lementary' princ.ipals 
from Oklahoma 'compare with their'counterparts· 
nationally? 

4. With regard to the use of prsferred-strategies -
' ~ ' l 
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(proposed by PDK) to retain at-risk students in 
school, how do the perceptions of rural, elementary 
teachers and principals combined from Oklahoma 
compare with their counterparts nationally? 

5. With regard to the effectiveness of preferred 
strategies (proposed by PDK) to retain at-risk 
students in school, how do the perceptions of 
rural, elementary teachers and principals combined 
from Oklahoma compare with their counterparts 
nationally? 

6. With regard to the use of preferred strategies 
(proposed by PDK) to retain at-risk students in 
school, how do the perceptions of rural, elementary 
teachers/principals combined from Woods, Washita, 
Lincoln and Bryan Counties compare with each other? 

7. With regard to the effectiveness of preferred 
strategies (proposed by PDK) to retain at-risk 
students in school, how do the perceptions of 
rural, elementary teachers/principals combined from 
Woods, Washita, Lincoln, and Bryan Counties compare 
with each other? 

Significance of the Study 

From the study, elementary school principals and 

teachers from rural Oklahoma appeared to be confronted with 

many of the same problems concerning at-risk students as 

their colleagues from rural communities nationally. 

Therefore, this national-to-local network of information 

could provide educational strategies to retain at-risk 

students in school which otherwise might not be available. 
' 

Researchers from different chapters of Phi Delta Kappa 

used _the same definitions, the same procedures, and 

collected data according to the same time frame. 

Consequently, researchers nationally in 276 widely separated 

communities studied the same problems in the same way and 

during the same academic school year (Frymier, J., 1989). 



Therefore, since threats to external validity were greatly 

decreased by these simultaneous replications (Huck, s., 

Cormier, W., and Bounds, W., 1974. and Frymier, J., 1989), 

rural, elementary educators nationally and locally could 

more ca~efully scrutiniz~ the sirategies pr9posed by PDK to 

provide more effective mean, to retain at-risk students in 

their respective schools. 

Also, a second issue of significance to this study was 

the willingness of the public to listen to the perceptions 

of principals and teachers to supply a complete picture of 

data that pertains to the effectiveness of strategies to 

retain at-risk students in school. For instance, cons~der 

the following as ah analogy. For a business affiliate to 

build an airplane, -engineering, marketing, management, and 

governmental standards are all considerations; however, a 

key source of informatjon to the effectiv~ness of this 

vehicle is the perception of the test pilot. In other 

words, the business comm~nity relies h~avily on the 

perceptions of its employees who work closest to. their· 

product or service for positive results. 

Peters (1987), in Thriving on Chaos, shared several 

examples of successful outcomes, because of the employees' 

perceptions: 

... A bank president called a two-day meeting at a 
remote location to wo~k ... on some strategic 
issues ... 'You've got two hours to come up with big 
savings, .without .layoffs' ... A significant share of 
the ideas were implementable. One group brought 
$700,000 back to the tabl~, and excee~ed that 
brash target. 

7 



At Milliken's [Milliken is a rag business. 
Their customers are basically anyone who needs 
cleaning cloths; their chief competitor is the 
Japanese] four-day annual retreat ... , groups of 
twenty from disparate functions and businesses _ 
wrestle with a thorny is~ue for two hours, knowing 
they had td come· up wjth a lengthy action 'list, 
to be implemented-~and reported o~--in 30 days ... 
They quickly go arouhd the table; each participant 
has a minute or two to discuss he~ or his idea-­
and to propose a 30-day action plan ... It may sound 
impossible. I couldn't believe my own eyes at 
first. But I~ve seen tt at-~illiken four yea~s 
running, and at a number of- other firms as well. 
It can be done_ (Pp. 254-255)-~ 

Like the business community, the educational community 

_relies on its "engineers" of curriculum, testing, and 

related services; "marke-ting·'', to improve public relations 

within communities; and the"state and _federal standards. 

All are considerations for the building process of the 

_school; however, a key source of information to the 

effectiveness of our'vehicle called school ar~ ~he 

8 

perceptions of our "tesi pilots," the educators at the local 

school. 

By deleting the perceptions of the princ·ipals and 

teachers, a valuable source of information is lost, and, 

_ thus, an _ i ncomp 1 ete picture of th'e p rob 1 ems and so 1 uti ons of 

our schools is created. Therefore, solutions to educa~ional 

problems, such as the retention of at~risk students in 

school, may prove to be ineffective, .because of the missing 

data from the experts-who work closest with s6hooJ childreh, 

the principals and teachers.·· 

A 1 so, this research study was significant' at the 

elementary school level, because by the time at-risk 
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students reached the sixth grade, they were two years behind 

their grade level counterparts academically (Levin, 1989). 

Lastly, since the sample was representative of 

Oklahoma's rural, elementary school population, educational 

professionals from this state could more carefully examine 

the strategies proposed by PDK to provide more effective 

means to retain at-risk students in their respective 

schools. 

Limitations 

Any conclusions which may be drawn from this study may 

be limited because of threats to internal and external 

validity. Those threats pertaining to internal validity 

were history, maturation, and instrumentation. For 

example, with regard to history, local elementary principals 

and teachers in this study may have been more aware of our 

nation's concern for dropout prevention and may have 

responded differently to the questions provided by the 

data gathering instruments than educators nationally did a 

year earlier in the PDK research project. 

Maturation could have been a second threat to internal 

validity, because of the psychological processes: fatigue, 

lack of interest, anxiety, or even boredom of the subjects 

during the data gathering process. 

Instrumentation was a third threat: only those 

questions, from the principals' interview and the teachers' 

survey, that directly pertained to the research questions 
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within this particularly study were utilized. However, the 

questions used in the local study were the same questions 

that were used in the national study conducted by PDK. 

This research was limited to certified elementary 

principals and teachers from four Oklahoma county rural 

elementary schools. These principals and teachers 

represented independent public schools from counties with 

less than 150 people per iquare mile. 

Potential threats to external validity regarding 

ecological sources were the Hawthorne effect, multiple 

treatment interference, and the experimenter effect. School 

principals and teachers may have been more positive about 

their perceptions of what they were doing to retain at-risk 

students in their respective schools than if these 

educational professionals were not involved in this study. 

Insofar as possible, multiple treatment interference was 

controlled by not involving local schools that had 

participated in the Phi Delta Kappa research project; 

however, similar projects could have been administered 

without the knowledge of this researcher. 

The final source of possible external ecological 

invalidity in this study was the experimenter effect: the 

experimenter could have unintentionally modified the 

subject's behavior through active effects (nonverbal or 

verbal behavioral uses) or passive effects (appearance, 

sex, race, dress)" (Huck, s., Cormier, W., and Bounds, W., 

1974. p. 266). 
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Also, the principals' and teachers' data were collected 

differently: the principals' data were collected by a 

telephone interview, and the teachers' data were collected 

through a survey which was administered and collected by the 

local principal. Lastly, there was a discrepancy between 

the instructions and the teachers' responses in the 

teachers' instrument (survey). The directions asked for 

were as follows (see Appendix C): 

Some students are "at risk." Being "at risk" means 
being likely to fail at school or even at life. 
When you have students who are at-risk, which of 
the following strategies do you regularly use? Also 
indicate how effective each strategy is, using the 
four-point scale' below. Rate the effectiveness 
of every strategy, even if you do not use it 
regularly. 

The responses requested were as follows: 

"Is it effective?" YES 

Assumptions 

The following two assumptions were made: 

NO 

1. The PDK Instruments, "Principals' Interview" and 
"Teachers' Survey", were validated instruments and 
thus accurately measured the principals' and 
teachers' responses. 

2. All participants in the study responded truthfully 
and to the best of their ability. 

Definition of Terms 

For the purposes of this study, the following 

definitions were applied: 

At-Risk Students--"Children who were low achievers, 
potential dropouts, pregnant teenagers, latchkey 
children, or children who suffer from abuse, 



neglect, drugs or alcohol" (Frymier, Phi Delta 
Kappa Study of Students at Risk a Preliminary 
Report, 1989) 

Elementary School--Schools that serve students who 
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were in -kindergarten through'the fourth grade, 
kindergarten through the fifth grade, kindergarten 
through the sixth grade, kindergarten through first 
grade, second and·third grades~ the fourth through 
the sixth grades, fourth and fifth grades, and 
fifth and sixth grades. 

Simultaneous Replication--Refers to when~ researcher 
builds into the study reprications in either 
another setting or by another experimenter (Huck, 
S., Cormier, W., and Bounds, W., 1974, and 
Frymier, J~, 1989}. 

Rural School--An independent public school that is 
located within a local area where the population is 
less than 150 psople per square mile (Bull, K., 
1 990) . 

Effectiveness of the Strategies Used to Retain At-Risk 
Students--"Those efforts to raise students' 
achievement levels, reduce dropout r~tes, improve 
students' attitudes toward school, help students 
become more responsible and competent as learners 
and citizens" (Frymier, J., p. 5, 1989). 

The following 30 Strategies to Retain At-Risk 
Students: 

Smaller Classes--~nstructional settings that 
include less than 22 students with one teacher 
(Sabrio, 1987). 

Computerized Instruction--An environment where 
computers-were utilized for instruction to 
retain at-risk students in school. This form 
of instruction provides the student with 
supportive comments and rewards, and 
corrections without public awareness of the 
students' mistakes (Gross, 1989). 

Special Teach~rs--"One who teaches or directs 
instruction in subjects for which regular 
teachers are not specially trained ... " (Good,· 
v._, 1959, p. 515-516). 

Peer Tutoring--Instructional relationships with 
individuals of one~s own group: a member of 
this peer group and the instructional body 
who, through informal conferences, instruct 



and examine another student or students from 
one's peercgroup (Good, 1959). 
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Retain in Grade--A student's retention in grade 
was determined by the degree to which that 
student mastered the basid skills required in 
each grade (Macchiarola, 1987). 

Special Education--"The education of pupils 
(for example, the deaf, the blind and 
partially seeing, the mentally subnormal, the 
gifted) who deviate so far physically, 
mentally, emotionally, or sociaily from the 
relatively homogenous groups of so-called 
'normal' pupils that- the standard curriculum 
is not suitable for their educational needs; 
involves the modificati~n of the standard 
curricula in·content, methods of instruction, 
and expected rate of progress to provide 
optimum educational opportunity for such 
pupils; carried on in special classes, in 
special curricula, or in special schools" 
( Good , 1 9 59 , p . 51 5 ) . 

Vocational Courses--Courses organized to prepare 
the l~arner for entrance into a particular 
vocation or to upgrade employed 
workers ... (Good, 1959). 

Alternative Sch'ool--Alternate placement that 
addresses a variety of needs such as juvenile 
offender~, students of.dive~se ethnic ,and 
social backgrounds who need the individualized 
attention such schools provide (Garrison, 
1987). 

Special Study Skills--"Any special ability used 
in study, such.as reading, outlining, 
summarizin~, or locati~g material" (Good, V., 
1959, p. 504). 

Speci a 1 Textbooks--Textbooks used fo·r pupi 1 s when 
the standard curricula is not suitable for 
their·educatiohal needs. These sp~cial 
textbooks provide modifications in content, 
methods of instruction, and expected rate of 
progress to provide optimum educational' 
opportunity for students in special classes, 
special curricula, or in spec~al schbols 
(Bull, K., Hyle, A., and Yellin, D., 1990). 

Place in Low Group--A plan that consisted in 
assigning certain periods to each teacher to 
be spent in remedial work with a group of 
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students needing such assistance (Good, 1959). 

Emphasize Coping Skills--Children learning to 
function as people among other people, and to 
understand there are differences in the 
thinking and interpreting of experiences 
(Barrett, 1989). 

Flexible Scheduling--A schedule that permitted 
periods to be lengthened, shortened, combined, 
or shifted in time to meet the varying demands 
of activity (Good, 1959). 

Individualized Instruction--The organization of 
instructional materials in a manner that 
permitted each student to progress in accord 
with his/her own abilities and interests; the 
provision of instructional guidance and 
assistance to individual pupils in accord 
with their needs (Good, 1959). 

Home Tutoring--Instruction and examination 
provided by a certified or non-certified 
instructor, during the period when a student 
is judged unable to attend school (Good, 
1959). 

Extra Homework--More scho~l assignments completed 
out of regular school hours at the residence 
of the pupil (Good, 1959). 

Emphasize Thinking Skills--An instructor 
emphasized a thinking skill when a child was 
afforded the opportunity to get involved with 
a particular activity (Barrett, 1989). 

Restrict from Sports--A Student is restricted 
from participating in a school sponsored 
athletic program. 

Leave School at Age 16--A student asked to 
leave school at age 16 by a principal or 
teacher. 

Refer to Psychologist--At-risk elementary 
students received cons~ltation with families 
or individually (Sloan, 1986). 

-
Refer to Social Workers--The referral of an 

at-risk elementary student to a social worker 
for consultation with families or 
individually. 

Confer with Parents--The face-to-face 
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communication between a student's teacher 
and/or principal and the student's parent for 
the purpose of exchanging information and 
suggestions to facilitate the child's 
development (Good, 1959). 

More Time en Basic Skills--More time spend on 
skills that ar~ basic to the mastery of school 
subjects (Good, 1959). 

Eliminate Art and Music--Exclude art and music 
from the at-risk students' curricula, so that 
he/she can spend more time on'basic skills. 

Notify Parents--A two-way communication between 
the local school principal or teacher and 
parents of the at-risk student, with the 
purpose of exchanging information and 
suggestions to facilitate the child's 
deve.l opment. 

Chapter I Program--A federally funded program 
with a focus on improving at-risk students 
reading and· mathematics abilities. The 
organization of.the instructional materials 
are so ordered to permit each student to 
progress a6cording to his/h~r own abilities 
and interests. 

Teacher Aides--Teacher aides relieve teachers of 
clerical duties, perform routine 
administrative tasks, and tutor students 
(Hamby, 1 989) . 

Before Schoo 1· Programs--Funct i o.ns served by the . 
school: educational, guidance, extra class 
and community service functions, which 
occurred before the regularly scheduled school 
day. 

After School Programs--functions served by the 
school: educational, guidance, extra class 
and community service functions, which 
occurred after the reg'ul arl y scheduled school 
day. 

Summer School Program--Funct1ons served by the 
school: the educational, guidance, extra 
class and community service functions, which 
occurred during the summer months. 
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Summary 

The purpose of Chapter One was to form a research 

framework in terms of need and background for this proposed 

study, and to establish the research problem into a means to 

achieve the purpose of this study. 



CHAPTER II 

REVIEW OF LITERATURE 

Introduction 

The purpose of the review of literature was to describe 

Phi Delt_a Kappa's "A Study of Students at Risk" and their 

proposed strategies to keep at-risk students in rural, 

elementary schoo.ls. Teachers and principals from across the 

nation were asked to give their perceptions to whether 

strategies proposed by PDK was used_by teachers in the 

classroom, and the effectiveness of those strategies. As of 

this writing, the literature revealed that the PDK studies 

conducted by researchers nationally and by this researcher 

locally were the only two studies that dealt with the 

perceptions of principals and teachers regarding the use and 

the effectiveness of strategies intended. to ret~in at-risk 

students in school. Also, the literature did not produce 
, 

much information that dealt with high-risk students from 

rural, elementary schools~ Consequently, it was necessary 

to broaden the scope of research to include studies of 

at-risk students in urban and suburban schools at the 

elementary school level. This wr~ter noted, hciwever, the 
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same programs discussed in this chapter may 'be utilized for 

most elementary schools,. including rural elementary schools. 

A Study of Students at Risk 

The Phi Delta Kappa's (1989) "A.Study of Students at 

Risk" grew out of an earlier investigation that was designed 

to answer one question: which issues in education are most 

likely to be especially c~itical by 1990? Fourteen issues 

thought to be important to teachers and administrators was 

developed by Jack Frymier, the director, during the summer 

of 1987. An earlier version of the list had been put 

together by members of the Phi Delta Kappa Issues Board in 

response to suggestions from each Issues Board member's 

informal network and that person's general knowledge of the 

field. Several of the issues on the original list were 

discarded following a survey of 79 officers of Phi Delta 

Kappa, but other issues were added from a list developed by 

Larry Barber, a member of the coordinating committee, who 

polled educational agencies and organizations during the 

spring of 1987. 

The 14 issues. were. presented in questi6nnaire format to 

the Biennial Council in Louisville in October, 1987. More 

than 800 members of Phi Delta Kappa from 635 chapters 

identified four issues, out of the 14 listed, that they 

thought would be especially critical by 1990: 

1. at risk/neglected/abused students 
2. changing demographic factors 
3. public support and confidence in education 
4. improving the effectiveness of schools (p.4) 

1' ~ 
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On the basis of that survey, a proposal to accomplish a 

study of the issues listed above was developed by Jack 

Frymier and presented to the Board of Directors of Phi Delta 

Kappa for approv~l and funding. The proposal outlined 

procedures for conceptualizing and accomplishing "A Study of 

Students at Risk:' by working collaboratively with up to 100 

chapters of Phi Delta Kappa. That proposal was approved in 

January, 1988. _,, 

In February,, 1988, letters were mailed to president and 

research representatives of 640 chapters in Phi Delta Kappa 

inviting them to participate in the project. It was 

specified that applications t0 participate were due on or 

before April 15, 1988, and that "if more than 100 chapters 

indicate an interest in betoming involved, PDK selected 

chapters from those tha~ applied according to the level of 

expertise, degree of commitment,' and access to the schools 

and community evident in ,the application. 

By mid-April, applications to participate in the project 

had been received from 240 chapters. A speci a 1 commi tte'e of 

Kappans 'was convened to evaluate the' applications. On the 

basis of those evaluations, '100 chapters 'were approved for 

participation. Notifications of approval and rejection were 

mailed in mid-May. 

The original proposal includ~d a provijion to establish 

a committee of experienced researchers that was responsible 

for coordinating the conduct o~ the ~tudy. · The proposal 

further specified that the coordinating committee wouid, 



conceptual'ize the problem in final form and develop 

instruments and procedures for chapters to use, but that 

committee worked directly from the top-ranked issues, as 

identified by the delegates at the Biennial Counci). 

The top-ranked issues had been described in the survey 

presented to delegates at the Biennial Council this way: 
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At Risk/Neglected/Abused Students: Children who are low 
achiever~, potential dropouts, pregnant teenagers, 
latchkey children, or children who suffer from abuse, 
neglect, drugs, or alcohol. 

Changing Demographic Factors: Increasing number of 
minorities, non-English speaking families, children born 
out-of-wedlock, single-parent homes, elderly, and 
declining school enrollments with fewer taxpayers as 
parents. 

Public Support and Confidence in Education~ Declining. 
support for public schools~ importance of public schools 
in a democracy not understood, help people understand 
how better schools mean a bette~ ecpnomy and a better 
culture. 

Improving the Effectiveness of Schools: Raise students' 
achievement levels, reduce dropout rates, improve 
students' attitudes toward school, help students become 
more responsible.and competent as learners and citizens 
(Frymier, J., 19~9, pp. 4, 5). 

The interpretation .of crucial issues described the basic 

purpose of Phi Delta Kappa, which: 

... shall be to promote qu~lity education, with 
particular emphasis on publicly supported 
education, as essential to the development and 

.maintenance of a democ~atic way of life. 
(Frymier, 1989, p. 1): 

The general assumption, as expressed in the proposal 

presented to the Board of Directors, was that this research 

project: 

would be a truly collaborative effort between 
chapters and headqua~ters in the sense that the 
ideas for such a project grew out of the Future's 



Committee Report (centralized), Qut the topic to 
be studied-emerged from an analysis of responses 
of representatives from 635 chapters meeting in 
session at a Biennial Council (decentralized). 
The proposal was developed by headquarters staff 
(centralized) and would ,be implemented by a , 
coordinating committee (centralized), but data 
would be collected·in each area (decentralized) 
and data would be interpreted by representatives 
of chapters meeting at the district level 
(decentralized) before a final report was written 

. (centra 1 i zed). , Ho\'!ever, each chapter wou 1 d a 1 so 
be encouraged ·and assisted in developing special 
reports and other communications to people within 
their own. 1 oca 1 e. ( decentra 1 .i zed), ba~ed upon their 
own interpretation of their own data in relation 
to the summarized data for all ch~pters (p. 7). 
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The following persons were appointed in February, 1988, 

to serve as a coordinating committee of A Study of Students 

At Risk: 

Larry Barber, Phi Delta Kappa 
Ruben Carriedo, San Diego Public Schools 
William Dentbn, Dallas Independent School District 
Jack Frymier, Phi Delta Kappa, Director 
Bruce Gansneder, University-of Virginia 
Sharon Johnson-Lewis,_ Detroit Public Schools 
Neville Robertson, Phi Delta Kappa 

This committee met three times between March and June, 1988, 

to conceptualize the problem and develop instruments and 

procedures to accomplish the study. 

Four issues had been identified by delegates at Phi 

Delta Kappa's Biennial Council as likely to be especially 

critical by 1990. The coordinating committee posed four 

questions from those four issues to guide the research: 

a. Who is at risk? 
b. What are they like? 
c. What is the school doing to help these students? 
d. How effective are those efforts? 

(Frymier, 1989) 

The theoretical rationale presumed that the student 
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would be the focus of the study, but five factors or sets 

of conditions impinged upon the student and affected the 

extent to which a student was or was not "at risk": family, 

peers, school, life events, a~d ,the community context. Data 

was collected on each of these factors. The coordinating 

committee decided to structure the research effort so that 

the participating chapters would do s9me things in common, 

would choose other things to do from a list of options to be 

made available, and would do still other things individually 

and in-depth, if they choose to do so. Also, the research 

design should include diverse methodological approache~ to 

the multi-faceted problem so members in various chapters 

would be able to find some aspects of the ~tudy that 

appealed to their unique interests and skills. Finally, 

questions that were raised concerning the quality of the 

research endeavor, because of the size and scope of the 

project, could be dealt with adequately if instructions 

regarding methodologies were explicit and uniform. 

Therefore, all data collected was analyz~d separately by 

each chapter, and accumulatively for ~11 chapters (Frymier, 

1989). 

Smaller Classes 

Despite arguments that the 4eacher would decide the 

outcome of a class, not the number of students in the class, 

various studies augmented the decision that smaller was 

better. 



Glass and Smith (1980), in their search for valid and 

reljable research on class size, reviewed the literature 

spanning 70 years. They compiled data from journal 

articles, books, theses, and unpublished studies and chose 

14 studies for their study. By comparing mean achievement 

of "sma 11" c rasses to their "1 arge" comparison groups and 

standardizing the differences by dividing by the standard 

deviation of the groups, .Glass and Smith plotted the 

relationship of class size td student achievement. 

According to thei.r results, the 20-student class was a 
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benchmark. Below 20 students, achievement climbed rapidly; 

above 20 students, achievement continued to decline slowly 

as class size increased (Glass and Smith, 1980. Sabrio, 

Pechman, and Rubin, 1982. and Mue.ller, Chase, and Walden, 

1 988) . 

Also, the effects of instruction in a smaller class 

carried over to later grade levels. Additionally, students 

were more likely to exhibit desirable practices and 

behaviors if they were in a smaller class situation (Ryan 

and Greenfield, 1980). Research showed that a deliberate 

reduction in clas~ size promoted more individualization of 

instruction than.a chance reduction (Frymier, 1985). 

The positive reinforcement reflected both on teachers 

and on the students. The teachers felt more professionally 
I 

competent in a small·class environment, while student 

achievement was more positively affected when instructional 

settings included less than 22 students wi'th one teacher 
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(Sabrio, Pechman, and Rubin, 1982. Frymier, 1985). 

Lastly, the benefit of smaller classes, more 

individualized instruction, seemed to diminish as the grade 

level increased. (Furno, O.F .. and Collins, G.J., 1967. 

Clark, S.C. '.~ichel, S., 1963. Barlow, 1969. PDK, 1985. 

and Mueller, Chase and Walden, 1988). Thus, the most 
' promising effect of class size r~ductions occurred in grades 

K-3, such as Project STAR:. 

Tennessee's Project STAR, currently in progress, 
is a four~year study involving some 6900 pupils 
in about 350 classes from kindergarten through 
grade 3. The latest data available indicate that 
class size reductions from about.24 to abo~t 15 
pupils in each of grades had posi~ive effects as 
measured by scores qn nationally standardized 
tests. [Also] smal'ler classes were as.sociated 
with student mastery of the district's basic 
skills objectives for all three years ... Current 
data from ProJect STAR indicate that at the end 
of 2nd grade minority students did substantially 
better than minority students in larger classes 
(Robinson, G~E., 1990, Pp. 82 and 86). 

Computerized Instruction 

In elementary school~ with significant high-risk 

students, alternative methods of instruction were 

necessary. Thus, in keeping with the adva~cement of 

technology and preparing the students.for the high-tech 

world, turning to comput~rs for instruction was a logical 

step. 

At William~ Elementary ~chciol in Chicago, 50 percent of 

the black students tested ~elo~ grade level. The school 

used a computerized homework program for reading, math, and 

spelling; this program combined computer and audio 
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technology to phone students and give exercises in basic 

skills. The computer, through the process, adjusted the 

instructional level for each child, told who took the 

lesson, the number of lessons completed, and the proficiency 

level. The results were best summed up by Floyd Banks, the 

principal. 'We see an average grade level improvement of 

nine months in reading and one year in math with students 

who use the computer 15 minutes a da~, four days a week, for 

eight months' (Dowdney, 1987, p. 13). 

Dowdney stated that Chicago and other districts used 

Computer Assisted Instruction (CAI) because it: 

1. Provided individualized instruction appropriate for 
any learner population, regardless of age; 
socioeconomic background, or skill level. 

2. Created a positive, nonthreatening learning 
environment because teachers and other students 
were not looking constantly over the students' 
shoulder ... students could relax in a private 
world--free to experiment, to make mistakes, to try 
again. 

3. Gave students immediate feedback ... the program then 
directed students to new concepts if they answered 
correctly or to additional practice if they 
answered incorrectly. 

4. May be used at all levels (elementary through 
college). 

5. Speeds up learning. On the average, students 
gained one and one-half years for each year they 
used CAI. 

6. Provided almost unlimited supplementary practice to 
support classroom instruction. 

7. Increased motivation through success in the 
program, thereby self-esteem was achieved as well. 

8. Could be administered by aides or others who were 
not instructional experts. 



9. The same program could be used for the entire 
target population. 
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10. Tracked students' progress so that educators knew 
where each student was performing in the curriculum 
(p. 13). 

Ross (1989) described a tutoring system using a computer 

network between at-risk sixth graders and Master of Arts fn 

Teaching candidates. This program of distance tutoring was 

developed by Apple Computer, Inc., Memphfs City Schools, and 

Memphis State University. This program like the CAI program 

in Chicago, combined c<omputer and audio technology to a 

two-way communication< between ~utor and student. An 

electronic bulletin board system (BBS) was used to explain 

content lessons to students, ~ssigned tutorship roles for 

the M.A. Teaching candidates, and assigned writing skills 

lessons to the at-risk students. 

Kleifgen (1989) expressed a concern that CAI was 

expected to help American schools to teach at-risk students 
' ' 

more effectively and to reduce educational in~qualities; 

yet, she suggested that computer technology actually widened 

the gap in educational opportunity. Inequities in school 

computer use resulted from some of the following factors: 

1.) unequal access to computers in the home; 2) limited 

access in ethnic and,language minority schools; 3) limited 

the teach i n_g approaches toward at-risk students; 4) and 

limited access and applicability for female students. 

Pogrow (1990) shared similar concerns to the lack of 

effectiveness of the CAI upon at-risk students beyond the 

third grade, because they did not deploy think1ng strategies 
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or derive meaning from symbols. "CAI may, in fact, widen 

the gap between good and poor achievers ... the primary cause 

is inadequate metacognitive skills. That is, at-risk 

students do not consciously apply and test mental strategies 

to deal with normal thinking activities like reading and 

problem-solving" (Pp. 61-62). The at-risk student was 

viewed as one who looked for an answer simply for a 

response, rath~r than learning to think. 

The HOTS program (Higher Order Thinking Skills) used 

microcomputers to help high-risk students master basic 

skills, basic thinking processes, course content, and apply 

learned information in various problem-solving situations. 

In the HOTS program, the software was selected for 

motivation, not for explicit goals. Programs, usually games 

or adventure stories, were presented solely to spark an 

interest in a given activity, not to develop content 

knowledge of technical expertise. 

Words and concepts in the menus provided the classroom 

teachers opportunities to create Socrat1c questions that led 

students to disco~er and prac~ice key thinking skills . 

. Special Teachers 

For students labelled at-risk due to learning 

disabi 1 ities, various alternatives to the .methods of special 

instruction have become a necessity. Avoidance of further 

labelling of at-risk students as called "du~b" by their 

peers was a primary concern in the adoption of more 



innovative avenues of instructing students with special 

needs. 

Team teaching with the regular teacher and the 

specialist in the same classroom proved to be of 

benefit. The students in need of s~ecial instruction were 

provided a stable environment, as they were not shuffled 

from one room to another. There was also the added 

advantage of closer coordination between the classroom 

teacher and the special teacher. Shared ideas from 

team-teachers increased the effectiveness.of communication 

strategies, joint instructional planning, classroom 

management procedures, constructive feedback, and staff 

development (Richardson, 1989~. 
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Even non-traditional team teaching partners worked 

successfully together. Technplogy teachers worked with 

elementary school teachers to teach technology education in 

the e 1 ementary c 1 ass room.. Students were i nvo 1 ved in 

manipulating tools and materials to construct an object, 

role-playing situations relating to the use of technology, 

testing a product for performance, or designing an idea for 

an invention (Kieft, 1988) . 

Unfortunately, however, disadvantages surfaced with 

this system of special teaching. Limited space forced 

·teachers to work in cramped conditions. Also, the.normal 

classroom setting offered distractions to students who 

tended to distract easily. And, labelling was stiJl a 

problem; children received special instruction in full 



view of their peers, thereby being labelled "slow" 

(Shepard and Smith, 1989). 

Thus, the TAT (Teacher Assistance Team) was formed. 
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Hayek (1987) suggested the use of building-level teacher 

assistance teams to provide suggested alte.rnative 

instructional strategies and support services to regular 

teachers with problem learners before a referral to special 

education. 

Before a.student was referred for special services, 

three teachers who met once a week listened to reports on 

problem students and offered classroom solutions. After 

two weeks, the classroom teacher reported to the TAT either 

success or failure of the recommendations. Only if the 

recommendations failed, was the referral approved. 

After approval .for special servic;:es was given, the 

child's case was referred to a Child Study Team, which. 

consisted of the principal, counselor, school psychologist, 

social worker, LD teacher and regional LD representative to 

consider options to speci~l testing (Hayek, 1987. Chalfont, 

J . and Pysh, M. V. , 1 981 ) . 

Restrict from Sports 

Participation in extracurricular activities demonstrated 

a variety of desirable effect~ on the academic progress by 

raising educational expectations and grades (Spreitzer and 

Pugh, 1973), lowering delinquency (Landers and Landers,· 

1978), and affected the at-risk student's desire to 
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persist in school (Otto and Alwin, 1977). 

Participation in sports built a positive attachment to 

tha school, and also provided additional avenues for success 

for students who did not perform well in the classroom. 

Therefore, by restricting at-~jsk students from sports, 

greater student alienation may grow and deprive the school 

of the only holding power it had for this group of students 

(PDK, 1989). 

Coping Skills 

Schools, teachers and students (peer members) have 

often been the role models and model environment for many 

children. Hence, teachers have been accorded the 

responsibility of teaching moral attitudes and social skills 

to the children in their classes (Barrett, 1989). When a 

child entered school, a new role was assumed, and new values 

and attitudes were assumed as well. 

Children must learn to operate in society. They 
need to know how to.function as people among 
other people. They must understand there are 
differences in thinking and interpretation of 
experiences. There is the need for children to 
share ideas and discuss their .ideas and'thoughts 
with others to see how differences in thinking 
and experiences relate to them ... In this way, 
children cah learn to be unafraid of differences 
and similarities and'can learn to alter their 
own understanding ... Each child, as a person, 
needs to keep a critical perspective on his 
or her owh-thinking and actions. (Barrett, 198~, 
pp. 164-166). -

Elias and Clabby (1988) presented an eight-step strategy 

for students of all ages to -use to cope with stress and make 

informed decision: 



1. Look for signs of different feelings. 
2. Tell yourself what the problem is. 
3. Decide on your goal. 
4. ~stop and think of as many solutions to the problem 

as you can. 
5. For each solution, think of all the things that 

might happen next. 
6. Choose your best solution. 
7. Plan it and maKe a final check. 
8. Try it and rethink it (p. 53)~ 
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Building on the work of Dewey and Piaget, and Shure and 

Spirach, Elias and Clabby (1989) suggested to teachers five 

steps to help school children with. the improvement of their 

social awareness and social problem-solving skills: 

1. Teach an ordered sequence of sk1ils. A hierarchy 
of skills underlies competent interpersonal 
behavior, a primary aspect of which is children's 
social-cognitive problem-solving sktl ls--those they 
use to ana 1 yze, ·undE;!rstand, and prepare to respond 
to everyday problems, decisions, and conflicts. 

2. Focus on decision-making situations. Many problems 
of our youth originate in concrete decision-making 
situatio~s that usually occur in the absence of 
adult supervision. 

3. Provide a cognitive strategy ... a common framework 
that unifies the content areas and a strategy that 
can be employed accress content areas to meet a 
variety of mandates. 

4. Make it usable by educators and parents. Because 
the decision-making framework and the 
problem-sofving strat'egy can be used consistently 
thr9ughout or across all developmental periods. 

5. Build in activities to aid maintenance and 
generalization. Without reinforcement, many 
affective programs in the schools fail to achieve 
satisfactory carryover to the real world. For this 
reason, we build in application. We train 
teachers, special teachers, educational 
administrators, and especially parents in how. to 
prompt and encourage children's use of 
problem-solving as everyday decision-making~ 
situations occur (p. 53). 
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Refer to Psychologist 

The literature suppo~ted the assumption that 

understanding of a person's sets of relationships and the 

character of the system within .which the person functioned 

were extremely important in analyzing problems of 

individuals or families. The goal of such intervention was 

to modify the system that was supportive of the "problem" 

behavior. In family consultation, th~ system that worked to 

~,:1:::: detriment of the chi 1 d was dismantled and reorganized to 

enhance the child's development. 

High-risk elementary school students with behavioral 

difficulties improved their behavior after consultation with 

families and counseling with students (New York State 

Education Department, 1984. Walz, G.R., 1986. Jones, E.D., 

1987). Behavior problems usually included poor school 

performance, asocial. behavior, rejection by peers, truancy 

and excessive absences due to illness. There was a 

significant improvement in self-concepts for high-risk 

students receiving counse 1 i ng and ·fami 1 y consultation 

( S 1 oan, 1 986 ) . 

Third, fourth· and fifth grade high risk students with 

behavioral difficulties may have evidenced nigher 

self-concepts and improved behavioral quotients when they 

.received counseling and consultative services, eithe~ 

directly or through the classroom teacher (Richardson, 

1989). 



Notify Parents/Confer with Parents 

The involvement of parents was determined to be a key 

factor in a child's academic achievement. The teacher's 

perceptions of a student ~ay differ from those of the 

student's parents. A teacher's decision to classify a 

student perceived to have cla~sroom difficulties as 
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"at risk" initiated a formal process of referral, testing, 

labelling, and placement, resulting in different educational 

opportunities for that particular student., 

Casanova (1988) cited the case studies,of 12 students in 

the second and third grades who were identified as ''at-risk" 

by their classroom teachers. ,The students ranged in age 

from seven to nine and one-half years old .. Half of the 

children were Hispanic, from homes where Spanish was the 

dominant language. Interviews' were conducted with parents, 

teachers, and students, and school records were examined. 

Findings included the following: 

1. Discrepancies exi~ted between parents' and school 
personnel's perceptions of the child. · 

2. Information was often not solicited from parents by 
school personnel. 

3. School personnel's perceptions were more important 
than the parents' percentions in making decisions 
about the chtld's schoo1 career. 

4. Information was sometimes withheld from parents by 
school.personnel. 

5. Parents seemed to accept the judgements of the 
school personnel and set aside their own doubts. 

6. Class size may have prevented the development of 
strong home--school relationships. 
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Secondly, a pattern of poor attendance was an early 

sign of a potential student dropout. Therefore, various 

school systems throughout the country instituted programs 

through which parents, willingli or unwillingly, became 

involved in what their child was doins (Rich, 1987). 

Hamby (1988) stressed five criteria for such programs: 

1. Develop and communicate.a comprehensive attendance 
policy. 

2. Let parent~ know immediately when the child is 
absent. 

3. Provide classes for parents in how to help children 
learn. 

' 
4. Send letters to pare~ts to recognize their child's 

achievement. 

5. Reward good behavior on the part of the student 
with certificates, buttons or ribbons, whatever 
might indicate pride in his adhievements. (P. 22). 

Extra Homework 

The first major national report calling for educational 

reform was published by the National Commission on 

Excellence in Education (1983) under the title A Nation at 

Risk: The Imperative for Educational Reform. One of this 

commission's major themes was "more homework". 

Data from teachers, parents and ~tudents were used to 

explore the correlation of homework activities and the 

effects of homework on elementary school students' 

achievements and behaviors in school. Results indicated 

that at the elementary school level, low achievement in 

reading .and mathematics, in comparison with high 
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achievement, was associated with more time spent doing 

homework, more minutes of parents' help, and more frequent 

requests from teachers for parental involvement (Epstein, 

1988). Further, Czech (1988) stated that elementary 

students who did not complete homework assignments performed 

poorly on standardized tests. 

Foyle (1988), in 84 homework experiments conducted 

between 1904 and 1984, 34 studies found a significant 

difference in favor of homework over other methods of 

learning; 6 found a significant difference in favor of other 

methods of learning than homework, and 49 experiments found 

that homework and other methods of learning produced similar 

results in student achievement; however, at higher grade 

levels a decreasing difference was found between homework 

and other methods. 

Chandler (1983) conducted a study which involved 32 

elementary school children. Her major assumption was that 

there was a vast discontinuity between home and school in 

the functions of literacy and language development. Parents 

and teachers of the school children were interviewed, and 

one observation was made of a parent helping a child in an 

assignment at home. This assignment involved filling out an 

hourly log-sheet of the child's activities on a specific 

day. Analysis of observation data led to the conclusion 

that parent/child interaction over a homework task was very 

similar to the interaction between a teacher and child in 

school. Results indicated that discontinuity between home 
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' and school could explain at least a portion of the problems 

of at-risk children in acquiring literacy. 

In summation, 'homework in and of itself appeared not to 

be a significant factor in at-risk children acquiring 

literacy. However, the parental involvement associated with 

homework appeared to be ~ signific~nt.factor in the school 

career of the at-risk studen~ ·(chandler, 1~83, and Epstein, 

1988). 

Eliminate Art and Music. 

At-risk students increas~d knowledge of basic skills, 

personal talents and developed worthy use of leisure time 

during art, music and drama .~lasses (Acer, 19S7). 

During ~rt class, e~ementary school children learned to 

mix their own c6lors and choose the app~opriate materials 

for the task at hand. The~ l~arned about size, color, 

shape, texture, shade and rela~ionships of the various 

materials. Within this process, the child developed 

understanding, thinking and his/her own perception of the· 

world. In addition,· while working with the art materials, 

the students learned to ,accept responsibility and to work 

independently (Barrett, 1989). 

Retain in Grade 

Macchiarola (1987) stated that student pr,omotion was 

determined by the.degree to which the student mastered the 

basic skills required in each grade. Early mastery of basic 
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skills helped ensure that today's elementary school student 

would not be tomorrow's high school dropout. Achievement 

was to be improved in two ways: the students were to be 

more diligent in learning if they perceived some genuinely 

negative consequence for failing to learning, and students 

who failed were not passed on unnoticed, but given another 

opportunity to acquire necessary skills. 

A 1983 Gallup Poll showed 75 percent of U. s. citizens 

were in favor of grade retention. They felt promotion from 

grade to grade should only be awarded if the student passed 

the equivalency exams for the grade level (Shephard and 

Smith, 1989). Some educators also agreed that retention in 

grade was helpful to assuring student achievement. Frymier 

(1989) found more than 40 percent of teachers and more than 

70 percent of principals in a PDK research project that they 

regularly retained students in grade. However, only 48 

percent of the teachers and 26 percent of the principals 

believed that retention was effective in dealing with 

at-risk students. 

House (1989), however, perceived the practice of 

retaining students differently. Students were retained in 

rather arbitrary and inconsistent ways, and those flunked 

were more likely to be poor, males and minorities. 

The effects of children being retained in grade had as 

much to do with children dropping out as did their academic 

achievement (Grissom and Shepard, 1988. Frymier, 1989. 

House, 1989. Shephard and Smith, 1989. and Richardson, 
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Casanova, Placier, Guilfoyle, 1989). 

Alternative School 

Alternative programs for at-risk youth were forecast to 

grow through the 1990s. According to Garrison (1987), 

approximately 35 percent of the school districts had 
e' 

alternative school programs. Alternative placement 

addressed a variety of needs for many groups, including 

juvenile offenders and students of diverse ethnic and social 

backgrounds who required the individualized attention such 

schools provided. 

Levin (1987) stated an effective approach to educating 

disadvantaged students must be characterized by high 

expectations, deadlines by which they were· to be performing 

at grade level, stimulating instructional programs, 

planning by the educational staff to offer the program and 

the use of all available parental and community resources. 

He further stated that educa.tional intervention must be 

transitional and must be designed to close the achievement 

gap after a period of intervention so that students could 

benefit from regular instruction. 

To this end, a program of accelerated schools was 

designed. The accelerated school demonstrated a 

transitional elementary school 'designed to bring 

disadvantaged students up to grade level by the end of sixth 

grade so they could take advantage of mainstream secondary 

school instruction. Also, this school was designed to 
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prevent dropouts by eliminatina the single most important 

cause of dropping out: serious achievement deficit. The 

curriculum emphasized language in all disciplines, even in 

mathematics. Learning was applied to everyday problems and 
',• 

events (Barton, J., 1988~ and Levin, 1987). 

Parents were involved in this method of instruction 

thr6ugh signing a written ~areement that clarified th~ 
- ' 

obligations of all parties concerried. ~hey were also 
' ' 

provided opportunities.to interact in.school programs and 

actively assist their children. ~he accelerated school also 

benefitted the parents through an ~xtended day, thus 

eliminating many "latchkey" children (Lev,in, 1987). 

Levin (1987) stre~sed that the accelerated schools were 

successfu 1 because ·~they emphasized the i nst rumenta 1 g9a 1 of 

bringing students up to grade level by the completion of 

sixth grade and stressed accelerating learning and high 

expectations" (p. 20). 

Even in kindergarten,~major advantages were seen in 

alternative schools .. In Kindergarten Plus in the 

Springfield School District #186, one kindergarten class 

attended school a full-~ay and the other kindergarten class 

attended the normal half-day.: The results included the 

following: 

1. The full-day students scored 9ignificantly higher 
than the ~alf-day students o~ the Kindergarten 
Skills Inventory. · 

2. The full-day st~~ents scored signifi6~ntly higher 
than the half-day stud~nts on the MRT. 

3. Attendance was improved over the,.half-day students. 



4. There was reinforcement of skill development. 

5. Parents perceived the children's readiness for 
first grade and expressed satisfaction with the 
program. 

6. There were fewer retent-ions. 
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7. The teachers perceived the benefits of the full day 
program and the administrators approved the 
program (Rutledge, 1987). 

Garrison (1987) discussed two alternative programs from 

California for elementary students: the PASS program 

(Positive Alternatives to Student Suspensions) and 

Transitional Skills Class. 
' The PASS program was an individuil and group counseling 

program performed by teachers and teaqher aides during class 

time. "Time out rooms" were set aside to discuss problems 

with students and/or parents.· A vital component of the 

program was the counseling for parents who experienced 

difficulty with their children at home as well. 

Transitional Skills Class was an alternative program 
. ' 

which was designed to. serve students in grades one through 

six who failed to meet the standards for promotion. 

Targeted students were those who, through eit~~r lack of 

attention, absenteeism, or low ability, needed intensive 

instruction and more structure in order to "catch up 

academically. 

The instruction in the transitional, class was 

concentrated in the basic s~ills areas and student~ were 

provided with remedial instruction in the areas of previous 

academic failure. When appropriate, students were 



mainstreamed into regular classes at the grade level to 

which the student would have been assigned if promoted. 

The tran~itional class concept focused on alternative 

strategies to prevent -failure. It provided many students 

the opportunity to gain the-~kills they lack for promotion 
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in a much shorter time and in' a more efficient manner. The 

participating elementary schools were Cutler Ridge, Fulford, 

Lillie C. Evans,·and Riverside from M~libu, California. 

Edmonson (1~86)-~ndicated that the growth in the number 

of children age six to thirteen will increase the demands on 

the nation's elementary schools. Hence, the use of day-care 

alternatives by greater numbers of working parents and other 

relat~d demographic factors ~ill greatly ,affect the future 

of public schools. 

Individualized Instruction 

The Pull-out Program helped students who were having 

difficulty in a regula~-classroom. This program 

provided the individual child or small group of children 

with- more one-qn-one instruction (Levin, 1989). 

Class size reductions below 20 students allowed the 

teacher to provide more individual attention to the at-risk 
' ' ' 

student's problem :areGis~, Also below 20 students in a 

classroom, the achievement level climbed rapidly (Sabrio, 

Pechman, and Rubin, 1982, and Mueller, Chase and Walden, 

1988) . 

Peer tutoring programs proved to be effective for both 
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the tutor and tutee, because student tutors received direct 

instruction in basic skills, as well as tutoring skills and 

increased the self-esteem of the tutor and the 

self-incentive of both the tuto~ and the child being tutored 

(Sosa, 1986). 

Emphasize Thinking Skills 

The literature revealed that conventional 

computer-assisted instruction was an effective strategy in 

helping at-risk students master basic skills, but failed 

high-risk students who could not deploy thinking 

strategies. 

Pogrow (1990), however, described the HOTS program 

(Higher Order Thinking Skills). This program used 

microcomputers to help high-risk students master basic 

skills, thinking processes, course content, and apply 

learned information in various problem-solving situations. 

The software was selected in,various problem-solving 

situations. The software- was selected for motivation not 

for content goals. Programs, usually games or adventure 

stories, were presented to instill an interest, not to 

develop content knowledge or technical expertise. Words and 

concepts in the menus provided teachers opportunities to 

create questions that led students to discover and practice 

key thinking skills. 

And an extended day program "Hands on Science" allowed 

students to discover the numerous applications of simple, 



everyday materials to science and technology (Feldman, 

1987). 
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The literature further revealed that most at-risk 

programs tended to rely on remedial or compensatory services 

rather than on higher order thinking skills (Levin, 1989). 

More Time on Basic Skills 

Tennessee's Project STAR found that by class size 

reductions from about 24 to 15 students had positive effects 

as measured by pupils' scores on nationally standardized 

tests. Also, smaller classes were associated with student 

mastery of the district's basic skills objectives for a 

three year period; and, at the end of second grade, minority 

students did substanti'ally better on the basic skills 

objectives than minority students in larger classes 

(Robinson, 1990). 

In Chicago, at Williams Elementary School, a 

computerized program for reading: math, and spelling, was 

implemented for at-risk students. The program combined 

computer and audio technology to phone students and gave 

exercises in basic skills. The results were an average 

grade level improvement of nine months in reading and one 

year in math with students wh6 used the computer 15 minutes 

a day, four daxs a week, and for eight months (Dowdney, 

1987). 

Basic skills were found to be enhanced through homework. 

Homework alone did not appear to be significant, but the 
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parental involvement associated with homework appeared to be 

a significant factor in the child's ability to master basic 

ski 1 1 s (Epstein, 1988) . 

Art and music education increased knowledge of basic 

skills for elementary students. Durin~-art class, 

elementary school children learned to mix their own colors· 

and choose appropriate materials for an assigned task. They 

learned about size, color, shape, texture, shade, and 

relationships of various mat~rials (Barrett, 1989). 

Lastly, Hannah (1984) fo~nd a statistically significant 

and positive relationship between a student's language 

concept skill development and hi~/her reading achievement. 

Peer Tutoring 

Bull and Garrett (1989) in "At Risk. in Ru~al America: 

Strategies for Educators"; made several recommendations for 

educational programs to keep youth in school. Among their 

recommendations was the strategy of educational programs to 

develop positive self-concepti. 

In 1984, in the Edgewood and Sout~ San Antonio 

Independent School Districts, the Value Youth Partnership 

Progam (VYP) was instituted. The VYP identified Hispanic 

junior high school and high school students at risk of 

dropping out and ~ave th~m an:opportunity to serve as tutors 
' - ' 

of young children. This provided them the chance to learn 

the basic skills, develop new ~os~tiv~ self-perceptions and 

remain in school. A remarkably successful program, of the 



100 students identified at-risk, 94 remained in school. 

Additionally, these students''overall grade point average 

increased and there was a decrease in absenteeism and 

discipline referrals (Sosa, 1986). 
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In Chicago, a computer-tutor project was created to help 
' ' 

economically disadvantaged st~dents in Chicago's uptown 

district. Sixth through eighth grade students learned 

computer programming and tutoring skills and tutored first 
' \ 

through fourth grade student~. Most of the participants, 

peer tutors, and students experienced .academic or behavioral 

difficulties in school. However, program supervisors 

encountered none of the rebellion or reluctance to learn 

that teachers often received from troubled students. Most 

participants constantly exhibited cooperation and 

enthusiasm. During the learning sessions, peer tutors spent 
' . ' 

20 minutes working on the:i.r own programs and then spent the 

next 20 minutes helping younger students. Educational 

software used in the. learning/tutoring sessions was · 

carefully selected to insure that the materials were 

consistent with each child's educational needs. From the 
' . 

perceptions of the program supervisors,·outcomes of the peer 

tutorship intervention strategy erihanced both the tutor's 

and the student's cognitive development, but'also enhanced 

fee 1 i ngs of se 1 f:-:-wor·th in the tutors . 
. 

In conclusion, the reasons these programs were felt to 

be so successful was the student tutors receive.d direct 

instruction in how to tutor, thereby reviewing basic skills 
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and increased the self-esteem of the tutor and the 

self-incentive of both the tutor and the child being tutored 

(Jason, 1983. Sosa, 1986). 

Teacher Aides 

The value of teacher aides in schools was increasingly 

visible to the administration of each school. Teacher aides 

relieved teachers of clerical duties, performed routine 

administrative tasks, and tutqred students, thus leaving the 

teacher to accomplish the job of teaching more effectively 

(Hamby, 1983). 

Unfortunately, the system of using teacher aides had 

some serious drawbacks, resulting in limited use by the 

schools: 

1. Planning time for assigned duties and training of 
the aide by the teacher for the duties--this may be 
relatively simple to ease by merely implementing 
weekly or monthly inservice training sessions for 
the new aide volunteers. 

2. Assigning tasks appropriate to the aides' 
exper1ence and teachers' needs. 

3. Coordinating activities and meeting times--this 
also may be relieved merely by utilizing breaks, 
lunch, recess, and the periods before and after 
school to communicate the teacher's wishes. 
Written missives explaining job duties are also an 
alternative (p. 27). 

I 

After School Programs 

This strategy coincided with flexible scheduli~g and 

extracurricular activities (Hamby, p. 26). For children 

who parents work, extending the school day provided them 



with the opportunity for after-school tutoring classes and 

peer friendships (Seiter, 1988). 

The issue of the latchkey child was addressed in the 

literature. Various ~Qencies were attempting to meet the 

needs of the latchkey children through programs by parent 
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alliances, community organizations, social service agencies, 

youth groups, schools, busine~ses, churches, and private 

daycare centers. 

Due to the lack of policies concerning child care for 

school-aged children at the federal and state levels, a void 

appeared to leave schools uncertain to·their potential role 

in this important issue. Should the after-school curriculum 

be geared toward academic achievement, then staff selection 
, -

would be on educational achie~ement and the proper 

credentials (Walters, K., 1985). 

Feldman (1987) ~ascribed an after-school science 

program, "Hands On Science", in _which students from 

kindergarten through si~th g~ade discovered the application 

of simple, everyday materials to science and technology. 

Whether the cir~iculum be,~cademic or developmental, 

students from all grade levels benefitted from the 

one-to-one instruction and/or the interpersonal peer 

relationships developed during activites after schooJ (Van 

Wyc~, B;, 1979. Genser, 1979. Feldman, 1987. Seiter, 

D.M., 1988, and Oklahoma Curriculum Improvement Commission_ 

and Oklahoma State Department of Education, 1989). 



Title I Program 

Chapter I, known earlier as Title I, was a large 

federally funded program which provided ~xtra services for 

all elementary children who met the ~riteria; students who 

were identified as in need of remedial services. Although 

the results were inconclusive and controversial, the 

federal government has indicated its approval of the 

prcsram by continued funding for'the:~ext 20. years. ,, 
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The Title I program was e~tended further into two other 

programs, "Head Start" and "Follow Through". According -to 
- . 

Zigler (1983), these 'intervention programs were intended to 

provide poor children with learning experiences lacking in 

their impoverished environments. These two programs were 

discussed in this s~ction. 

Head Start: 

Since its inception in 1965·, the Head Start program has 

been the largest and ~roadest i~tervention program in this 

country (Zigler & Berman, 1983). These programs had the 

unique role as the first national preschool intervention 

effort (Zigler, 1983). 

Head Start designated families of over 2,000 programs 

that shared common goals and guiding principles. In 

addition to the center-based preschool programs, 

demonstration projects within Head Start were committed to 

the enhancement of the quality of life for children and 

families, and to ~nhance physical, cognitive, social and 
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emotional development, as well as positive attitudes toward 

self, family and society. 

The Head Start Program experience influenced children to 

perform optimally under conditions which were debilitating 
'• 

for children who had not attended Head Start. Seitz (1975) 

found the place'of testing was important on Head Start and 

non-Head Start children. Home tes~~ng performances revealed 

poor findings on oon-Head Sta~t child~en. The findings of 

test studies.,suggested that culturally deprived children 

have more intelli~ence tha~ they,are oft~n credited (Zigler 

& Butterfield, 1986). 

In 1969, Tuscaloosa, Alabama, instituted a Summer H~ad 

Start Program. Emanuel (1970~ found no significant 

differences in reading achievement scores of Head Start 

attendees and non-Head Start 'attendees at ~he end of grades 

one and thre.e. However, . there were s i gni f:i cant differences 

in reading achievement scores of second graders who attended 

the Summer Head Start.Program and their counterparts who did 

not. 

Dellinger (1971) studied the effects the.Summer Head 

Start Program had on students' readiness for school and 

their achievement at the end of first grade. There were no 

significant differences. 

Molloy (1969) found no significant difference in third 

grade achievement scores as measured by the standardized. · 

achievement tests between attendees of the Summer Head Start 

Program and non-attendees. 
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Follow Through: 

In 1986, the United States office of Education initiated 

a comprehensive program for economically disadvantaged 

children in primary grades in 18b communities (Meyer, 1983). 

Unlike Head Start and Title l, the Follow Through program 

was aligned with an outside sponsor--a university, 

educational laboratory, or state department of education. 

The sponsor was responsible for designing and implementing a 

comprehensive educational program in each project. A wide 

array of 'instruct 'fona 1 approaches was , inc 1 uded, ranging from 

open c 1 ass room· ,mode 1 s to cognitive mode 1 s based on the 

theories of Piaget, to highly structured programs utilizing 

principles of cont~moorary learning theories (Meyer, 1983). 

The Englemann~Becker Follow Through Model provided 

increased manpower through one teacher and two aides and a 

structured daily routine. Poor children progressively moved 

ahead of the,national norm through the Eng]emann-Becker 

Follow Through Model. Startin9 this follow through model in 

kindergarten gave an adv~ntage of nearly .7 grade levels 

over those children starting this, model in first graqe 

(Becker & Englemann, 1973). 

The goal of the Follow Through Program was to provide a 

continuous program from kindergarten through third grade 

with the overall objective to imp~ove the·"life chances" of 

low income children. Stallings and Stipek (1984) in their 

study followed a control group of children through high 

school. The results indicated fewer children were retained 
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and/or placed in special education classes. More children 

were staying in school. and were graduating at a greater rate 

than those children not in a Follow Through Program which 

allowed underachieving students to act as tutors. The 

student tutors received considerable training involving a 

specified curriculum before they began to tutor, and spent 
• J 

one day out of five ih ~roup supervision, ~received 

continuing training in subject matter, and tutoring skills 

(Madden, N. A. and Slavin, ~~E., 1987). 

Gains were significantly greater for both tutors and 

tutees. In reading, the tut~es Df ~r~ined tutors gained .51 

standard deviations score on the Metropolitan more than 

their comparison group. Trained tutors gained .49 standard 

deviations more than their untrained counterparts in math, 

but did not gain significantly more in reading (Archambault, 

F . X . , 1 98 7 ) . 

None of the evaluations of preventative tutoring models 

actually presented data on long-term maintenance of effects 

either on achievement or on assignment to special or 

remedial education. However, ·clay (1985) tlaimed through 

the "Reading Recovery" pr6gram to remove the need for future 

remediation for most high-risk first graders it served, but 

evidence was lacking_ .. as of this writing. 
. . 

Computer assisted instruction was a pull-out model where 

students worked on compute~s for at least part of their 

remedial reading or math time. Overall, results for the CAI 

program are well-established and positive, though more 



frequ~ntly on basic skills than on higher-order skills 

(Ragosfa, 1983, Ross, 1989, Pogrow, 1990, and Kleifgen, 

1 990). 

Categories of Effective Pull-Out Model~: 

The effective pull-out programs for at-risk students 

fell into three broad categories: Diagnostic~prescriptive 

programs, tutoring programs, and computer-assisted 

instruction. 
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In diagnostic-prescriptive programs, students identified 

as being' in need of remedial services wer~ carefully 

assessed and then instruction ·appropriate to their needs was 

given by a teacher in a l~cation separate from the regular 

classroom. Instruction was 'given to individuals or to small 

groups within a pull-out class of about three to eight 

students (Madden, 1989). 

Kimball, Crawford and Raia (1985) ·evaluted the 
' ' 

diagnostic-prescriptive pull-out program of Oklahoma City's 

school district by which careful matching on prescores of 

students who received Chapter I serv.ices with those who did 

not~ Re~ults indicated that Chapte( !-students gained a 

statistically significant score in math than their 

counterparts who did not receive Chapter I services. 

However, gains i.n read_ing were much smaller, and, in one 

year, were not statistically significant. 

The second strategy was tutoring programs, in which 

tutors work, one-on-one with identified at-risk students. 

Tutors were identified as teachers, paraprofessionals, 
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volunteers, or older students (Sosa, 1986. Madden, N. A. 

and Slavin, R.E., 1987). Tutorship programs fell into two 

main groups: programs designed as remedial programs and as 

preventative programs. 
. " 

In Dade-County, Florida, volunteer junior high school 

students took tutoring as an elective class to tutor low 

achieving first through sixt.h graders in reading and math. 

Tutors were required to read at the i~fth grade level. 

Place in Low Group 

In recent years, cooperative learning has been proposed 

as a solution to ability group~ng--special programs for the 

gifted, Chapter ·I pull-out programs, and special education. 

Cooperative learning'programs were s~g~ested as a vehicle 

for placing higher-level thinking skills into the 

curriculum, ensur~d at-risk studen~s an adequate level of 

basic skills, mainstreamed academically handicapped 

students, and as a me~n~ to improve relationships among 

students of different racial or ethnic backgrounds (Slavin, 

1988). 

There was evidence th~t coope~ative learning could 

accomplish many of the goals'sta:ted above: Goodlad and 

Oakes (1988) reported that in 1983, Desert Sky school from 

Phoenix, Arizona; had 38 remedial and accelerated classes. 

As the 1987-88 school year began, Desert Sky had none. With 

the exception of·certain special education classes and 

advanced reading and math classes for gifted stud~nts, 
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students worked in cooperative learning settings. 

By year's end in 1988, all academic levels in the 

mixed-ability classes did well compared to their 

counterparts in tracke~ classes. Remedial students in the 

mixed classes experienced the greatest overall gains. 

Average students' in mixed classes also experienced 

achievement gains; however, accelerated students in both 

mixed and ability-group settings performed, quite well with a 

slight edge favoring the mixed setting. 

Two other studies found positive achievement levels for 

students who were'graded on the average of indiv~dual quiz 

scores and not on the basis of one group worksheet 

(Humphreys, 1'982, and Yager, 1986). This ensured individual 

accountab i 1 i ty (Davidson, 1985) . , 

Cooperative Learning Methods: 

Jigsaw Teaching assigned ~ach student a topic on which 

she or he was to become an "expect''. Each student had a 

unique task, "_part to play", within an overall group 

objective. This method did not emphasize individual 

accountabi 1 ity and w~s not considered ·effective (Aronson, 

Blancey, Sikes, and Snapp, 1978). 

Group Investig~tion took on subtasks within an overall 

group task. Jn contrast to Jigsaw Teaching, Group 

Investigation based individuals' evaluations on the group's 

product. The method provided bot~ group goals and 

individual accountability (Slavin, 1984). 

In comparing the achievement effects. of the various 
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cooperative learning methods, methods that incorporated both 

group goals and indi~idual accountability were considerably 

more effective than other methods (Davidson, 1985. Newmann 

and Thompson, 19874. and Slavin, 1988). Th~re was no 

reason to believe that if students simply worked together or 

were rewarded .on a single group product or task, they would 

learn more than would student• taught traditionally (Slavin, 

1988). 

In summation, cooperative learning programs were 

considered to be effective if they emphas~zed individual 

accountability as-well as group goals (Aronson, Blancey, 

Sikes, and Snapp, 1978. Humphreys, 1982. Johnson and 

Johnson, 1987). 

Flexible Scheduling 

Flexible scheduling demonstrated a distinct advantage to 

learning for those students who were unable or disinclined 

to follow a regular school plan. This educational format 

provided more afternoon and night classes as well as 

staggered classes (Hamby,'1989}. 

Staggered, or·split scheduling, occurred wheri part of 

the class followed the regular scho9l schedule. Thus, it 

followed.that the rest of the class- arrived later and stayed 

later in the day (Frymie~, 1989). 

The primary force behind this method was to reduce 

student-teacher ratio for part of the day. This enabled the 

teacher to provide more 1ndivid~alized instruction to those 



stuqents in particular who benefitted (Jones, E.D. and 

Amuleru-Marshall, N., 1988). 

Special Education 

In a study conducted by Richard son '( 1988), teachers 

were found to be more likely to refer-children for testi~g 

and labelling if 6lassroom situations did not work and the 

child was in danger of failing. Thus, most or all LD 

students were considered at risk.·· 

56 

Miramonte·(1987) stated t~at the learning disabled 

category was a ''4umping ground" for minority students who 

failed academically,_ thereby assessing a high relationship 

between LD and bilingualism .. Assessment s~rategies that 

concentrated on read-ing··skills in a second language were 

likely to create wrong assessm~nts of the student's abilit¥ 

by underestimating the student's aptitude, because reading 

difficulties surfaced when Hispanic students read in Engli~h 

(Bowman, 1 988) . 

Barton (1988) determined that academically handicapped· 

students could be-tau~ht to think critiGally ~sa part of 

the process of le~rning to read. The key to the students' 

improvement was the teacher's knowledge base; the ability to 

apply the theoretical background of language development and 

thinking skills to the instructional exercises of this 

particular population of at-risk students. 

Top and Osguthorpe (1987) examined the.effects of having 

handicapped students tutor younger, nonhandicapped students 
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in reading. The ~tudy included 78 fourth through sixth 

grade learning disabled or b~haviorally disordere~ students 

who attended either a resource or a self-contained special 

educatio-n class and 82 nonhandicapped first graders. 
. . ' 

After- 12 weeks of tutoring,· a multivariate an~lyses of 

covariance indicated that the tutors and tutees from the 

experimental group scored s~g~ificantly higher on both 

criterion and standar.diz~d ·reading. tests ~han students 

assigned to control groupsi also, the t~tora from the 
'. 

experimental groups inc~eased. more than their counterparts 
' ' 

from the control groups in "gene~al academic ability" and 

spelling. 
- ' 

Buse (1988) described po~itive behavior changes among 

five behavior-disordered,' multiply-handicapped elementary 

students who participated in .daily play sessions with 

non-handicapped elementary studen~s. The play sessions 

lasted for ten weeks and the researcher co~cluded that 

·nonhandicapped children received positive interactions from 

their handicapped playmates, especially when specific 

playmates were •ssigned. 

Fuchs (1989) studied the effects of computerized teacher 

feedback and systems within curriculum-based measurement 

(CBM) in the area of spelling. The study. involved 27 

special education teachers an'd 54 mi ldly-handi,cappea 

students--1 earning d i sab 1 ed, em_ot ion a 11 y d i st·u rbed, or 

educ~ble mentally retarded. 'The researcher indicated that 

the special students in this study achieved a significant 
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improvement in their spelling.skills. 

Summer School Programs 

According to Ballinger (1988)~ over 400 schools in the 

u.s. organized the instructional year on a year-round basis. 

These local schools/school distri~ts did so for the 

following reasons: 1.) learning is more continual; 2.) 

memory loss is reduced by shortening summer vacation; 3.) 

remediation can occur throughout the year by usir:1g more 

frequent vacation periods_, rather than 1 imiting it to summer 

school after nine months of failure and frustration, and 4.) 

the instructional periods lend themselves to concepts of 

units, segments, or blocks of learning (p. 61). 

Research seemed to support Ballinger's four ass~mptions: 

Heyns (~978) suggested that summer losses in achievement 

for lower socioeconomic status children seemed' to deepen the 

gap between these at-risk students and their higher 

socioeconomic status peers. David and Pelavin (1978) stated 

that gains made in remediation programs during the regular 

school year seemed not to be carried over the summer months 

and into the'next year. 

Ward (1989) examined the long-term effectiveness of 

North Carolina's Basic Education· Summer School Program 

(BEP). North·ca~olina· ihstituted a.testing and summer 

remediation program for academically at-risk students at 

grades three, six,· and eight. The BEP sample was obtained 

by a'stratified random sampling of schools in North 
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Carolina. The results of CAT (CTB/McGraw-Hill, 1986) scores 

suggested that the Summer School program positively affected 

scores for one year, but that gain was not maintained for 

two years. It appeared that a summer program of even a 

short duration had significant effects on the CAT scores; 

however, it was also apparent that summer remediation needed 

to be repeated to cortinue to have an effect. 

Socioeconomic Levels in Terms of Occupations: 

Local and National 

According to the Department of Economic and Community 

Affairs Information Services Division (1990), the following 

counties, which participated in the study, reported the 

following unemployment rates: Woods county registered 3.2 

percent, with a projected 2.5 percent unemployment by the 

year 2000; Washita county had a 7.5 percent rate, and a 

projected unemployment rate of 5.7 percent by the year 

2000; Lincoln county had a 8.3 percent unemployment rate, 

with a projected decreased rate of 5.7 percent by the year 

2000; and Bryan county registered an unemployment ,rate of 

6.5 percent and a decline by the year 2000 to 4.4 percent. 

A combined unemployment rate for the local sample of 6.4 

percent, and a projected (year 2000) unemployment rate of 

4.6 percent. The unemployment rate of the entire state was 

6. 6 percent (U.s. Department of Commerce, Bure'au of the 

Census, 1990) . 

The Census Bureau (1980) classified workers by 
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occupation. Over half (51.0 percent) of Oklahoma's employed 

personnel worked in white collar jobs ["White collar jobs 

are defined as those persons engaged in two main areas: 

managerial and professional specialty (accountants, auditors 

.administrators) ... "] (p. 40), while 32.0 percent of 

the state's workforce comprised the blue collar jobs in the 

state, precision production, craft and repair occupations 

(Department of Economic and Community Affairs Information 

Services Division, 1984). 

In addition, the service sector was the other 

substantial employer of Oklahoma workers with 13.0 percent. 

Lastly, farming, forestry, and fishing had only 4.0 percent 

of the total employment in Oklahoma (p. 40). 

Nationally: 

The u: S. Department of Commerce, Bureau of the Census 

(1990) reported that the unemployment rate nationally was 

5.4 percent, while 26.3 workers were categorized as 

professionals, 14.0 percent were technical managers, 45.3 

percent were skilled laborers, and 9.0 percent were 

unskilled laborers. 

Site-Based School: Autonomy and Collegial Roles for 

Educators in the Decision-Making Process 

In site-based schools, the primary premise was that 

educational improvement occurred when school decision making 

was shifted from a centralized "top down" administration to 

individual school control, a cooperatively directed process 



where principals and teachers both .played active roles 

(Young, J., 1989). Hence, school-based decision making 

appeared to create a professjonal environment for the 

principals and teachers a'nd imprbved the quality of their 

decisions (Goodlad, J., 1985. The Carnegie Task Force, 
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1986. National Association of Elementary School Principals, 

1989. and McB~e, M. and Fink, J.S., 1989). 

In Oklahoma City, McBee and ~~nk· (1989), in "How One 

School District Implemented Site-Based School Improvement 

Planning Teams··~ shar~d several examples of how planning 

teams trained to implement the (ID~A), Institute for 

Development of Educational Activities, Inc. This school 

improvement program facilitat'ed pilot pr:-ograms in nine 

~Oklahoma City schools to implement this process, access the 

benefits ·to participating_ schqo 1 s' and access the 

contributions to ~uture participants. The criteria appeared 

to follow four educationa~ variables: (1~ decentralization 

of authority to each of the nine school-sites; (2) 

organization of curri~ulum and instruction to provid• 

creative, flexible, and chaHenging education. for all 

students; (3) collegial roles for educators in the 

decision-making process; (4) and accountability emphasizing 

performance-based outcomes. Gonley (1990) seemed to agree 
/ 

with the educ~tors from Oklahoma. She believed that the 

i~plementation.of the school-based school alorie would not 

guarantee administrative decentralization, but that a 

collegial, professional work environment could be created 



by adhering to a participatory managerial philosophy that 

respected teachers as professionals and decision makers. 
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Lastly, the autonomy of local school sites appeared to 

gain some approval from the inst~uctional leaders from 

California. Heller (1989) mailed a questionnaire to a 

stratified random sample of 4,800 principals, which elicited 

1,509 responses, a return rate of 31.0 percent. His 

findings indjcated that 91.0 percent of the principals 

favored local school autonomy; however, the teachers were 

not solicited for their responses of this proposed collegial 

enterprise. Yet, in Albuquerque, New Mexico, both teachers 

and administrators were surveyed to determine the 

effectiveness of school-based management versus the 

traditional form of management, a central office which 

dictated policy from the ''top down". A total of 131 

responses were received from 33 schools, and 92 of the 

respondents, 70.0 percent, preferred decentralized,­

school-based management to centralized management. 

Summary 

It was the primary purpose of this review of the 

literature to describe ''A Study of Students at-Risk" 

conducted by Phi Delta Kappa and their proposed strategies 

to keep at-risk students in rural schools at the elementary 

level. However, the literature did not produce much 

information that dealt with high-risk students from rural, 

elementary schools. Consequently, it was necessary to 
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broaden the scope of research to include studies on at-risk 

students in urban and suburban schools at the elementary 

level. Further .i~terest included socioeconomic levels ,, ' 

regarding occupations for both. local and national 

populations, school-site management, anq the collegial roles 
•' 

of educators in the decision-making p:rocess. 



CHAPrER III 

METHODOLOGY 

Introduction 

The purposes of this study were to determine if 

relationships existed between local and national educators 

as well as among educators from the four areas of the local 

sample regarding the perceptions of strategies intended to 

retain at-risk students in school (proposed by Phi Delta 

Kappa). 

Of further interest were the comparisons of principals 

nationally and principals locally regarding their 

perceptions of socioeconomic levels, more teacher 

involvement in the decision making process, and school-site 

autonomy. 

The purpose of this chapter was to describe the sources 

of data, instrumentation, population and sample, data 

gathering procedure, and treatment of data. 

Sources of Data 

Data for this study were obtained from a "Principals' 

Interview" and the "Teachers' Survey" developed by a 
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coordinating committee appointed by the PDK pr~sident. 

These instruments were administered nationally by PDK 

representatives bet~een October 15 and December. 15, 1988, 

and locally by this researche~ between April and May of 

1990. 

Instrumentation 

Development of the Instruments 
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The Phi Delta Kappa's (1989) rprincipals' Interview'' and 

·''Teachers' Survey" grew ou~ of an earlier investigation that 

was designed to answer one question: Which issues in 

education were most likely to' be especially·critical by 

1990? 

In 1986, PDK established a special Issues Board to 

identify, monitor, and coordinate ·the organization's 

response to developing issues and problem~ in the field of 

education. The Issues Board' included the president, 

president-elect, executive· director, editor of the Kappan, 

and senior fellow. 

As a result of monthly scheduled meetings and an earlier 

version of the list which had been compiled in response to 

suggestions from each Issues ·~oard member's informal network 

and that per~on's general knowledge of the field, a list of 

14 issues thought to. be important to teachers and 

administrators was.developed by the Issues Board during the 

Summer of 1987. 

In October 1987, the Issues Bo~rd decided to survey' the 
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delegates at the PDK's Biennial Council in Louisville, 

Kentucky, regarding the 14 issues. Each issue was described 

in about 25-30 words. Delegates were asked to indicate. "how 

critical each issue is likely to be by 1990--for society and 

for the profession--and how much attention will each tssue 

demand?" Responses were maqe according to a five-point 

scale: 

Responses to each of the 14 issues were 
summarized for all persons completing the 
questionnaire. Each response to an issue was 
accorded a numerical value, depending on how the 
delegate marked the optiGal .scan answer blank. "A" 
responses (that is, "very criticai") were 
accorded a value of "5," "B" responses were accorded 
a value of "4," and so on, down through "E" 
responses ("not critical,at all"), which were 
accorded a value of "1" (P.· 3). · 

There were 635 ch~pters repre~ented, each with a 

delegate and.alternate delegates; a total of 808 usable 

responses were collected ~rom· the delegates. Most of the 

responses received were from d~legates, and obviously some 

alternate delates also ·resporid~d. Table I below indicates 

hot!>/ the 808 PDK de 1 egates ·responded to the cr it i ca 1 issues 

questionnaire. Rank or:-der and mean values for each of the 

14 issues to which the delegates responded were reported. 

On the questionnair~, what were ~een·as the top four 

issues were described this way: 

1. At-Risk/Neglected/Abu~ed Students: Children who 
are low achievers,. potential dropouts, pregnant 
teenagers, latc~key children, or children whd 
suffer from abuse, neglect, drugs, or alcohol. 

2. Changing· Demographic Factors: Increasing number of 
minorities, non-English-~peaking families, 
children born out of wedlock, single-parent homes, 
elderly, and declining school e~rollments with 



fewer taxpayers as parents. 

Table I 

RANK ORDER LISTING OF ISSUES.SEEN AS ESPECIALLY CRITICAL 
BY THE YEAR 1990 

(N = 808) 
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RANK ORDER ISSUE _MEAN VALUE 
1 
2 
3 
4 
5 
6 
7 
8 
9 

10 
1 1 
12 
13 

14 

at risk/neglected/abused stud~nts 
changing demoaraphic factors 
public support/confidence in education 
improving the effectiveness of schools 
financing public:schools 
selection and pr~paration of teachers 
attitudes of professonals 
AIDS/AIDS testing/fear of AIDS 
special problems in urban schools 
accountability 
evaluating teachers 
top-down/mandated reform 
court decisions about curriculum 

content 
privatization of public education 

4.69 
4.36 
4.34 
4.33 
4. 16 
4.08 
4.03 
4.01 
3.82 
3.71 
3.70 
3.65 

3.65 
3.34 

( p. 4) 

3. Public Support and c6nfidence in Education: 
Declining supp6rt for public schools, importance of 
public schools in a democracy not understood, help 
people understand·how better schools mean a better 
economy and a bette~ culture. 

4. Improving the Effectiveness of Schools: Raise 
students' achievement levels, reduce drop-out 
rates, improve-students' attitudes toward school, 
help students become more responsible and competent 
as learners. and ci.tizens (pp. 4 and 5). 

Given the issues outlined in Table I and above, 808 

members of Phi Delta Kappa felt an obligation to improve the 

effectiveness of public schools so that the confidence and 

support of the general public could be restored. Also, that 



public schools needed to deal more effectively with the 

learning difficulties and other problems that at-risk 

students have as a consequence of the changing demographic 

situation in America. 
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As a result of the resp~nse to the questionnaire, a 

proposal was developed to involve chapters of PDK in a study 

of at-risk students. This proposal was.approved by the 

organization's Board of Directors in January 1988. The 

board made funds available for up to 100 chapters to 

collaborate in a research effort. A committee of 

researchers was appointed i~ February 1988 to conceptualize 

and coordinate the study. 

The proposal to the Board of Directors outlined a 

project designed to do-two things: 

1. Generate good data about the four issues 
a. At-Risk/Neglected/Abused students 
b. Changing Demographic Factors 
c. Public Support and Confidence in Education 
d. Improving the Effectiveness of Schools 

2. Generate enthusiasm,,participation, ~nd a sense of 
accomplishment in reserach among PDK members in up 
to 100 chapters (p. 6). 

In March 1988, a committee of researchers was appointed 

by the president to coordinate the collaborativ.e r_esearch 

project for PDK. The following persons agreed to serve: 

Ruben Carriedo, di~ector of planning, research, and 
evaluation for San Diego Public Schools 

Wi 11 iam Denton, -assistant superintendent, Midland, 
Texas, Public Schools 

Bruce Gansneder, professor, Bureau of Educational 
Research, University of Virginia , 

Sharon Johnson-Lewis, di~ector of Evaluation and 
Testing, Detroit Public Schools 

Larry B~rber, di~ector, Phi Delta Kappa Center for' 
Evaluation,- Development and Research 
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Neville Robertson, director, Phi Delta Kappa Center for 
the Dissemination of Innovative Programs 

Jack Frymier, senior fellow, Phi Delta Kappa, chairman 
(p. 7) 

The committee of rese~rch~rs met three times between 

March and J.une 1988 to conceptualize the study, to develop 

instruments and procedures that chapters would use to 

collect data. 

Four questions prpvided ~irection .for the research 

effort: 

1. Who is at risk? 
2. What are they like? 
3. What is the school doing to help these students? 
4. How effective are those efforts? (PDK, 1989, p. 7) 

In the research study conducted locally, the scope was 

narrowed to question 3 and question 4: "What is the school 

doing to help these students?~ "How effective are these 

efforts?" Also, demographic·q~estions were asked in the 

"Principals' Interv"iew". 

Instruments 

The instruments used in this research ·were modified 

versions of the PDK "Principals' Interview" (Appendix D) 

and the "Teachers' Survey~ (Appendi~ C). Onl~ the 

Interview and Survey items that addressed the research 

questions in this study were.used by this researcher. 

"Principals'' Interview": 

Interview items 1-3 were designed to gather demographic 
data: Name of the district, name of the school, street 
address, c'ity and state and zip, name of the principal, 
telephone· number, local PDK chapter number, school 
level, and the socioeconomic background of the students' 
families in school. 



Interview items 4-5 were designed to assess the 
teachers' involvement in the decision making process 
and the level of school-site autonomy. 

Interview items 6-36 were designed to determine the 
principals' perceptions of the strategies proposed by 
PDK to retain at-risk students in school. 

"Teachers' Survey": 
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Survey items 1-30 were designed to determine the 
teachers' perceptions of the strategies proposed by PDK 
to retain at-risk students in school. 

Because of a difference in the principals' and teachers' 

levels of measurement, four variablesfor principals--"1", 

"2", "3", "4" (Appendix A, PDK Instruments, 1989)-- and two 

variables for teachers--"yes" or "no" (Append.ix B, PDK 

Instruments, 1989), the following statistical procedure of 

data conversion was used: the principals' ordinal data was 

converted to the teachers' nominal data. This conversion of 

data to the lowest common level of measurement should not 

have affected the validity of this research study (Bice, G., 

Key, P., Maril, L., Kussrow,P., and Sawyer, K. 1990). 

Score data may be converted to ordered data and 
ordered data may be converted to frequency data, 
but the reverse is not true. Frequency data may 
not be converted to ordered data and ordered 
data may not be converted to score data ... Data 
can be converted in one direction but not in 
the othe~ because ~core data generally contain 
more information than ordered data and 
ordered data contain more information than 
frequency data ... Such conversions may not 
always be wise, but they are certainly 
legitimate. On the other hand, to go from 
frequency data to ordered data or from 
frequency data to ordered data to score data 
requires that you obtain information that was 
not in your initial measurement ... 
(Linton and Gallo, 1975, pp. 26-27). 
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Validity of the Interview and Survey Instruments 

A measure of validity is content validity. Kerlinger 

(1986) suggested that content validity is a judgment of how 

well the items of an instrumjnt represent what is to be 

measured. Also, content v~li~ity is usually determined by 

competent judges in the specialty area. 

As stated ear:-lier, seven expert judges in the specialty 

area of at-risk students were ~impaneled by PDK to 

conceptualize· the study, to develop instruments and 

procedures that PDK chapters used to collect data. A 

consensus of the above areas was achieved·by this committee 

in the form of the Manual of Instruction for a Study of 

Students at Risk (PDK,' 1989).-. This manual contained all 

instruments, procedures, pro~lems, a~~ training procedures 

for participating PDK'chapter members. Therefore, all items 

in the "Principals' Interview" -and the "Teachers' Survey" 

received 100 percent agree~e~t among the seven judges. 

Hence, sufficient content val1dity was established for the 

su ·J·';)y and interview instruments. 

Another measure of validity_ is face validity. :cates 

(1985) noted: 

Many researchers do not consider·face validitY at 
all. Others contend that if a measurement 
instrument. doesn't look quite right, that fact 
may have a subtle influence on th~ performance of 
the subjects-.being measured (p. 1'23). · 

' . . 

From the stat,e capitol iri the Oliver Hodge buil.ding, a 

volunteer sample of 20 subjects was established.· All were 

identified as certified educators 'by the state of Oklahoma. 



In each instance, the volunteer subjects were asked to 

examine whether the survey and the interview instruments 

looked "acceptable" or "not acceptable" for her or him to 

complete. An 80 percent agreement among the volunteer 

subjects sampled was determined to be sufficient to 

establish a high level qf face validity for the ,"Teachers' 

Survey" and the ~Principals' Interview" (Willard, R. D., 

1988). 

All 20 of the volunteer sample identi,fied as state 
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certified educators found both the. "Principals' Interview" 

and the "Teachers' Survey" "acceptable". One subject raised 

a question about the clarity of the directions for questions 

four and five of the "Principals' Intervie~",_but yet 

remarked: "If this [instrum_ent] were sent to me, I would 

probably answer it". , In '~umma:tion, 100.0 percent of the 

volunteer sample found both instruments "acceptable"; 

therefore, sufficient face validity was established for both 

the survey and the interview instruments. 

Population and Sample 

Nat i ona 1 popu 1 at ion and- samp 1 e: Of the e 1 emen·tary 

principals and teachers from 94 different sites, 31 sites 

represented the rural' population, rural and small town 

schools. This sample'represented 33 percent of the total 

elementary school population, and also re~resented bot~ the 

samp 1 e and the popu 1 at ion of 'e 1 ement_ary, rura 1 schoo 1 s. 
, , 

The local target population for,this research study was 



the elementary principals and teachers from Oklahoma's 

rural, elementary schools. These principals and teachers 

represented independent public schools from counties with 

less than 150 people per square mile (Bull, K., 1990). 

To obtain a sample of this population, the state was 
' ' 
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separated into four quadrant areas: The Northwest quadrant 

included Cimarron, Texas, Beaver, Harper, Woods, Woodward, 

Major, Alfalfa, Grant, Garfield, Ellis, Dewey, ·Kingfisher, 

Roger Mills, Custer, Blaine, Canadian, and Logan counties; 

the Southwest quadrant included Caddo, Washita, Beckham, 

Greer, Harmon, Jackson, Kiowa, Tillman, Comanche, Cotton, 

Jefferson, Love, Carter, Stephens, Grady, and McClain 

counties; the Northeast quadrant' included Lincoln, Okfuskee, 

Creek, Okmulgee, Muskogee, Sequoyah, Payne, Adair, 
' ' 

Cherokee, Mayes, Wagoner, Delaware, Rogers, Pawnee, Noble,. 

Kay, Osage, Nowata, Craig, and Ottawa counties; and the 

Southeast quadrant included Pottawatomie, Seminole, Hughes, 

Garvin, Pontotoc, Coal, Pushmataha, McCurtain, Atoka, 

cr.::,~-~~aw, Bryan, M.arsha 11 .' and Johnsol"l counties. 

Secondly, one county was selected from eath one of the 

four quadrant areas. ·Three criteria were used' for the 

selection of each county: (1) Gender, (2) Teaching 

experience of 15 or more years, t3) and Race. The counties 

selected were Woods from the Northwest, Washita from the 

Southwest, Lincoln from the Northeast, and Bryan from the 

Southeast. The following. comparison of the three criteria 

was made between the state's rural population and the sample 



from the selected counties: 

1. Gender 
a. State - male -

female -
b. Sample - male -

female -

8.9 
90. 1 
8.5 

91.5 

percent 
percent 
percent 
percent 

2. Teaching experience of 15 or more years 
a. State - 35.8 percent 
b. Sample - 34.9 percent 

3. Race 
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a. 
1. Caucasian 
2. Black 
3. Indian 

State 
94.2 percent 
2.6 percent 
2.9 percent 

.24 percent 
0.777 percent 

Sample 
97.9 percent 

1.8 percent 
.30 percent 

4. Spanish American 0 percent 
5. Oriental 0 percent 

(Oklahoma State Department of Education, 1989) 

The accessible population represented 25 rural 

elementary schools. From this population, three schools 

were randomly selected from each county. This random 

selection process was accomplished by using random-number 

tables. Research started by pointing blindly at a point in 

the table and proceeded from that point through the table, 

until the selection of three schools in each county was 

complete (McBurney, 1990). 

By selecting a random sample in each county by this 

method, 27 teachers from Carmen-Dacoma elementary school in 

Carmen, and Longfellow and Washington elementary schools in 

Alva were selected to represent Woods county; 41 teachers 

from Canute, Cordell and Washita Heights elementary schools 

were selected to represent Washita county; 44 teachers from 

East Ward Elementary School in Colbert, Northwest Heights 

and George Washington elementary schools in Durant were 
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selected to represent Bryan county; and 61 teachers from 

Meeker, Prague, and Stroud elementary schools were selected 

to represent Lincoln county--a total of 173 teachers. Of 

these 173 teachers, 126 responded to the ... Teacher Survey". 

Thus, 72.8 percent of the teachers. participated in this 

study. Also, 100 percent of the 12 principals participated 

in this study as well. Therefore, a total of 138 teachers 

and principals participated in this study. 

Data Gathering Procedure 

The intent was to ascertain what teachers and 

principals were doing to help at-risk students, and the 

effectiveness of those efforts. As mentioned in Chapter I 

and in the Instrumentation section in this Chapter, only 

those Interview and Survey items that pertained to the 

research questions, which'were established in Chapter I, 

were used in this study. 

The following procedure·was used in gathering the local 

data: 

1. Arrangements with the principal of each building 
were made for an interview session; this interview 
session was to be conducted ,by telephone. The 
purpose was to gain information about what efforts 
schools employed to retain at-risk students in 
school, and how effective were those efforts. 
Additional questions of concern were socioeconomic 
levels, more teacher involvement in the decision 
making process, and school site-autonomy.· 

2. The researcher solicited the principal's support 
to place one "Teacher Survey" and one answe·r blank 
in each teacher's mail box, along with a one-page · 
statement of purpose and instructions about where 
and when to return the answer bJanks. 



3. A self-addressed, stamped envelope was enclosed 
for the principal. Each principal gathered the 
"Teachers' Surveys" and returned them to this 
researcher in one 12x10 business-sized envelope. 

4. For surveys not returned to this researcher within 
10 days after mailing, a follow-up telephone call 
was made. 
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5. Local data were collected between April and May of 
1990. This researcher utilized the same procedures 
of data collection as the PDK researchers 
nationally. 

Statistical Treatment of the Data 

In this section, three components regarding statistical 

treatment of the data in this study were discussed: 

1. The relationship of the perceptions of principals 
locally to principal~ nationally regarding 
socioeconomic levels, the degree of teacher 
involvement in the school's decision making process, 
and school-site autonomy. 

2. Determining the relationships between/among nominal 
data. 

3. Converting principals' ordinal data to the teachers' 
nominal data, or to the lowest common levels of 
measurement. 

In determining the relationship of the perceptions of 

principals locally to principals nationally regarding 

socjoeconomic levels, the degree of teacher involvement in 

the school's decision making process, and the perceived 

level of autonomy at their local, school-site, a comparison 

of the principals' perceptions were made in the form of 
' ' 

percentages to each of the above areas. Thus, these 

percentages that represented the perceptions of the 

principals nationally and principals locally were compared 

side-by-side in tables and presented descriptively in 
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Chapter Four of this study. When using nominal data, single 

variable cases can be analyzed and interpreted using 

percentages (Kerlinger, F.N., 1986). 

The following research questions provided the focus for 

the research procedure above:· 

1. With regard to socioeconomic lev~ls, how do the 
perceptions of principals from r.ural Oklahoma 
compare with the perceptions ofrprincipals 
nationally? 

2. With regard to more teacher involvement in the 
decision making process, how do the p~rceptions of 
principals from rural Oklahoma compare with the 
perceptions of principals nationally? 

3. With regard to more school-site autonomy, how do 
the perceptions of principals from rural Oklahoma 
compare with the perceptions of principals 
nationally? 

Kerlinger (1986) suggested a research procedure for 

determining relationships between or among nominal data: 

calculate Chi Square to determine statistical 

significance--a greater than chance expectation; calculate 

the coefficient of contingency--the strength of the 

relationship; calculate the percentages of the obtained 

fr~o~enc1es; and then inte~pret the data using all the 

information. 

this research procedure was used to answer the following 

research questions: 

4. With regard to the use of preferred strategies 
(proposed by PDK) to retain at-risk students in 
school, how.do the perceptions 6f tea~hers and 
principals from rural Oklahoma compare with the 
perceptions of teachers and principals nationally? 

5. With regard to the effectiveness of preferred 
strategies (proposed by PDK) to. r.etain at-risk 
students in school, how do the perceptions of 



elementary teachers and principals from rural 
Oklahoma compare with the perceptions of teachers 
and principals nationally? 

6. With regard to the use of preferred strategies 
(proposed by PDK) to retain at-risk students in 
school, how do the perceptions of 
teachers/principals from Woods, Washita, Lincoln 
and Bryan Counties compare with each other? 

7. With regard to the effec~iveness of preferred 
~trategies (proposed by PDK) to retain at-risk 
students in school, how do the perceptions of 
teachers/principals from Woods, Washita, Lincoln, 
and Bryan Co~nties compare with each other? 

The 1 eve 1 of significance was . 05. 
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Because of a difference -in the principals' and teachers' 

levels of measurement, four variables .for principals--"1", 

"2", "3", "4" (Appendix A, PDK Instruments, 1989)--and two 

variables for teachers--"yes" or."no" (Appendix B, PDK 

Instruments, 1989), the following statistical procedure was 

used when comparing principal$' and teachers' responses to 

the effectiveness of a given strategy: the data of this 

comparative analysis was converted to the lowest common 

level of measurement; thus, the-principals' variables "1" 

and "2" were converted to the value of "no"--the same as the 

teachers' variable, while the values of "3" and "4", the 

principals' variables, were converted to the value of "yes", 

the teachers' variable. Thus, some information from the 

data collected nationally by the PDK membership and locally 

by this researcher could have been lost; however, this 

statistical procedure of converting the principals' ordinal 

data to the teachers'-nominal data, or to the lowest commoh 

level of measurement, should not affect the validity of this 
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research study (Linton and Gallo, 1975). 

Summary 

This chapter -described the following: (1) the sources 

of data, (2) Instrumentation, (3) the population and sample, 

(4) data-gathering procedures, and (4) the statistical 

treatment of the data collection. The findings from this 

methodology were presented descriptively in,Chapter Four of 

this study. 



CHAPTER IV 

PRESENTATION OF THE DATA 

Introduction 

This chapter presenta the gathered data in a way to 

identify and describe emergin~ reiationships between the 

national and local principals/teachers. Also described 

are the emerging relationships among the educators from the 

four quadrant areas of the local sample. 

Of further concern were the perceptions of national 

and local principals regarding socioeconomic levels of the 

students, the degree of teacher involvement in the 

decision-making process, and the level of school-site 

autonomy. In summation, Chapter IV represents the findings 

of this study. 

Description of Responding Sample 

National sample: 

The principals and teachers participating in the 

national PDK study were selected by the methodology 

reported in Chapter Three. For purposes of this study, 31 

principals and 654 teachers com~rised the national rural, 

80 
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elementary school sample of the Phi Delta Kappa study. 

Local sample: 

From April 16th to April 20th, 1990, the "Principals' 

Interview" was conducted by telep,hone and the "Teachers' 

Survey" was mailed to each of the 12 school-sites, three 

from each area, that represented the local, sample (four 

different counties in the state--Woods, Washita, Bryan, and 

Lincoln counties). Schools were randomly selected by using 

the methodology reported in Chapter Three. 

In keeping with accepted data-gathering procedure, 

telephone follow-ups were made April 26th to April 30th, 

1990 to each of the non-responding schools. As a result, 

on May 21st, 1990, data were ~eceived from all 12 sites. 

A total of 126 responses from the teachers' sample of' 

173 were received, a return rate of 72.8 percent. All 12 

principals participated in the ''Principals' Interview"; 

hence, a total of 138 teachers and principals participated 

in this study for a combined return rate of 75.1 percent. 

In keeping with the·a~sumption made by Isaac and Michael 

(1985) that a survey with 60.0 percent return was 

acceptable, it was decided that the survey and interviews 

were acceptable. 

Size of Local School-Sites 

The size of the schools' student population ranged from 

a high of 120 students to a low of 105 students. By size, 

eight of the schools each reported serving 105 students; 
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one school served 110 students; two schools each served 115 

students; and one school served 120 students. In sum, 1,300 

students were served by the 12 school-sites. 

The size of teaching staffs ranged from a high of 27 to 

a low of 7. One school reported that 27 certified teachers 

were working in that particular school; two schools each 

had 26 certified teachers; one school had 20 certified 

teachers; one school had 14 certified teachers; one school 

had 12 certified teachers; one school had 10 certified 

teachers; and one school had 9 certified teachers; one 

school had 8 certified teachers; and three schools had 7 

certified teachers. Each school reported one principal, so 

12 principals were represented in this study. 

Table 2 summarizes the number of students, teachers, 

principals, and the principals and teache~s who responded 

to the interview and survey by quadrant of the state. 

Presentation of Data 

The obtained data were tabulated and arranged according 

to the regular use and the effectiveness of strategies 

proposed by PDK. This was accomplishe~ to determine the 

relationships between and among the sample groups stated in 

Chapter 3. 

Of further concern were the findings pertaining to the 

perceptions of the national and local principals regarding 

socioeconomic levels in terms of professions of the parents 

or guardians of the students.from their respective schools, 
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TABLE 2 

NUMBER OF STUDENTS,' TEACHERS, PRINCIPALS 
AND RESPONDENTS 

AREAS TEACH. PRNCPLS. 
BY QDRNTS. STDTS. TEACH. RESP. PRNCPLS. RESP. 

NW 330 25 25 3 3 
sw 315 42 31 3 3 
NE 315 61 44 3 3 
SE 340 45 26 3 3 

TOTALS 4 1300 173 126 12 12 

the degree of teacher involvement in the decision-making 

process, and the level of school-site autonomy were 

presented descriptively in the form of percentages. 

Examination of Research Questions 

Six questions were individually examined and. 

statistically treated by percentages in questions one, two, 

and three, while questions, four, five, and six utilized the 

chi-square test to determine a significant difference beyond 

chance findings. A contingency coefficient was applied to 

determine the relationship beiween, or among, the samples 

stated in Chapter III. And the percentage of "yes 

responses were used to supply mo~e information regarding 

the differences between, or among, the samples of educators 

that participated in this study. Also, percentages were 

utilized in questions four, five, and six to determine if 

similarities existed between, or ~mong, the above stated 
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groups. In addition, each chi-square was tested at the .05 

level of significance. The questions are reported as 

follows. 

Research Question One 

Research Question One stated: "With regard to 

socioeconomic levels, how do the perceptions of principals 

from rural Oklahoma compare with the perceptions of the 

national prircipals"? 

Table 3 summarizes the percentage of the students' 

parents in each socioeconomic level regarding occupations. 

TABLE 3 

PERCENTAGE OF STUDENTS' PARENTS IN 
EACH SOCIOECONOMIC LEVEL 

REGARDING OCCUPATIONS 

Categories 
Regarding Occupations 

Professionals 
Managers Technical 
Skilled Labor 
Unskilled Labor 
Unemployed 

TOTALS 

Principals 
Nationally 

n=31 
Percentage· 

14.0 
14.0 
38.0 
24.0 
10.0 

100.0 percent 

Pri nc"i pa 1 s 
Locally 

n=12 
Percentage 

22.0 
13.0 
27.0 
30.0 
8.0 

100.0 percent 

The national principals perceived that 14.0 percent of 
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their students came from homes where the parents or 

guardians were ''Professionals"; 14.0 percent were "Managers 

Technical"; 38.0 percent were dependents of parents or 

guardians whose job description was "Skilled Labor"; 24.0 

percent were dependents of parents or guardians whose job 

description was "Unskilled Labor"; and 10.0 percent had 

parents or guardians who were unemployed. 

The local principals perceived that 22.0 percent of 

their students came from homes where the parents or 

guardians were "Professionals"; 13.0 percent were "Managers 

Technical"; 27.0 percent were dependents of parents or 

guardians whose job description was "Skilled Labor"; 30.0 

percent were dependents of parents or guardians whose job 

description was "Unskilled Labor"; and 8.0 percent had 

parents or guardians who were unemployed. 

In sum, the local principals perceived that more of 

their students came from parents or guardians whose job 

description was "Professional" and "Unskilled Labor." 

On the other hand, the national principals perceived that 

more of their students came from parents or guardians whose 

job description was "Skilled Labor", "Unemployed", and 

"Managers Technical" than the local principals. 

Research Question Two 

Research Question Two stated: "With regard to more 

teacher involvement in the decision-making process, how do 

the perceptions of principals from rural Oklahoma compare 
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with the perceptions of the national principals"? 

Table 4 summarizes the percentages of the principals' 

perceptions of increased involvement of teachers in the 

decision~making process. 

One hundred percent of the national principals perceived 

that increased teacher involvement in the decision-making 

process did,occur. Although a lower percentage of local 

principals felt that this occurred (67 percent said "yes" 

and 33 percent said "no"), howeve,r a greater percentage of 

TABLE 4 

PRINCIPALS' PERCEPTIONS OF INCREASED 
TEACHER INVOLVEMENT IN THE 

DECISION-MAKING PROCESS 

Principals Principals 
Categories Nationally Locally 

n::31 n=12 

Did this occur? YES 100.0 YES 67.0 
NO 00.0 NO 33.0 

TOTAL 100.0 TOTAL ' 100.0 

How did the POS 55.0 POS 67.0 
teachers feel? NEUT 32.0 NEUT 33.0 

NEG 13.0 NEG 00.0 
TOTAL 100.0 TOTAL . 100.0 

What effects di.d 
increased teacher 
involvement in POS 45.0 POS 67.0 
the decision- NEUT 32.0 NEUT 16.0 
making process NEG 13.0 NEG 17.0 
have on students? 'TOTAL 100.0 TOTAL 100.0 
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the local principals perceived a positive effect on 

teachers, with 67 percent positive and 33 percent neutral 

responses. Fifty-five percent of the national principals 

perceived a positive effect on teachers: 32 percent 

perceived a neutral effect, and 13 percent perceived that 

increased teacher involvement in the decision-making process 

had a negative effect on teachers. 

A higher percentage of local principals, 67 percent, 

perceived that increased teacher involvement had a positive 

effect on their students, and 16 percent perceived that 

there was a neutral effect; however, 17 percent believed 

that more teacher involvement in the decision-making process 

had a negative effect on their students. Forty-five percent 

of the national principals perceived that this had a 

positive effect, 32 percent a neutral effect, and 13 percent 

a negative effect on their students. 

Research Question Three 

Research Question Three stated: "With regard to more 

school-site autonomy, how do the perceptions of principals 

from rural Oklahoma compare with the perceptions of 

national principals"? 

Table 5 summarizes the percentages of the principals' 

perceptions of increased school-site autonomy. 

One hundred percent of the national principals perceived 

that more school-site autonomy existed in their respective 

schools. A lower percentage of the local principals 



perceived an increase of autonomy in their respective 

TABLE 5 

PRINCIPALS' PERCEPTIONS OF AUTONOMY 
AT THEIR LOCAL SCHOOL-SITES 

Principals Principals 
Categories Nationally Locally 

n=31 n=12 

Did this occur? YES ' 100.0 YES 67.0 
NO 00.0 NO 33.0 

TOTAL 100.0 TOTAL '1 00.0 

How teacher feel? POS 100.0 POS 50.0 
NEUT 00.0 NEUT 25.0 

NEG 00.0 NEG 25.0 
TOTAL 100.0 TOTAL 100.0 

Effects on 
students? POS ,00. 0 POS 33.0 

NEUT 100.0 NEUT 50.0 
NEG 00.0 NEG 17.0 

TOTAL 100.0 TOTAL 100.0 
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schools: 67 percent responded "yes'' and 33 percent: responded 

no . 

One hundred percent of the national principals believed 

that more local school autonomy had a positive effect on 

their teachers, while the local principals responded ~ith 

50 percent positive, 25 percent neutral, and 25 percent 

perceived negative effects on students because of more 

school-site autonomy of teachers. 
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One hundred percent of the national principals perceived 

that more school-site. autonomY had a neutral effect on 

students, whereas the local principals had a higher 

percentage with positive and'negative effects on ~tudents, 

33 percent and 17 percent, re~p~cti~ely. Fifty percent of 

the local principal$ perceived t~~t more school-site 

autonomy had a neutral effect on students. 

Research Question Four 

Research Question Four stated: "With regard to the use 

of preferred strategies (proposed by PDK) to retain at-risk 

students in school, how do the perceptions of teachers and 

principals from rural Oklahoma compare with the perceptions 

of the national rural teachers and principals"? 

Table 6 summarizes the regular use of strategies as they 

pertain to the national and local samples. For purposes of 

reporting these data, the principals and teachers were 

reported as educators. 

The following strategies yielded significance .at the 

.05 level, 3.84. Each strategy was rank ordered according 

to the strength of the relationship of the local and 

national educators as determined.by the contingency· 

coefficient;' also, percentages were placed within .this text 

to demonstrate the net percentage differences. between the· 
' 

local and national samples and to determine which s~mple 

indicated the greater use of the following strategies: 

1. Summer school yielded a contingency coefficient of 
.027; 12.0 percent of the local educators and 50.0 
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TABLE 6 

NATIONAL AND LOCAL EDUCATORS: THE PERCEIVED 
USE OF STRATEGIES PROPOSED BY PDK TO 

RETAIN AT-RISK STUDENTS IN SCHOOL 

Strategies 

1. Smaller C.lasses , 
2. Computerized 

Instruction 
3. Special Teachers 
4. Peer Tutoring 
5. Retain in Grade 
6. Special Education 
7. Vocational Courses 
8. Alternative School 
9. Study Skills 

10. Special Textbooks 
11. Place in Low Group 
12. Coping Skills 
13. F 1 ex i b 1 e 

Scheduling 
14. Individualized 

Instruction 
15. Home Tutoring 
16. Extra Homework 
17. Thinking Skills 
18. Restrict from 

Sports 
19. Refer to 

Psychologist 
20. Refer to Social 

Worker 
21. Confer with Parents 
22. More Time on 

' Basic Sk 'i 11 s 
23. Eliminate Art 

and Music 
24. Notify Parents 
25. Chapter I 
26. Teacher Aides 
27. "S~y Leave at 

Age 16" 
28. Before School 

Programs 
29. After School 

Programs 
30. Summer School 

*16.0 
11.4 

*12. 5· 
2.72 
1. 98 
2.47· 
0. 12 
1 • 7 4 
0.31 

* 7.71 
0.31 
0.99 
0.65 

* 8. 18 

6.69 
0.08 
0.33 
5.98 

*47.0 

*30.8 

0.50 
1. 26 

3.85 

* 7.80 
0.00 

*48.5 
7.73 

0.00 

8.09 

Contingency 
Coefficient 

0. 14 
0. 19 

0 .. 13 
0.06 
0.05 
0.06 
0.02 
0.05 
0.02 
0. 10 
0.02 
0.04 
0.03 

0. 11 

0. 10 
0.01 
0.03 
0.09 

0.24 

0.20 

0.04 
0..05 

0.08 

0. 11 
0.00 
0.24 
0.11 

0.00 

0. 11 

0.27 

Percentage of 
Yes Responses 

Local Nat'l 
n=138 n=675 

75.0 
- 48.0 

77.0 
74.0 
53.0 
85.0 
14.0 
11.0 
74.0 
63.0 
66.0 
78.0 
76.0 

96.0 

39.0 
23.0 
87.0 
22.0 

37.0 

28.0 

96.0 
94.0 

12.0 

93.0 
78.0 
27.0 
8.0 

13.0 

10.0 

12.0 

55.0 
37.0 

89.0 
66.0 
46.0 
78.0 
15.0 
17.0 
71.0 
49.0 
69.0 
74.0 
72.0 

88.0 

27.0 
25.0 
89.0 
13.0 

69.0 

55.0 

98.0 
91.0 

6.0 

98.0 
78.0 
61 . 0 
3.0 

21 .0 

50.0' 
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*Significant at the .05 level, 3.84 and at least 50.0 
percent response from at least one of the samples. 

**Significance levels were not affected by the combining 
of the principals' and teachers' data. 

***This instrument was designed for elementary and 
secondary levels and one should be cautious when analyzing 
and drawing conclusions from data regarding items 7, 18, and 
27. 

percent of the national educators perceived a 
regular use of this strategy, a difference of 38.0 
percent. Therefore, the national educators perceived 
a greater use of this strategy than their local 
counterparts. 

2. The strategies of "Teacher aides" and "Refer to 
psychologist" both yielded a C of 0.24: 

a. Teacher aides--27.0 percent of the local 
educators and 63.0 percent of the national 
educators perceived a regular use of this 
strategy, a difference of 36.0 percent. Hence, 
the national educators perceived a greater use 
of this strategy than their local counterparts. 

b. Refer to psychologist--37.0 percent of the local 
educators and 69.0 percent of the national 
educators perceived a regular use of this 
strategy, a difference of 32.0 percent. 
Therefore, the national educators perceived a 
greater use of this strategy than their local 
counterparts. 

3. "Refer to social worker" yielded a contingency 
coefficient of 0.20, and 28.0 percent of the local 
educators and 55.0 percent of the national educators 
perceived that they used this strategy regularly, a 
difference of 27.0 percent. Therefore, the national 
educators indicated a greater use of this strategy 
than their local counterparts. 

4. "Smaller classes" yielded a contingency coefficient 
of 0.14, and 75.0 percent of the local and 55.0 
percent of the national educators indicated that 
they used this strategy, a difference of 20.0 
percent. Therefore, the local educators demonstrated 
a greater use of this strategy than their national 
counterparts. 

5. "Special teachers" yielded a contingency coefficient 
of 0.13, and 77.0 percent of the local educators and 
89.0 percent of the national educators indicated 
that they used this strategy, a difference of 12.0 
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percent. Therefore, the national educators perceived 
a greater use of this strategy than their local 
counterparts. 

6. The strategies of "After school programs", "Notify 
parents", "Say leave at age 16", and "Individualized 
instruction" each yielded a contingency coefficient 
of 0. 11 : 

a. Regarding "Individualized instruction", 96.0 
percent of the local educators and 88.0 percent 
of the national educators indicated that they 
used this strategy, a difference of 8.0 percent. 
Therefore, the local educators perceived a 
greater use of this strategy than their national 
counterparts. ' 

b. Regarding "Notify parents", 93.0 percent of the 
local educators and 98.0 percent of the national 
educators perceived that they used this 
strategy, a_difference of 5.0 percent. 
Therefore, the national educators demonstrated a 
greater use of this strategy than their local 
counterparts. 

7. The strategy of "Special textbooks" yielded a 
contingency coefficient of 0.10. Regarding 
"Special textbooks'', 63.0 percent of the local 
educators and 49.0 percent of the national 
educators indicated that they used this strategy, ~ 
14.0 percent difference. Therefore, the local 
educators perceived a greater use of this strategy 
than their national 'counterparts. 

Fifteen strategies did not yield significance at the .05 

level, 3.84; and, similarities appeared to exist between the 

local and national educators in the perceived use of these 

strategies propos~d by PDK. The following strategies were 

rank ordered according to the highest to lowest percentages 

of the local and national samples: 

1. Confer with parents 
2. More time on basic skills 
3. Thinking skills 
4. Special education 
5. Chapter I 
6. Coping skills 
7. Flexible scheduling 
8. Special study skills 
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9. Peer tutoring 
10. Place in low group 
11. Retain in grade 
12. Vocational co4rses 
13. Alternative schools 
14. Before school programs 

(For more results, see Table Six) 

Research Question Five 

Research Question Five stated: "With regard to the 

effectiveness of preferred str~tegies (proposed by PDK) to 

retain at-risk students in school, how do the perceptions of 

elementary teachers and principals from rural Oklahoma 

compare with the perceptions of national teachers and 

principals"? 

Table 7 summarizes the effectiveness of strategies as 

they pertain to the national and the local samples. 

The following strate~i~~.yield~d significance at the .05 

level, 3.84. Each strategy w•s rank ordered atcording to 

the strength of the relationship of the local and national 

educators as determined by the contingency coefficient; 

also, percentages were placed within this text to 

demonstrate the net percentage differences between the local 

and national samples and to determine which sample perceived 

the greater effectiveness of the following strategies: 

1. The strategy of "Summer school" yielded a· 
contingency coefficient of 0.22, ~nd 42.0 percent of 
the local educators and 73.0 percent of the national 
educators perceived that this strategy was 
effective. Therefore, a greater percent of the 
national educators perceived this strategy to be 
effective, since a difference of 31.0 percent 
existed between the two samples in favor of the 
national educators. 
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TABLE 7 

NATIONAL AND LOCAL EDUCATORS: THE PERCEIVED 
EFFECTIVENESS OF.STRATEGIES PROPOSED BY PDK 

TO RETAIN AT-RISK STUDENTS IN SCHOOL 

Strategies 

1. Smaller Classes 
2. Computerized 

Instruction 
~, Special Teachers 
4. Peer Tutoring 
5. Retain in Grade 
6. Special Education 
7. Vocational Courses 
8. Alternative School 
9. Study Skills 

10. Special Textbooks 
11. Place in Low Group 
12. Coping Skills 
13. F 1 ex i b 1 e 

Scheduling 
14. Individualized 

Instruction 
15. Home Tutoring 
16. Extra Homework 
17. Thinking Skills 
18. Restrict from 

Sports 
19. Refer to 

Psychologist 
20. Refer to Social 

Worker 
21. Confer with Parents 
22. More Time on 

Basic Skills 
23. Eliminate Art 

and Music 
24. Notify Parents 
25. Chapter I 
26. Teacher Aides 
27. "Say Leave at 

Age 16" 
28. Before School 

Programs 
29. After School 

Programs 
30. Summer School 

0.09 
* 8.30 

0.88 
0. 14 

* 4.54 
0.02 
0.38 
2.62 
0.30 

* 4.40 
3.00 
0.05 
1.80 

0.00 

*12.3 
2.73 
3.40 

20.0 

* 8.0 

'2. 90 

1.00 
0.20 

20.2 

3.0 
*.6.21 
* 5.00 
87.3 

2.00 

* 8.00 

*35. 1 

Percentage of 
Contingency Yes Responses 

Coefficient Local Nat'l 
n=138 n=675 

0.02 
0. 11 

0.04 
0.02 
0.08 
0.01 
0.03 
0.07 
0.03 
0.08 
0.06 
0.01 
0.05 

0.00 

0. 14 
0.07 
0.07 
0. 17 

0 ,'11 

0.07 

0.04 
0.02 

0. 17 

0.07 
0. 10 
0.09 
0,.35 

0.05 

0. 11 

0.22 

91.0 
71.0 

91.0 
86.0 
69.0 
88.0 
60.0 
52.0 
89.0 
82.0 
72.0 
86.0 
86.0 

93.0 

53.0 
37.0 
84.0 
41.0 

61.0 

56.0 

87.0 
92.0 

25.0 

75.0 
75.0 
73.0 
35.0 

39.0 

39.0 

42.0 

89.0 
55.0 

93.0 
84.0 
57.0 
89.0 
64.0 
63.0 
87.0 
72.0 
63.0 
86.0 
80.0 

93.0 

71.0 
29.0 
90.0 
20.0 

75.0 

66.0 

83.0 
90.0 

9.0 

82.0 
85.0 
84.0 
4.2 

56.0 

56.0 

73.0, 
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*Significant at the .05 level, 3.84 and at least 50.0 
percent response from at least one of the samples. 

**Significance levels were not affected by the combining 
of the principals' and teachers' data. · 

***This instrument was gesigned for elementary and 
secondary levels and one should be cautious when analyzing 
and drawing conclusions from data regarding items 7, 18, and 
27. 

2. The strategy of "Home tutoring" yielded a 
contingency coefficient of 0.14, and 53.0 percent 
of the local educators and 71.0 percent of the 
national educators perceived this strategy to be 
effective. Therefor~, a greater percent of national 
educators indicated this strategy was effective, 
because a difference of 18.0 percent existed in 
favor of the national sampl~. 

3. The strategies of "After school programs", 
"Computerized Instruction", and "Refer to 
psychologist" yielded a contingency coefficient of 
0. 11 : 

a. Regarding "After school programs", 39.0 percent 
of the local educators and 56.0 percent of the 
national educators perceived this strategy to be 
effective. 

b. Regarding "Computerized instruction", 71.0 
percent of the local educators and 55.0 percent 
of the national educators perceived this 
strategy to be effe~ct i ve. 

c. Lastly, regarding the strategy "Refer to 
psychologist~, 61.0 percent of the local and 
75.0 percent of the national educators perceived· 
this strategy to be effective. 

Hence, a greater percent (17.0 percent greater) 
of the national educators perceived that the 
strategy "After ~chool programs" was effective. 
Secondly, a greater percent (16.0 percent 
greater). of local educators perceived 
"Computerized instruction" was effective. And, 
lastly, regarding th~ strategy "Refer to 
psychologist"·, a greater percent (14.0 percent 
greater) of national educators perceived this 
strategy was effective. 

4. The strategy of "Chapter I" yielded a contingency 
coefficient of 0.10, and 75.0 percent of the local 
educators and 85.0 percent of the national educators 
perceived this strategy to be effective. Hence, a 
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greater percent of national educators perceived this 
strategy to be effective, because of a fO.O percent 
difference that existed between the two samples and 
which favored the nation~l sample. 

5. The strategy of "Teacher aides" yielded a 
contingency coefficient of 0.09, and 73.0 percent of 
the local educators and 84.0 percent of the national 
educators perceived ·this strategy to be effective. 
Therefore, a greater percentage of the national 
educators perceived this strategy to be effective, 
because of a 11.0 percent difference that existed 
between the two samples and which favored the 
national sample. 

6. The strategies of "Special textbooks" and "Retain 
in grade" both yielded a contingency coefficient of 
0. 08: ' 

a. Regarding "Special textbooks", 82.0 percent of 
the local educators and 72.0 percent of the 
national educators perceived that this strategy 
was effective. 

b. Regarding "Retain in grade", 69.0 percent of the 
local educators and 57.0 percent of the national 
~duc~tors perceived this strategy to be 
effective. 

Hence, a greater percent (10.0 percent) of local 
educators perceived "Special textbooks) to be 
effective than their national counterparts. 
Also, a greate~ percent (12.0 percent) of the 
local educators perceived the strategy to 
"Retain in grade" ·was effective. 

Eighteen strategies di~ not yield significance at the 

.05 level, 3.84; and, similarities appeared to exist 

between the local and national educators in the perceived 

effectiveness of the strategies proposed by PDK. 

The following strategies were rank ordered according to 

the percentages of the local and national samples: 

1. Individualized instruction 
2. Special teachers 
3. More time on basic skills 
4. Smaller classes 
5. Special education 
6. Special study skills 
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7. Thinking skills 
8. Confer with parents 
9. Peer tutoring 

10. Coping skills 
11. Flexible scheduling 
12. Notify parents 
13. Place in low group 
14. Vocational courses 
15. Alternative schools 
16. Refer to social worker 
17. Before school programs 
18. Extra homework 

(For more results, see Table Seven) 

Research Question Six 

Research Question Six stated: "With regard to the use 

of preferred strategies (proposed by PDK) to retain at-risk 

students in school, how do the perceptions of 

teachers/principals from Woods, Washita, Lincoln and Bryan 

counties compare with each other"? 

Table 8 summarizes the regular use of strategies 

(proposed by PDK) by the four areas of the local sample. 

Chi-Square and Contingency Coefficient values are 

illustrated in this table. 

Table 9 summarizes the regular use of strategies 

(proposed by PDK) by the four areas of the local sample. 

The percentages of "yes" responses are illustrated in this 

table. 

The following strategies yielded significance at the .05 

level, 7.81 and at least a 50.0 percent response from at 

least one of the samples. Also, each strategy was rank 

ordered according to the strength of the relationship of 

the local and national educators as determined by the 
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contingency coefficient; also, percentages were placed 

within this text to demonstrate the differences among the 

local educators from the four quadrant areas and to 

determine which sample indicated the greatest perceived use 

of the following strategies: 

1. The strategy of "Summer school" yielded a 
contingency coefficient of 0.48, and 32.0 percent of 
the educators from the Northwest, 40.0 percent from 
the Southwest, 35.0 percent from the Southeast, and 
58.0 percent from the Northeast quadrants indicated 
that they used this strategy regularly. Therefore, 
the educators from the Northeast quadrant 
demonstrated the greatest use of this strategy. 

' ' 

2. The strategies of "After school programs" and 
"Computerized instruction" yielded contingency 
coefficients of 0.39: 

a. Regarding "After'school programs",' 30.0 percent 
of the educators from the Northwest, 40.0 
percent from the Southwest, 35.0 percent from 
the Southeast, and 58.0 percent from the 
Northwest quadrants indicated that they used 
"After school programs" as a strategy regularly. 

b. Regarding "Computerized instruction", 89.0 
percent of the educators from the Northwest, 
54.0 percent from, the Southwest, 68.0 percent 
from the Southeast, -and 71. o percent from the 
Northeast quadrant~ indicated a regular use of 
this strategy. , 

Therefore, a greater percent of educators from 
the Northeast 'quadrant of the state indicated a 
regular use of the "After school program" than 
their local state counterparts with 52.0 percent 
"yes" responses. Also, a gre~ter percent of the 
educators from the Northwest quadrant indicated 
a regular use of the strategy "Computerized 
instruction" than their local state 
~ounterparts~ with 89.0 perc~nt "yes" responses. 

3. "Flexible s6heduling and "Refer to psychologist" 
each yielded a C of 0.39: 

a. "Flexible scheduling"--93.0 percent of the 
educators from the Northwest, 93.0 percent from' 
the Southwest, 68.0 percent from the Northeast 
quadrants perceived use of this strategy. 



TABLE 8 

LOCAL EDUCATORS: THE PERCEIVED USE OF 
STRATEGIES PROPOSED BY PDK TO RETAIN 

AT-RISK STUDENTS IN SCHOOL 

Strategies 
Contingency 
Coefficient 

1. Smaller Classes 
2. Computerized Instruction 
3. Special Teachers 
4. Peer Tutoring 
5. Retain in Grade 
6. Special Education 
7. Vocational Courses 
8. Alternative School 
9. study Skills 

10. Special Textbooks 
11. Place in Low Group 
12. Coping Skills 
13. Flexible Scheduling 
14. Individualized Instruction 
15. Home Tutoring 
16. Extra Homework 
17. Thinking Skills 
18. Restrict from Sport~ 
19. Refer to Psychologist 
20. Refer to Social Worker 
21. Confer with Parents 
22. More Time on Basic Skills 
23. Eliminate Art and Music 
24. Notify Parents 
25. Chapter I 
26. Teacher Aides 
27. "Say Leave at Age 16" 
28. Before School Programs 
29. After School Programs 
30. Summer School 

3.62 
*22.30 
* 8. 50. 

4.22 
6 .. 70 
3. 82 ~ 

2.32 
. 3. 15 

3.90 
2.80 
3.82 
1.80 

* 9.40 
2.33 
4.36 
4.21 
0.90 
6.6 

* 9.31 
* 8.30 

0. 14 
2.60 
2.82 
1. 20 
4.72 
4.45 
5.25 
3.97 

*22.74 
*29.61 

0. 17 
0.39 
0.25 
0. 18 
0.22 
0. 17 
0. 14 
0. 16 
0. 17 
0.14 
0. 17 
0. 12 
0.26 
0. 12 
0. 18 
0. 18 
0.08 
0.22 
0.26 
0.25 
0.03 
0. 14 
0. 15 
0.09 

. 0. 19 
0.19 
0.20 
0. 18 
0.39 
0.48 

*Significant at the· .05 level, 7.81 and at least 50.0 
percent response from at least one of the samples. 
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**The instrument was designed for elementary and 
secondary levels and one should be cautious when analyzing 
and drawing conclusions from daia regarding items 7, 18, and 
27. 

Ninety-three percent of the ~d~cators from ihe 
Northwest and Southwest quadrants each indicated 
that they used this strategy regularly; thus, 
they each demonstrated a greater perceived use 



TABLE 9 

FOUR AREAS LOCAL SAMPLE: REGULAR USE 
OF STRATEGIES--PERCENTAGES 

OF "YES" RESPONSES 

NW sw SE 
Strategies n=28 n=34 n=47 

L 
2. 

3. 
4. 
5. 
6. 
7. 
8. 
9. 

10. 
11. 
1 2 . 
1 3 . 
14. 

1 5 . 
1 6 . 
1 7 . 
18. 
1 9 . 
20. 
21. 
22. 

23. 

24. 
25. 
26. 
27. 

28. 

29. 

30. 

Smaller Classes 83.0 85.0 96.0 
Computerized 89.0 54. 0' 68~o 

Instruction 
Special Teachers 90.0 78.0 93.0 
Peer Tutoring 88.0 79.0 82.0 
Retain in Grade 64.0 55.0 71.0 
Special Education 86.0 82.0 88.0 
Vocational Courses 70.0 50.0 62.0 
Alternative School 53.0 43.0 63.0 
Study Skills 93.0 90.0 85.0 
Special Textbooks 74.0 83.0 85.0 
Place in Low Group 60.0 80.0 67.0 
Coping Skills 89.0 83.0 81.0 
Flexible Scheduling 93.0 93.0 68.0 
Individualized 90.0 94.0 91.0 

Instruction 
Home Tutoring 42.0 48.0 64.0 
Extra Homework 48.0 36.0 38.0 
Thinking Skills 83.0 85.0 69.0 
Restrict from Sports 41.0 52.0 ' 41.0 
Refer to Psychologist 50.0 67.0 4.7. 0 
Refer to Social .Worker 70.0 30.0 53.0 
Confer with Parents 100.0 83.0 84.0 
More Time on 83.0 93.0 90.0 

Basic Skills 
Eliminate Art 45.0 29.0 19.0 

and Music 
Notify Parents 86.0 67.0 76.0 
Chapter I 90.0 68.0 65.0 
Teacher·Aides 74.0. 58.0 80.0 
"Say Leave at 24.0 37.0 24.0 

Age 16" 
Before School 32.0 40.0 28.0 

Programs 
After School 30.0 39.0 32.0 

Programs 
Summer School 32.0 '40 .0 35.0 

of this strategy than their local state 
counterparts. 
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NE 
n=29 

97.0 
71.0 

91 . 0 
94.0 
81.0 
92.0 
58.0 
50.0 
89.0 
86.0 
79.0 
90.0 
88.0 
96.0 

57.0 
28.0 
93.0 
33. o-
75.0 
64.0 
83.0 
98.0 

11.0 

74.0 
77.0 
79.0 
48.0 

50.0 

52.0 

58.0 
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b. "Computerized instruction"--50.0 percent of the 
educators from the Northwest, 67.0 percent from 
the Southwest, 47.0 percent from the Southeast, 
and 75.0 percent'from the Northeast quadrants 
perceived a regular use of this strategy. Thus, 
the educators from the Northeast quadrant 
demonstrated the greatest use of this strategy. 

4. "Refer to social worker·: and "Special teachers" each 
yielded a C of 0.25: 

a. "Refer to social worker"--70.0 percent of the 
educators from the ,Northwest, 30.0 percent from 
the Southwest, 53.0 percert from the Southeast, 
and 64.0 percent f.rom the North~ast quadrants 
perceived a r~gular use'of this strategy. The 
educators from the Northwest indicated that a 
higher use of this strategy than their local 
state counterparts. 

b. "Special textbooks"--96.0 percent of the 
educators from the Northwest, 78.0 percent from 
the Southwest, 93.0 perc~nt from the Southeast, 
and 91.0 percent from the Northeast quadrants 
perceived a regular use of this strategy. The 
educators from the Southeast quadrant 
demonstrated a higher use of this strategy than 
their local stat~ counterpart~. 

Twenty-three strategi~s did not yield significance at 

the .05 level, 7.81; and similarities appeared to exist 

among the local educators in the perceived use of the 

strategies proposed by PDK. The following strategies were 

rank ordered according to the percentages of the four areas 

of Oklahoma: 

1. Individualiied instruction 
2. More time on basic skills 
3. Smaller classes 
4. Special study skills 
5. Confer with parents 
6. Special education 
7. Peer tutoring 
8. Coping ski 11 s 
9. Thinking skills 

10. Special textbooks 
11. Notify parents 
12. Chapter I 
13. Teacher aides 
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14. Retain in grade 
15. Place in low group 
16. Vocational courses 
17. Home tutoring 
18. Alternative school 
19. Extra homewo~k 
20. Restrict from sport~ 
21. Before school programs 
22. Say "leave at age 16" 
23. Eliminate .art.and music 

(For more results, see TaQle Nine) 

Research Question Seven 

Research Ques_t ion Seven stated: "With regard to the 

effectiveness of preferred strategies (proposed by PDK) to 

retain at-risk students in school, how do the perceptions of 

teachers/principals from Woods, Washita, Lincoln, and Bryan 

Counties compare_with each other"? 

Table 10 summarizes the effectiveness of strategies 

perceived by the principals/teachers from the four areas of 

the local sample. Chi-Square and Contingency Coefficient 

values are illustrated in this table. 

Table 11 summarizes the effectiveness of strategies 

perceived by the principals/teachers from the four:areas of 

the local sample. The percentages of "yes" responses were 

illustrated in this table. 

The following strategies yielded significance at the .05 

level, 7.81 and at least a 50.0 percent response from at 

least one of the samples. Also, each strategy was· 

rank-ordered according to the strength of the relationship 

of the local and national educators as determined by the 

contingency coefficient; also, percentages were placed 



TABLE 10 

FOUR AREAS LOCAL SAMPLE: THE PERCEIVED 
EFFECTIVENESS OF STRATEGIES PROPOSED 

BY PDK TO RETAIN AT-RISK 
STUDENTS IN SCHOOL 
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Strategies x_g 
Contingency 
Coefficient 

1. Smaller Classes 
2. Computerized Instruction 
3. -Special Teachers 
4. Peer Tutoring 
5. Retain in Grade 
6. Special Education 
7. Vocational Courses 
8. Alternative School 
9. Study Skills 

10. Special Textbooks 
11. Place in Low Group 
12. Coping Skills · 
13. Flexible Scheduling 
14. Individualized Instruction 
15. Home Tutoring 
16. Extra Homework 
17. Thinking Skills 
18. Restrict from Sports 
19. Refer to Psychologist 
20. Refer to Social Worker 
21. Confer with Parents 
22. More Time on Basic Skills 
23. Eliminate Art and Music 
24. Notify Parents 
25. Chapter I 
26. Teacher Aides 
27. "Say Leave at Age 16" 
28. Before School Programs 
29. After School Programs 
30. Summer School 

6.00 
7.61 
0.29 
3.80 
4.47 
1. 64 
1. 63 
1. 22 
0.90 
1. 60 
3.67 
1 • 34 

* 9.30 
1 • 23 
2.82 
2.53 
6.30 
1. 78 
5.20 
8.50 
5.32 
5.38 
8.50 
2.90 
5.50 
3. 18 
4.24 
2.83 
2.94 
4.09 

• c 

0.22 
0.26 
0.05 
0. 18 
0.20 
0. 12 
0. 15 
0. 13 
0.09 
0. 12 
0. 18 
0. 11 
0.27 
0.09 
0. 16 
0. 16 
0.22 
0. 13 
0.23 
0.30 
0.20 
0.20 
0.30 
0.41 
0.21 
0. 18 
0.22 
0. 18 
0. 18 
0.21 

------------------------------------------------------------
*Significant-at the ."05 level, 7.81. 

**This instrument was· designed for e 1 ementary and 
secondary levels and one should be cautious when analyzing 
and drawing conclusions from data regarding items 7, 18, and 
27. 

within this text to demonstrate the differences among the 

local educators from the four quadrant areas and to 

determine which sample indicated the perceived 



TABLE 11 

FOUR AREAS LOCAL SAMPLE: THE 
PERCEIVED EFFECTIVENESS OF 

STRATEGIES--PERCENTAGES 
OF "YES" RESPONSES 

Strategies 

1. Smaller Classes 
2. Computerized 

Instruction 
3. Special Teachers 
t, Peer Tutoring 
5. Retain in Grade 
6. Special Education 
7. Vocational Courses 
8. Alternative School 
9. Study Skills 

10. Special Textbooks 
11. Place in Low Group 
12. Coping Skills 
13. Flexible Scheduling 
14. Individualized 

Instruction 
15. Home Tutoring 
16. Extra Homework 
17. Thinking Skills 
18. Restrict from Sports 
19. Refer to Psychologist 
20. Refer to Social Worker 
21. Confer with Parents-
22. More Time on 

Basic Skills 
23. Eliminate Art 

and Music 
24. Notify Parents 
25. Chapter I 
26. Teacher Aid~s 
27. "Say Leave at 

Age 16" 
28. Before School 

Programs 
29. After School 

Programs 
30. Summer School 

NW 
n=28 

83.0 
59.0 

93.0 
61.0 
69.0 
96.0 
11 . 0 
4.0 

78.0 
52.0 
57.0 
76.0 

. 82.0 
97.0 

33.0 
37.0 
90.0 
19.0 
22.0 
41.0 
97.0 

100.0 

7.0 

90.0 
85.0 
42.0 
4.0 

4.0 

0.0 

7.0 

sw 
n=34 

62.0 
36.0 

83.0 
71.0 
39.0 
83.0 

7.0 
7.0 

84.0 
66.0 
63.0 
83.0 
93.0 
97.0 

40.0 
24.0 
89.0 
34.0 
31.0 
14.0 
97.0 
94.0 

19.0 

94.0 
80.0 
24.0 
10.0 

10.0 

0.0 

0.0 

effectiveness of the following strategies: 

SE 
n=47 

77.0 
80.0 

76.0 
75.0 
60.0 
81.0 
21.0 
16.0 
72.0 
72.0 
59.0 
70.0 
61.0 

100.0 

53.0 
15.0 
82.0 
31 .0 
30.0 
17.0 
97.0 
91.0 

7.0 

97.0 
63.0 
19.0 
0.0 

21.0 

32.0 

41.0 
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NE 
n=29 

77.0 
28.0 

64.0 
82.0 
45.0 
81.0 
15.0 
16.0 
64.0 
61 . 0 
77.0 
81 . 0 
71 . 0 
93.0 

30.0 
20.0 
86.0 
12.0 
55.0 
37.0 
95.0 
93.0 

12.0 

91 . 0 
81.0 
24.0 
14.0 

14.0 

7.0 

5.0 

1. "Flexible scheduling"--contingency coefficient of 
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9.30. Eighty-two p~rcent of the educators from the 
Northwest, 93.0 percent from the Southwest, 61.0 

percent from the Southeast, and 71.0 percent of the 
educators from the Northeast quadrants perceived 
this strategy to be effective. The educators from 
the Southwest quadrant demonstrated the greatest 
percentage of "yes" responses with 93.0 percent. 

Twenty-seven strategies did not yield significance at 

the .05 level, 7.81; and, similarities appeared to exist 

among the local educators in the perceived effectiveness of 

these strategies proposed by PDK. The following strategies 

were rank-ordered according to the percentages of the four 

areas of Oklahoma: 

1. Individualized instruction 
2. Confer ~ith parents 
3. More time on basic skills 
4. Notify parents 
5 . Thinking ski 1 1 s 
6. Special education 
7. Flexible scheduling 
8. Chapter I 
9. Special teachers 

10. Smaller classes 
11. Special study skills 
12. Peer tutqring 
1 3 . P 1 ace in 1 ow ,group 
14. Special textbooks 
15. Retain in grade 
16. Computerized instruction 
17. Home tutoring , 
18. Refer to psychologist 
19. Teacher aides 
20. Extra homework 
21. Restrict from sports 
22. Vocational courses 
23. Before school programs 
24. Alternative schools 
25. After school programs 
26. Summer school 
27. Say "Leave at age 16" 

(For results see 'Table 10) 
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Summary 

Chapter IV presented the findings in this study. 

Research questions one, two, and three were tested to 

determine a comparison between the national and local 

principals regarding socioeconomic levels, more teacher 

involvement in the decision-making process, and school-site 

autonomy respectively. Research questions four, five, six 

and seven were tested to determine the relationship between 

the national and local educators and among the local 

educators regarding the strategies (proposed by PDK) used 

and their effectiveness respectively. Each question 

yielded beyond chance findings. These findings were 

summarized and discussed in Chapter V; also, conclusions and 

recommendations in Chapter V were made from findings in 

Chapter IV. 



CHAPTER V 

SUMMARY, FINDINGS AND DISCUSSION, 

CONCLUSIONS, AND RECOMMENDATIONS 

Summary 

This study w~s designed to determine ~f relationships 

existed between the national educators and the local 

educators as well as among the local educators from the four 

areas of the lo~al sample regarding the use and 

effectiveness of strategies proposed by PDK to retain 

at-risk students. Of further interest were the comparisons 

of the national and local principals regarding their 

perceptions of socioeconomic levels in terms of the 

professions of their parent or guardian, more teacher 

involvement in the decision-making process, and school-site 

autonomy. 

Data for this study were obtained from instruments 

developed by a coordinating committee appointed by the PDK 

president. A survey and interview was co,nducted locally by 

this researcher to a randomly selected sample of educators 

from 12 school-s.ites in Oklahoma that met three criteria: 

(1) Gender, (2) Teaching expe~ience of 15 or more years, 

107 
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and (3) Race. 

Interview and Survey Response 

Arrangements with each principal from the 12 schools, 

were made for an interview session; this interview session 

was conducted by telephone and all principals participated. 

Next, the researcher mailed the survey to each,of the 12 

school-sites and solicited the principals' support to 

administer the individual surveys to the teachers. A total 

of 126 responses from the teachers' sample of 173 was 

received, a return rate of 72.8 p~rcent. Hence, a total of 

138 educators from 12 school-sites participated in this 

6tudy, a combined return rate from teachers and principals 

of 75.1 percent. 

Findings and Di~cus~ion 

Research Questions and F~ndings 

From the collected data of the local and national 

educators, seven questions were formulated fo~ investigating 

the purposes of this study. Research questions one, two, 

and three were asked to make comparisons between the local 

and national principals. Question one dealt with 

socioeconomic levels (in terms of professions); question two 

dealt with teacher involvement in the decision-making 

process; and research question three dealt with school-site 

autonomy. Research questions four and five were asked to 

determine relationships between the local' and national 
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educators regarding the regular .use and effectiveness of 

the strategies (proposed by PDK) to retain at-risk students 

in school. And, lastly, research questions six and seven 

were asked to determine relationships among the local 

educators from four .quadrant areas of Oklahoma regarding 

the regular use and effectiveness of the strategies 

(proposed by PDK) to retain at-risk. students in school. 

The following questions were asked to make descriptive 

comparisons: 

1. With regard to socioeconomic leve~s, in terms of 
professions, how do the perceptions of principals 
from rural Oklahoma compare with the perceptions of 
the national principals? 

Regarding th~ students' parents' professions, 14.0 

percent of the national principals and 22.0 percent of the 

local principals perceived that their students came from 

homes where their parents or guardians were professionals; 

14.0 percent national and 13;0 percent local were managers 

technical; 38.0 percent national and 27.0 percent local 

were skilled laborers; 24.0 percent national and 30.0 

percent local were unskilled labor; and 10.0 percent 

nationally and 8.0 percent locally were unempl~yed. 
' 

The local principals per9eived that·more.of their 

students' parents or guardiars' job descriptions were 
' 

professional or unskilled labor than their national 

counterparts; whereas, the national principals perceived 

that more of their students' parents or.guardians had job 

descriptions of skilled labor, and slightly more in the.area 
) 

of managers technical. 
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The Census Bureau (1980), classifying Oklahoma's workers 

by occupation, revealed 51.0 percent of Oklahoma's employed 

personnel worked in white collar jobs, 32.0 percent worked 

in blue collar jobs, while the service sector employed 13.0 

of the state's workforce, leaving farming, forestry, and 

fishing to comprise the remaining 4 percent of employed 

personnel. 

The u.s. Department of Commerce, Bureau of the Census 

(1990) reported the unemployment rate of the entire state of 

Oklahoma as 6.6 percent as opposed to the combined 

unemployment rate for the local sample of 6.4 percent. 

Nationally, the unemployment rate reported by the Census 

3ureau was 5.4 percent. 

2. With regard to more·teacher involvement in the 
decision-making process, how do the perceptions of 
principals from rural Oklahoma compare with 
perceptio~s of national principals? 

Regarding more teacher involvement in the 

decision-making process, 100.0 percent of the national 

principals stated tha~ the above did occur in their 

respective schools, and 67.0 percent of the local 

~rincipals stated that increased teacher involvement in the 

decision-making process occurred in their school, and 33.0 

percent stated that this did. not occur. 

Fifty-five percent of the national principals and 67.0 

percent of the local principals perceived that teachers were 

positive, 32.0 percent nationally and 33.0 percent local.ly 

were neutral, and 13.0 percent nationally and 0.00 percent 

locally were negative~ 
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Forty-five percent of the national principals and 67.0 

percent of the local principals perceived that students were 

positive about more teacher involvement in the 

decision-making process; 32.0 percent nationally and 16.0 

percent locally were oeutral; .and 13.0 percent nationally 

and 17.0 percent ·16cally .were negative. 

In summation, a larger percentage of national principals 

perceived that more teacher involvement took .place in their 

schools than their local counterparts; however, a larger 

percentage of local principals perceived that their teachers 

were positive because of.more teacher involvement in the 

decision-making .process. Also, a larger percentage of local 

principals perceived that thei·r students were positive 

because of more teacher involvement in the decision-making 

process than their national counterparts. [Supportive data 

for collegial decision making also appeared to encompass 

school-site autonomy. Therefore supportive data was 

presented in the next research'question section.] 

3. With regard to more school-site autonomy, how do the 
perceptions of principals from rural Oklahoma 
compare with the perceptions of national principals? 

One hundred percent of the national p~incipals perce~ved 

that more school-site autonomy existed in their schools, and 

67.0 percent of the local principals perceived more 
\ 

school-site autonomy exiited~in their schools. One hundred 

percent of the national princlpals perceived that because 

school-site.autono~y existed in their schools, their 

teachers were "positive". Sixty-seven percent of the local 
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educators perceived that school-site autonomy had' a positive 

effect on their teacher~, and 33.0 percent perceived a 

negative effect on their teachers. Thirty-three percent of 

the local principals believed that school-site autono~y had 

a PQSitive effect on their itudents, 50.0 percent perc~ived 

a neutral effect, and 17.0 percent a negative effect. One 

hundred percent of the national principals stated that 

school-site autonomy had a neutral effect on their students. 

An interesting observation was uncovered from the 

beforementioned data: a high percentage of principals 

locally and nationally perceived their respective schools to 

be autonomous; however,, both indicated that this climate of 

independence had negative and neutral effects on both 

teachers and students. 

A reason for these seemingly inconsist~nt findings may 

be because of the tensions confronting educators to make 

decisions that are ~nique to their respective schooJs. 

Schools are faced with the dilemma of raising the levels of 

their students' achievement. through standardizing school and 

classroom practices, or supplying principals and teachers 

local autonQmy to solve problems that are unique to their 

own settings. Another reason may simply- be a resistance to 

change. Hence, placing school-site-autonomy in the 

confrontational role to stability.' 

In the literature ~egarding site-based schools, the 

primary premise was that educational improvement occurred 

when school decision making was shifted from a centralized 
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"top down" administration to individual school control; a 

cooperatively directed process where principals and teachers 

both played active roles (Young, J., 1989). Hence, 

school-based decision making appeared to create a 

professional environment for the principals and teachers and 

improved the quality of their decisions (Goodlad, J., 1985. 

The Carnegie Task Force, 1986. Natidnal Association of 

Elementary School Principals, 1989. and McBee, M. and Fink, 

J.S., 1989). 

4. With regard to the use of preferred strategies 
(proposed by PDK) to retain at-risk students in 
school, how do perceptions of teachers/principals 
from'rural Oklahoma compare ,with per-ceptions of the 
national principals/teachers? (Results can be found 
in Table Six). 

5. With regard to the effectiveness of preferred 
strategies (proposed by PDK) to retain at-risk 
students in s'chool, how do perceptions of 
teachers/principals from rural Oklahoma compare 
with perceptioni of, the national 
principals/teachers? (Results can be found in Table 
Seven). 

6. With regard 'to the use of preferred strategies 
(proposed by PDK) to retain at-risk students in 
school, how do perceptions of teachers/principals 
from rural Oklahoma compare with perceptions of the 
national principals/teachers? (Results.can be found 
in Tables Eight and N~ne). 

7. With regard to the effectiveness of preferred 
stra~egies (proposed by PDK) to retain at-risk 
students in school, how do perceptions of 
teachers/principals from Woods, Washita, Lincoln and 
Bryan Counties compal"".e with each other? (Results 
can be found:in Tables Te~ ~nd Eleven). 

A Profile of Findings: Common Characteristics 

From this study, findings that emerged from data 

regarding research questions four, five, six and seven 
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revealed a consistency of characteristics regarding the 

strategies (proposed by PDK) that the participants, locally 

and nationally, held in common. The characteristics of 

commonality were individualized instruction, classroom 

learning skills, and parental involvement. 

Individualized instruction, which encompassed a group of 

related strategies such as smaller classes, peer tutoring, 

special teachers, and special education, was agreed on by 

the participants from this study as being effective. 

However, the local and national educators indicated a 

significant difference in their perceived use of smaller 

classes and individualized instruction. The difference 

could possibly be referenced to Table 2 of this study which 

shows a ratio of 7.5 students to one teacher in the local 

sample. Hence, smaller classes in the local sample may be 

more fully realized than in the national school-sites. 

Also, the local schools apparently relied heavily on special 

teachers, thereby providing more opportunities for small 

group and individualized instruction (see size of local 

school-sites section in Chapter III). 

Classroom l~arning skills such as "more time on basic 

skills," "special study skills," and "special textbooks," 

appeared to be effective in the classroom for remediation 

and the mastery of basic skills; however, classroom learning 

skills such as "thinking skills" and ''coping skills" 

appeared to be sparsely represented in the at-risk students' 

curriculum. Yet, Pogrow (1990) presented the HOTS program 
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(Higher-Order Thinking Skills). This program used the 

Socratic approach by utilizing computer skills and the 

application of higher-order th1nking skills. By the use of 

computers, students were asked to apply, analyze, 

synthesize, and evaluate new information. Also, Feldman 

(1987) presented an extended' day program "Hands on Science" 

which allowed students to discover the numerous applications 

of simple everyday materials to science and technology. As 

previously mentioned, the literature revealed that most 

at-risk programs tended to rely on remedial or compensatory 

services rather than higher-order thinking skills (Levin, 

1989) . 

Parental involvement can form an effective communication 

link between the home and school. Accdrding to the 

literature, thi~ two-way communiqation helps teachers gain 

more insight to the special needs of the student. Also, the 

students' parents are provided more opport_un it i es to 

actively participate in their child's school experience. 

Furthermore, this home to school linkage aided in elevating / 

the following di~cre~ancies between parents' and school 

personnel's perceptions of the child; information concerning 
- ' I < ' 

the child being withheld from parents; parents set aside 

their own doubts to accept the judgments of their school 

personnel; and large class sizes may prev~nt the development 

of strong home and school relations (Casanova, 1988). 
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A Profile of Findings: Significant Differences 

Significant differences existed between the national and 

local educators regarding the effectiveness of the following 

strategies: (t) ,computerized instruction, (2) retain in 

grade, (3) special textbooks, (4) home tutoring, (5) refer 

to psychologist, (6) Chapter I, (7) teacher aides, (8) after 

school programs, and (9) summer school programs (see table 

7). While the local educators appeared to differ on the use 

of the following strategies: (1) co~puterized instruction, 

(2) special teachers, (3) flexible scheduling, (4) refer to 
' . \ ' 

a psychologist, (5) refer to a counselor, (6) after school 

programs, and (7) summer school (see tables 8 and 9). The 

differences appeared to be related to support services, 

equipment, and personnel. Those areas such as computerized 

instruction, special textbooks, special teachers, and 

chapter I programs may be seen as threatening modes to the 

regular classroom teacher. These strategies may be seen as 

a means to replace the classroom teacher, or implicitly 

imply that these educational professionals are not "doing 

their jobs." The difference among educators regarding 

strategi~s of "referral to psychologi~t" or to a social 

worker could be because of the ~arying degree by which a 

school interacts among other social agencies, such ~s 

counseling services that supply service to the same "cilient" 

(Hodgkinson, 1989). AJso, elementary schools located· tn 

rural _areas may not supply counseling services through 

certified school personnel, or because of diminishing funds, 
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counseling services at the elementary levels may be 

non-existent (Bull, K. 1990). 

Differences between 'the Findings from this 

Study and Current Literature 

Three areas of disagreement existed between the findings 

from this study and current literature: computerized 

instruction, refer to psychologist, and summer school. 

Computerized instruction helped at-risk students achieve 

significant gains in reading, math, and spelling (Dowdney, 

1987) and higher-order thinking skills (Pogrow, 1990). Yet, 

educators may have perceived CAI as a means to actually 

broaden the gap between at-risk students and their on-level 

counterparts, because of the inequities of computer use 

availability to at-risk -students during after school hours 

(Kleifgen, 1989). 

Reluctance to refer a student to a psychologist or other 

counseling service ~ay be: because of the isolation of 

educators from other "outside" service providers 

(Hodgkinson, 1989)i certified counselors are not provided at 

the rural elementary school level; or even "outside" 

counseling services are not available bscause of a lack of 

funds. Nevertheless, the literature firmly supports the use 

of professional counseling as an effective strategy for 
' ' ' 

dropout prevention (New York State Education Department, 

1984. Walz, G.R., 1986. Jones, E.D., 1987). 

·The literature indicated that summer school was an 
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effective strategy to improve at-risk students' academic 

achievement for one year, but that gain was not maintained 

for two years. Summer school remediation needed to be 

repeated tu·have positive results (CTB/McGraw.Hill, 1986). 
\ 

However, summer school via the extended school year for 

rural elementary at-risk students may not be an option, 

because of the priority of funding for the extended school 

year may be_reserved for stud~nts eligible fo~ special 

education, culturally disadvantaged or minorities, thereby 
" 

eliminating some at-risk students from this effective option 

to academic and social success. Also, funding problems in 

general may not _allow rural elementary schools to offer 

summer school programs (Bull, K., 1990). 

Conclusions 

The analysis of data revealed findings which served as 

the basis of the following conclusions. Conclusions are 

limited to subjects similar to the ones from this study. 

1. Teachers should be involved in the decision-making 
process. This study indicated some evidence to 
support the aforementioned and that teachers tended 
to be more positive when directly involved in the 
governance of school policies. Also, this 
cooperat·i ve approach to teacher i nvo 1 vemeht in the 
decision-making process appeared to have a positive 
effect on the students as well (see table 4). This 
collegial approach allows educators to utilize one 
another's knowledge without a loss of one's 
specialty knowledge base, expertise, or "territory." 
Therefore, the problems of at-risk students could be 
resolved by incorporating more of the professional 
ski.lls ·within the local school. 

2. The significant relationships between'and among the 
educational professionals that participated in this 
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study indicated some evidence to support what most 
educators know: that at-risk children can be 
helped to overcome social and academic failures. 

Data from this study indicated three key areas to 
help troubled youth in school: (1) individualized 
instruction, (2) learning skills, and (3) parental 
involvement. 

There are no alternative techniques, materials or 
equipment that will replace the need for the 
classroom teacher. However, in a classroom of 
considerably more than 20 students with diverse 
educational and social needs, practical and workable 
strategies must be available to teachers who seek 
the best academic setting for their students. One 
such strategy is individualized instruction. This 
strategy encompasses an entire cluster of strategies 
such as peer tutoring, special teachers, smaller 
classes, and special education (strategies that the 
participants locally and nationally appeared to 
agree): peer tutoring can be utilized in 
mainstreamed or integrated classroom settings. 
Educational settings that elect to use older 
students to tutor younger students have a potential 
resource that can be instrumental in the achievement 
of both the teachers' and students' goal, success in 
the classroom. Special teachers can provide 
innovative avenues of instructing students with 
special needs. The specialist teacher teaming with 
the regular teacher should improve the planning, 
communication, classroom management procedures, and 
provide constructive feedback. 

Smaller classes can make substantial improvements in 
the child's academic progress. However, this 
progress appears to diminish markedly after the 
third grade. 

For students that qualify, special education can be 
an effective strategy because of the individualized 
curriculum (I.E.P.) and the freedom to educational 
and social growth by the placing of students in the 
least restrictive environments. 

The second key area that was uncovered in this study 

was learning skills. Learning skills encompass several 

strategies identified by the participants from this study: 

thinking skills, special study skills, coping skills, and 

more time on basic skills. The literature indicates that 
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the strategies "more time on basic skills" and "special 

study skills" are very effective in aiding at-risk students 

to achievement in the classroom. However, the strategies of 

thinking skills and coping skills appear to be moot issues, 

because of the scarcity of academic decisions in at-risk 

students curriculum regarding the opportunities to develop 

higher-level thinking skills. An overwhelming amount of 

instruction deals with remediation and not much in the 

development of thinking skills and ·hfgher-level academic 

applications. 

The last ~ey'area thai was identified in this study was 

parental involvement. Parental involvement forms a link 

oetween home and school, thereby, offering at-risk children, 

such as the culturally or linguistically diverse, 

opportunities to communicate more effectively with their 

parents about what they are learning in school. Also, this 

home to school linkage may provide parerits with 

opportunities to help more directly with their child's 
L 

school experience. 

Recommendations 

For Practice 

From this study, the following recommendations for 

practice were ganerated: 

1. At-risk students should not be retained in grade. 
The literature suggested that· the' effects of 
students retained in grade had as much to do with 
at-risk ~tudents dropping out of school as did 
their academic achievement. 
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2. A greater access to computer assisted instruction 
for at-risk students is needed in rural elementary 
schools in rural Oklahoma. 

3. The development of stronger relations between home 
and schools is needed, especially homes where 
at-risk students live and their respective schools. 

4. Summer school should be implemented in Oklahoma's 
rural el~mentary schools. The results of 
CTB/McGraw-Hill (1986) scores suggested that the 
summer school program positively affected scores for 
one year, but the gain was not maintained during the 
second year. Therefore, summer remediation and 
enrichment needs to be repeated to continuously 
obtain positive results.' 

5. Phi Delta Kappa's teachers' survey and principals' 
interview instruments (instruments utilized in this 
research study) could be,~dopted by the State of 
Oklahoma's Data Center which is located in the 
department of Economjc and ~ommunity Affairs. 
These instruments would supply the state's educators 
with effective and easy-to~use tools to gather 
information regarding the use and effectiveness of 
the efforts to retain at-risk students in school. 
(Information pertaining to PDK's instruments is 
located in Chapte~ 3 under the Instrumentation 
section.) -

This researcher also suggests that the teachers' 
-survey be changed from a nominal data-gathering 
instrumeht tb an.ordinal data-g~thering instrument 
[thus, matching the principals' interview 
instrument];· this would enable the researcher to 
obtain more information from the state's educators. 

6. At-risk students should not be restricted from the 
participation 'in sports. According to the 
literature, participation in extracurricular 
activities demonstrated a variety of desirable 
effects on the academic progress by raising 
educational expectations and grades, lowering 
delinquency, and positively affected the at-risk 
students' desire to persist in school. 

7. Alt~rnative schools that emphasize the instrumental 
goa~ of bringing at-ri~k students up to grade level 
by the completion of the sixth grade are recommended 
as a new or expanded practice (see Alternative 
School section, Chapter 2). 

a. Peer tutoring programs are suggested as a strategy 
to retain at-risk students in school. This 



student-that-teaches-other-students concept, a 
remarkably successful program, provides at-risk 
students to act as tutors to younger students. 
These students in tutorship roles learn the basic 
skills, develop new positive self-perceptions of 
school, and develop positive self-concepts. 
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9. School psychologists are recommended to be utilized 
in rural elementary SGhools. The literature 
suggested that at-risk elementary students with 
behavioral difficulties improved their behavior 
after the consultation with families and counseling 
with students. 

For Further Study 

From this study, the following recommendations for 

further study were generated: 

1. Since the passage of H.B. 1017, more research 
regarding smaller class size is recommended. A 
determination of significant difference is needed 
between students in grades K-3 and students 4-6 and 
their achievement levels due to smaller classes. 

2. There is a need for this study to be replicated in 
Oklahoma. Also, two additional procedures are 
suggested: (1) change the teachers' survey (PDK's 
instrument) from a nominal data-gathering instrument 
to an ordinal data-gathering instrument. This 
approach will enable, the researcher to acquire more 
information; (2) and, use the statistical test of 
Friedman ANOVA by Ranks to determine a significant 
difference, and a Spearman R to determine 
relationships. 

3. A longitudinal study is recommended. A long-range 
determination of the effectiveness of strategies 
(proposed by PDK) and their lasting effects on 
at-risk students is needed. 

4. There is a need to determine if positive 
relationships ~xist between local school-site 
autonomy and teachers, and between students. 

Perceptions of the Study 

This study began with the following statement: "We know 
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more about who has dropped out,' and why, then we know about 

effective school efforts to prevent students from dropping 

out" (Phi Delta Kappa, Dropouts. Pushouts, and Other 

Casualties. 1987. p. 115). Yet, this investigation 

uncovered findings which related to helping at-risk 

students overcome social and academic failures: teacher 

involvement in the decision-making process and three key 

areas to help troubled youth in school, such as 

individualized instruction, learning skills, and parental 

involvement. 

With this information anq research from others, perhaps 

the educational community ~ill more effectively address the 

pr·oblems of theyouth at risk, thereby allowing all of us to 

win as a result. 
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THE PDK PRINCIPAL INTERVIEW 

1. Name of Interviewer 

Name of District ---------------------------------------------

Name of School 

Street 

City, State, ZIP 

Name of Principal 

Telephone 

2. School Level ___ Elementary Middle Senior 

Record the total enrollment for thfs school district and 
this school as of October 1 for each of the following years 
(be exact): 

District School 

1980 3. 1 2 . 

1981 4. 1 3 . 

1982 5. 14. 

1983 6. 1 5 . 

1984 7. 1 6 . 

1985 8. 17. 

1986 9. 18. 

1987 10. 1 9 . 

1988 1 1 . 20. 

Go on to the next page 
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21. Gender ___ Male ___ Female 

22. Highest degree 

___ Bachelors ___ ,Masters ___ Doctorate 

23. How many years have you been pr~ncipal' at this school? 

less that'l 1 year 
1 to 2 years 
3 to 4 years 
5 to 6 years 
7 or more years 

24. Which term best describes you? 

Asian 
Black 
Hispanic 
White 
Other 

25. Circle grade levels: Pre K 1 2 3 4 5 6 7 8 9 1 0 11 1 2 

26. Total number of full-time staff: 

Teachers 
Administrators 
Counselors 

Male 
Male 
Male 

27. Total number of part-time staff: 

Teachers 
Administrators 
Counselors 

Total 

Male __ _ 
Male 
Male 

Female 
Female __ _ 
Female __ _ 

Female 
Female 

' Female __ _ 

Total 

Total 

28. In what type of community is the school located? 

Large City 
Small Town 

Suburb 
___ Rural 

Small City 

2 9. Proportion of students in this schoo-l in terms of ethnic 
background (total 100%) 

White 
Asian 

Black 
Other 

Hispanic 
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30. Socioeconomic background of students' families in this 
school (total 100%) 

Professionals 
Skilled Labor 

Mgrs./Tech. 
Unskilled Labor 

Unemployed 

31. Describe the stability of this community (i.e., people 
moving in/out) 

Very stable 
Moderabely Mobile 

_____ Moderately stable 
Ver.y Mobi 1 e 

32. Circle if the sch,eol is: 

Public Parochial Independent 

33. What percentage of students receive free or 
reduced lunch or breakfast? 

34. How many students were suspended last year? 

35. How many students we~e expelled last year? 

36. Estimate percentage of students who 
failed one or more courses last year? 

37. (Elementary only) H,ew many students were retained i'n 
grade last year'at each' grade level? 

K 

1' 

2 

3 

4 

5 

6 

% 
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Estimate the de'gree to which each of the fo 11 owing is a 
problem among the students in your school: 

38. 

39. 

40. 

41 . 

42. 

43. 

44. 

45. 

46. 

47. 

48. 

49. 

50. 

51. 

52. 

53. 

Attendance 

Attitude Toward School 

Completing Assignments 

Arguments with Teachers 

Fighting Among Studet:lts, 

Assault of Teachers 

Use of Drugs by Students 

Selling of Drugs 

Alcohol Use by Students 

Sexual Activity/Students 

Pregnancy Among Girls 

Abused Children 

Theft 

Racial Conflict 

Classroom Discipline 

School Morale 

Not a 
Serious 
Problem 

Somewhat 
Serious 
Problem 

Very 
Serious 
Problem 

During the last few years, many states and school 
districts have taken steps to i mpro,ve the qua 1 i ty· of 
education for young people in schools. Sometimes these 
actions have been taken by state legislatures, sometimes by 
state boards of education, sometimes by state departments of 
education, and somettmes by local boards of education and 
superintendents. 

The intent of these actions by states and local boards 
has been to mak,e schoo 1 s better. Wou 1 d you respond t6 the 
changes that have occurred in three ways? 



54. 

55. 

56. 

57. 

58. 

59. 

60. 

61. 

62. 

1. Did this change. occur in your situation? 
2. How do teachers feel about these change? 
~. How have the changes affected students? 
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Did How Effect 
This Teachers on 

Occur? Feel Students 

Increase requirements 
for graduation? Yes No + 0 + 0 

Increase requirements 
for teacher evaluation ·.Yes No + 0 + 0 

Mandatory testing 
programs for students Yes No + 0 + 0 

Mandatory testing 
programs for, teachers Yes No + 0 + 0 

Retain in grade those 
who do not achieve up 
to the "norm" Yes No + 0 + 0 

Restrict participation 
in extracurricular 
activites for those 
who do not achieve Yes No + 0 + 0 

More teacher involv~-
ment in decision-
making Yes No + 0 + 0 

More school-site 
autonomy Yes No + 0 + 0 

Improve working 
conditions for. 
teachers Yes No + 0 + 0 

Suppose we posit a number line as portraying the.absence or 
presence of a fa~tor (1 = low, 9 = high) 

Low High 

1 2 3 4 5 6 7 8 9 

Suppose further that the following options reflect the 



degree of diversity present within your school on 
various factors: 

A. 1 
B. 1 
c. 5 
D. 3 

9 (full range of variability) 
5 (low end of scale, predominately) 
9 (high end of scale, predominately) 
7 (middle range, predominately) 
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Given the rationale above, how would you describe the range 
or diversity among your students on each of the following: 

67. 

63·. intelligence A B c D 

64. motivation A B c D 

65. experience (trips, etc.) A B c D 

66. academic achievement A B c D 

Which of the following options represents how you think 
teachers in this school ought to provide instruction? 

each teacher should decide what to do with his or 
her students 

there should be a common program, but each 
·teacher should be encouraged to make 
variations for individual students 

there should be a different but standard strategy 
for different types of students 

there·should be a common pgoram that each teacher 
is expected to follow 

Teachers and adminjstrators generally have a "cut off" 
point in their minds that tr1ggers attention to students who 
may be at risk. Presented below are three different factors 
that schools use to alert themselves to p~oblems among ~heir 
students: absences, grades, and achievement scores. Where 
does your school "dra~ the line" regarding these things? 
Circle the "cut-off"' point for each factor. 

68. 69. 70. 

Below Grade Level 
Absences .Grades Received Achievement Scores 
A. 1-3 A. All C's or below A. slightly 

B. 4-6 B. one D or F B. one year 

c. 7-9 c. mostly D's and F's c. 1 - 1/2 years 

D. 10+ D. several F's D. 2 or more years 
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Some students are "at risk." Being "at risk" means being 
likely to fail at school or even at life. When you have 
students who are at risk, which of the following strategies 
do you regularly use? Also indicate how effective each 
strategy is, using the four-point scale below. Rate the 
effectiveness df every strategy, even if -you .do not use it 
regularly. 

71. 
72. 
73. 
74. 
75. 
76. 
77. 
78. 
79. 
80. 
81. 
82. 
83. 
84. 
85. 
86. 
87. 
88. 
89. 
90. 
91. 
92. 
93. 
94. 
95. 
96. 
97. 
98. 
99. 
100. 
101. 

smaller classes 
computerized instruction 
special teachers 
peer tutoring 
retain in grade 
special education 
vocational courses 
alternative school 
special study skills 
special textbooks 
place in low group 
emphasize coping skills 
flexible scheduling 
individualize instruction 
home tutoring 
extra homework 
emphasize thinking skills 
restrict from sports 
refer to psych~logist 
refer to social worker 
confer with parents 
more time on basic skills 
eliminate art and music 
notify parents 
Chapter I program 
teacher aides 
say "leave at age-16" 
before school programs 
after school programs 
summer school programs 
other (specify) 

Do You 
Do This 

-Regularly? 

How Effective 
Is It? 

Not 
Very 

2 

Very 

3 4 

Go on to the next page 
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102. What percentage of your working times do you spend on 
the problems associated with students who are at 
risk? 

less than 10 percent 

1 1 to 20 percent 

21 to 30 percent 

31 to 40 percent 

41 to 50 percent 

more than 50 percent 

103. Is the time that you spend working with at risk 
students--

very productive 

somewhat productive 

not very productive 

not productive at all 

How much influence does your school have over students': 

Not Very 
Much 

Great 
Deal 

2 3 

104. reading comprehension 1 2 3 
105. mathematics 's~ills 1 2 3 
106. writing skills 1 2 3 
107. 1 i sten_i ng sk'i 11 s 1 2 3 
108. daily attendance 1 2 3 
109. general behavior in school 1 2 3 
11 0. attitude toward school 1 2 3 
111. completion of homework 1 2 3 
1 1 2 . attention in class 1 2 3 
113. higher order thinking skills 1 2 3 

Please rank order the extent to which each of the groups 
listed (parents, teachers, ~nd students) should be 
responsible for helping studenta acquire the leatning or 
behavior specified. 

4 

4 
4 
4 
4 
4 
4 
4 
4 
4 
4 



1 - most responsible 
2 - next most responsible 
,3 - least responsible 
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Parents Teachers Students 

104. reading comprehension 
105. mathematics skills 
106. writing skills 
107. listening skills 
108. daily attendance 
109. general behavior in school 
110. atti~ud~ toward school 
111. completion of ,homework 
112. attention in class 
113. higher qrder thinking skills ____ _ 

Below is a list of problems that students may be confronted 
with outside of school. Are your students confronted more 
or confronted less with the, ~roblems listed be1ow than 
students at most other schools. 

Not Very Great 
Much Deal 

1 2 3 4 

124. substance' abuse 1 2 3 4 
1 25. family discord 1 2 3 4 
126. family instability 1 2 3 4 
127. crime 1, 2 3 4 
128. alcohol abuse 1 2 3 4 

Is it possible for you to help your students cope with these 
problems? 

Not Very Great 
Much Deal. 

1 2 3 4 

129. substance abuse 1 2 3 4 
130. family discord 1 2 3 4 
131. family instability 1 2 3 4 
132. crime 1 2 3 4 
133. alcohol abuse 1 2 3 4 

Go on to the next page 
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How responsible do you feel for helping students cope with 
these problems? 

Not at 
A 11 Very 

1 2 3 

134. substance abuse 1 2 "3 
135. family discord 1 2 3 
136. family instability 1 2 3 
137. crime 1 2 3 
138. alcohol abuse 1 2 3 

Rank order the extent to which each of the groups listed 
(parents, teachers, and students) should be responsible for 
helping students cope with these problems. 

1 - most. responsible 
2 - next mos~ res~onsible 
3 - least responsible 

4 

4 
4 
4 
4 
4 

Parents Teachers Students 

139. substance abuse 
140. family discord 
141. family instability 
142. crime 
143. alcohol abuse 

A 11 leve 1 s 

144. What is your primary role as principal of this school? 

145. Is there a sp.ecial incent.ive in your di.strictor in 
your school to work with students who are most at risk? 

146. What is the nature of that incentive? 

147. Does the incentive work? 

148. What is your perce~tion of how teachers feel about 
working with at risk students? 

149. What is the process used to provid• at risk stud~nts 
the needed help to address their "at risk" 
characteristic? Please address academic and 
non-academic characteristics. 
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150. As principal, what role do you play in addressing at 
risk students' needs? 

151. What at risk characteristic is most often associated 
with your at risk students? 

152. Does the district have a formal plan and written 
policies for dealing with students who are at risk? 
If "yes," what is that plan? 

Secondary 

153. Describe the way students are assigned to classes in 
your school. 

154. Are at risk students automatically assigned to certain 
class~s? If so, what ,are they? 

155. What kind of classes are at risk students assigned to? 

A. regular 
B. remedial 
c. basic skills 

156. How do you feel about compulsory education? 

Elementary 

157. How are the composition of the classes formed each 
year in your school? (Probe) What process do you use 
to assign students to classes and teachers each year? 

158. Does the class formation process take into account 
whether or not a student is at risk? If so, how? 

159. What is the most important academic ,skill students, 
must acquire for school success? 
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THE PDK TEACHER SURVEY 

This school is one of hundreds of schools throughout 
North America in which teachers are participating in a study 
of students at risk. 

The basic purpose of this portion of the 'Study is to 
determine teachers' perceptions regarding students who may 
be at risk. A student is felt to be at risk if that student 
is in d~nger of failing in school or failing in life. 

Do not write your name or the name of your school on the 
answer blank, and do not use a pen. Use a No. 2 pencil. 
Please answer every question carefully. Fill the 
appropriate circles on the answer blank completely. The 
questionnaire is fairly long~ but it is easy to respond to. 

No, turn your answer blank so. that the words,, "Teacher 
Survey", are positioned in the ~bper left-hand corner of the 
page, with places for responses to items 1 through 100 on 
the right side of the page. 

Go on to the next page 
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Subjects: On the left-hand portion of the page, below the 
directions, is this question: "What subjects are you 
currently teaching?" Mark all that apply. also 
answer the question about certification. 

Note: In the lower left-hand corner of the answer blank you 
will see a series of vertical columns marked "PDK" and 
then "A" through "k". Mark the columns as follows: 

PDK: Mark the four circles that represent the Phi Delta 
Kappa chapter number that will be given to you by the 
person who distributes the "Teacher Survey" forms. 
This will be a four-digit number. 

A. Age: Indicate your age 

B. School Level: 

1 - Elementary 
2 - Middle or Junior High 
3 - Senior High 

C. Total Years of Teaching Experience 

D. Years at This School 

E. Ethnic Group to Which You Belong: 

1 - Asian 
2 - Black 
3 - Hispanic 
4 White 
5 - Other 

F. Average Size of Your Classes: 

1 - less than 15 
2 - 16 to 20 
3 - 21 to 25 
4 - 26 to 30 
5 - 31 to 35 
6- 36'c:>r,more 

G. Highest Degree You Hold: 

0 - No degree, 
1 - Bachelors 
2 - Masters 
3 - Masters + 15 semester hours 
4 - Doctors 

Go 'on to the next page 



H. Proportion of Working Time You Spend With at Risk 
Students: 

0 - less than 10 percent 
1 - 11 to 20 percent 
2 - 21 to 30 percent 
3 - 31 to 40 percent 
4 - 41 to 50 percent 
5 - more th~n 50 percent 

152 

I. How Productive Are Your Efforts with At Risk Students? 

0- not productive at all 
1 - not very productive 
2 - so~so/in between 
3 - fairly productive 
4 - very productive, 

J. How Many ~tudents Failed Yout Course Last Year? 

0 - none 
1 - le•s than 10 percent 
2- 11 to 25 percent 
3 - 26 to 50 percent 
4 - more than 50 percent 

K. How Many of Your'Students' Failed ONe or More Courses 
Last Year? 

0 - none 
1 - less than 10 percent 
2- 11 to 25 percent 
3 - 26 to 50 percent 
4 - more than 50 percent 

Sex: Mark "M" tf you are male or "F" if you are female. 

Grade or Education: Mark each grade level that you are 
currently teaching. 

Answer the rema1n1ng questions by marking your answer blank 
in the appropriate place for each numbered· item on the right 
hand 'side of the page, 1 through 1 00. 

Go on to the next page 
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Compared to students in general, rate the students you teach 
on the following factors, according to the scale below: 

1. reading comprehension 
2. mathematics skills 
3. writing skills 
4. listening skills 
5. daily attendance 
6. general behavior in school 
7. attitude toward school.· 
8. completion of homewo~k 
9. attention in class 

10. higher orde~ thinkjng s~ills 

Below 
Average 

1 2 3 

How responsible do You feel for specific learnings or 
behaviors of the students you teach? 

Not Very 

1 2 3 

11. reading comprehension 
12. mathematics skills 
13. writing skills · 
14. listening skills 
15. daily attendance 
16. general behavior in school 
17. attitude toward·school 
18. completion of homework 
19. attention in class 
20. higher order thinking skills 

Above 
Average 

4 5 

Very 

4 5 

Go on to the next page 
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How much influence do xou have over students': 

21. reading comprehension 
22. mathematics skills 
23. writing skills 
24. listening skills 
25. daily attendance 
26. general behavior in school 
27. attitude toward school 
28. completion of homework 
29. attention in class 
30. higher order thinking skills 

Not Very 
Much 

1 2 3 4 

Great 
Deal 

5 

Please indicate which of the groups listed (parents, 
teachers, or students) should be most responsible for 
helping students acquire the learning or behavior specified, 
according to the following key: 

31. reading comprehension 
32. mathematics s~ills 
33. writing skills 
34. listening skills 
35. daily attendance 
36. general behavior in school 
37. attitude toward school 
38. completion of homework 
39.. attention in class · 
40. higher order thinking skills 

1 - parents 
2 - teachers 
3 - students 

Go on to the next page 
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Below is a list of problems that students may be confronted 
with outside of school. In terms of the problems listed 
below, are your students confronted less or confronted more 
than students at most other schools? Use the following 
scale: 

Less More 

2 3 4 5 

41. substance abuse 
42. family discord 
43. family instability 
44. crime 
45. alcohol abuse 

Is it possible for you to help your ·students cope with these 
problems? 

46. substance abuse 
47. family discord 
48. family instability 
49. crime 
50. alcohol abuse 

Definitely 
No 

2 

Definitely 
Yes 

3 4 

How responsible do you feel for helping students cope with 
these problems? 

51. substance abuse 
52. family discord 
53. family instability 
54. crime 
55. alcohol abuse 

Not at 
All 

1 2 

Very 

3 4 

Go on to the next page 
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Please indicate which of the groups listed (parents, 
teachers, or students) should be most responsible for 
helping students cope with the problems specified, according 
to the following key: 

56. substance abuse 
57. family discord 
58. family instability 
59. crime 
60. alcohol abuse 

1 - parents 
2 - teachers 
3 - students 

Go on to the next page 
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Some students are "at risk." Being "at risk" means being 
likely to fail at school or even at life. When you have 
students who are at risk, which of the following strategies 
do vou regularlY use? Also indicate how effective each 
strategy is, using the four-point scale below. Rate the 
effectiveness of every strategy, even if you do not use it 
regularly. 

61. smaller classes 
62. computerized instruction 
63. special teachers 
64. peer tutoring 
65. retain, in grade 
66. special education 
67. vocational courses 
68. alternative school 
69. special study skills 
70. special textbooks 
71. place in low group 
72. emphasize coping skills 
73. flexible scheduling 
74. individualize instruction 
75. home tutoring 
76. extra homework 
77. emphasize thinking skills 
78. restrict from sports 
79. refer to psychologist 
80. refer to social worker 
81. confer with parents 
82. more time oh basic skills 
83. eliminate art and music 
84. notify parents 
85. Chapter I program 
86. teacher aides 
87. say "leave at age 16" 
88. before school programs 
89. after school programs 
90. summer school programs 

Do You Do This 
Regularly? 

__ , 

Is It 
Effective? 

Yes No 

,--

Go on to the next page 
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Estimate the degree to which each of the following is a 
problem among the students you teach: 

Not a 
Serious 
Problem 

Very 
Serious 
Problem 

2 3 4 

91. Attendance 
92. Attitude toward school 
93. Completing assignments 
94. Arguments with teachers 
95. Classroom discipline 

Suppose we posit a number line as portraying_the absen~e or 
presence of a factor (1 = low, 9 high) 

Given 

Low High 

1 2 3 4 5 6 7 8 9 

Suppose further that the following options 
reflect ~he degree of diversity present 

, within your school on various factors: 

the 

A. 
B. 
c. 
D. 

1 - 9 
1 - 5 
5 - 9 
3 - 7 

(full range of variability) 
(low end of scale, predominately) 
(high end of scale, predominately) 
(middle range, predominately) 

ration a 1 e' above, how would you describe the range 
Qf_ diversity among your students on each of the following: 

96. intelligence A 8 c 

97. motivation A 8 c 

98. experien~e (trips_, etc.) A 8 c 

99. academic achievement A 8 c 

Go on to the next page 

5 

D 

D 

D 

D 
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100. Which one of the following represents how you think 
teachers in this school ought to provide instruction? 

A. each teacher should decide what to do with his 
or her students 

B. there should be a common program, but each 
teacher should be encouraged to make 
variations for individual students 

c. there should be a different but standard 
strategy for different types of students 

D. there should be a common program that each 
teacher is expected to follow 
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Some students-are "at risk." Being "at risk" means being 
likely to fail at school or even at life. When you have 
students who are at risk, which of the following strategies 
do you regularly use? Also indicate how effective each 
strategy -is, using the four-point scale below. Rate the 
effectiveness of every strategy, even if you do not use it 
regularly. 

1. 
2. 
3. 
4. 
5. 
6. 
7. 
8. 
9. 

10. 
1 1 • 
1 2 • 

'13. 
14. 
15. 
1 6 • 
17. 
18. 
19. 
20. 
21. 
22. 
23. 
24. 

'25. 
26. 
27. 
28. 
29.' 
'30. 

smaller classes, 
com-puterized instruction 
special teacher~ 
peer -tutoring 
retain in grac!e 
special education· 
vocational courses 
alternative school 
special st~dy skills 
special textbooks 
place in low group 
emphasize co'pi ng ski 11 s '' 
flexible scheduling 
individualize.instructiori 
home tutoring · 
extra homework 
empha.s i ze th'i nk i ng ski 11 s 
restrict from sports 
refer to psycho1ogi~t 
refer to sociaJ.worker. 
confer with parents 
more time on basic skills 
eliminate art and music 
notify parents · 
Cha~ter I program 
teacher aides , 
say "leave at age 16" 
before school programs 
after school programs 
summer·school programs 

, Do You Do This 
Regularly? 

Yes --, 

Is I't 
Effective? 

Yes No 

---
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Appendix D--The Principal Intervi~w 

1. Name of Interviewer 

Name of District ---------------------------------------------

Name of School 

Street 

City, State, ZIP 

Name of Principal 

Telephone 

2. School Level Elementary 

3. Socioeconomic background of students' families in this 
school (total 100%) 

____ % Professionals 
____ % Mgrs/Tech 
____ % Skilled Labor 
____ % Unskilled Labor 
--~-% UnemRloyed 

Du~ing the last few year~, many statas and school 
districts have taken steps to improve the quality of 
education for young people in schools. Sometimes these 
actions have be~n taken by state legi•latures, sometimes by 
state boards of education, sometimes by state departments of 
education, and som.et imes ,by 1 oca 1 boards of education and 
superintendents. · 

The intent of these action~ by states and local boards 
has been to make schools better. Would you respond to the 
changes that ,have occurred in.three ways? 

1. Did thjs change occur in your situation? 
2. How do teachers feel about these changes? 
3. How have the chan~es affected st·udents? 

4. More teac~er 
involvement in 
decision-making 

5. More school 
site autonomy 

Did 
This 

Occur? 

Yes No 

Hdw Effect 
. Teachers on 

Feel Students 

+ 0 + 0 
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Some students are "at risk." Being "at risk" means being 
likely to fail at school or even at life. When you have 
students who are at risk, which of the following strategies 
do you regularly use? Also indicate how effective each 
strategy is, using the four-point scale below. Rate the 
effectiveness of every strategy, even if you do not use it 
regularly. 

6. 
7. 
8. 
9. 

10. 
11 . 
12. 
13. 
14. 
1 5 • 
1 6 • 
1 7 • 
18. 
19. 
20. 
21 . 
22. 
23. 
24. 
25. 
26. 
27. 
28. 
29. 
30. 
31 . 

. 32. 
33. 
34. 
35. 
36. 

smaller classes 
computerized instruction 
special teachers 
peer tutoring 
retain in grade 
sp~cial education 
vocational courses 
alternative school 
special study skills 
special textbooks 
place in low group 
emphasize coping skills 
flexible scheduling 
individualize instruction 
home tutoring 
extra homework 
emphasize thinking skills 
restrict from sports 
refer to psychologist 
refer to social worker 
confer with parents 
more time on basic skills 
eliminate art and music 
notify par,ents 
Chapter I program 
teacher aides 
say "leave at age 16" 
before school programs 
after school programs 
summer school programs 
other (specify) 

Do You 
Do This 

Regularly? 

Yes No 

How Effective 
Is It? 

Not 
Very Very 

1. 2 3 4 
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